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Abstract 

Early childhood educators often lack the essential knowledge and skills for 

teaching emergent literacy and for creating a classroom environment that promotes 

literacy.  Without such knowledge, early childhood educators are unable to effectively 

teach emergent literacy to their students.  One way that in-service teachers acquire 

knowledge and skills is through the professional development they receive from their 

schools.  On-going professional development is essential to ensuring educators’ ability to 

teach reading (Snow, Griffin, & Burns, 2005).   

This study answered the following two research questions:  

(1) How does professional development provided through the C³Coaching 

Academy rate in impact in the literacy knowledge, skills, and confidence, 

specifically in the areas of phonological awareness and alphabetic principle, 

as perceived by early childhood educators who participated in the C³Coaching 

Academy? 

(2) How do materials created for use during the C³Coaching Academy rate in 

effectiveness when assessed using a research-based, professional development 

rubric? 

To answer the first research question, a self-reported survey based on a Likert-like 

scale was administered to 419 early childhood educators who participated in the 

C³Coaching Academy.  The purpose of the survey was for participants to rate their 

perceived impact of the professional development on their knowledge, skills, and 
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confidence level.  This study focused on the literacy component of the survey that 

inquired about phonological awareness and alphabetic principle.  The survey included 10 

items related to phonological awareness and 9 items related to alphabetic principle. 

The results of the survey items related to phonological awareness and alphabetic 

principle indicated an extensive impact on the knowledge, skills, and confidence level of 

the majority of the 419 participants.  On average, the majority of the participants reported 

a substantial impact on their ability to create new activities and their knowledge of 

activities to improve students’ knowledge of both phonological awareness and alphabetic 

principle. 

To answer the second research question, four documents were analyzed using a 

research-based performance rubric.  The documents were previously created in response 

to the needs of participants attending the C³Coaching Academy and were used during 

subsequent professional development as part of the training materials.  The four 

documents consisted of one lesson on thematic learning and another on environmental 

print and corresponding PowerPoints for each lesson.  The rubric was developed as a 

result of the literature review that focused on components of highly effective professional 

development. 

The results of the document analyses indicated that the majority of the lessons and 

PowerPoints provided during training met high-quality standards established by the 

research-based performance rubric.  Specifically, the lessons and PowerPoints involved 

active learning, focused on content, aligned with state standards, and offered 

opportunities for educators to practice newly acquired concepts and skills. 
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The overall results of this study clearly demonstrated a need for highly effective 

professional development related to emergent literacy.  The professional development 

provided was effective as it substantially impacted the literacy knowledge, skills, and 

confidence level of the majority of the participating educators.  Additionally, the results 

concurred with previous research that suggested that educators who receive quality 

professional development learn how to create quality instruction that engages their 

students (Darling-Hammond & Richardson, 2009).   

This study contributed to fulfilling a need for the evaluation of quality 

professional development that is aligned with national and state standards for emergent 

literacy.  Additionally, both the results of the survey and document analyses contributed 

to an action plan for professional development proposed as part of this study.  It is hoped 

that the professional development action plan would prove equally effective in providing 

quality training to many more early childhood educators and that their students would 

benefit from the overall impact of having teachers who received quality professional 

development.  
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Chapter I  

Introduction 

This is a thematic doctoral thesis that focuses on archival outcomes related to the 

C³Coaching project.  Three linked doctoral theses have been generated that analyzed the 

project’s outcomes in similar fashion.  One doctoral thesis (Villarreal, 2014) analyzed 

outcomes for all participants in the project’s Summer Academies.  The second doctoral 

thesis (Beyer, 2014) analyzed the outcomes for participants who taught English Learners.  

The third doctoral thesis (Harydzak, 2014) analyzed outcomes for participants who taught 

in Preschool Programs for Children with Disabilities.  Throughout these three doctoral 

theses, similar procedures have been conducted in the methods used; analyses of data; 

presentation of outcomes; and action plans.  Villarreal, Beyer, and Harydzak (2014) 

worked in a team to complete the design and implementation of the research analyses.  

The three projects can be triangulated to provide a rich picture of outcomes of the 

C³Coaching project from three different perspectives. 

C³Coaching Grant 

 The United States Department of Education awarded the C³ (collegial, cognitive, 

and collaborative) Coaching grant to the University of Houston, College of Education, in 

partnership with the Harris County Department of Education.  The C³Coaching grant 

aimed at improving the education of prekindergarten children in low-income, high-need 

communities by providing research-based professional development to early childhood 

educators who planned on teaching prekindergarten children.  The C³Coaching 

professional development program focused on improving the knowledge, skills, and 

confidence of educators with regards to teaching literacy, numeracy, and socialization.  
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The C³Coaching professional development program consisted of on-going training 

provided over three years including summer.  The summer training was provided during 

the C³Coaching Academies.  The first phase of this study will be based on archival data 

collected during the initial C³Coaching Academy, while the second phase of this study 

will be based on training documents used during the advanced C³Coaching Academy. 

The contents of this project were developed under a grant from the U. S. 

Department of Education.  However, these contents do not necessarily represent the 

policy of the Department of Education, and the reader should not assume endorsement by 

the Federal Government. 

Background 

 To address problems related to school readiness, children are starting school at a 

younger age.  In 2007-2008, public preschool programs served over 1 million children at  

The primary goal of state supported preschools is to improve the school readiness of 

children who are at a disadvantage due to their circumstances (Mashburn, Downer, 

Hamre, Justice, & Pianta, 2010).  In spite of efforts to prepare prekindergarten children 

for school, many children begin kindergarten lacking emergent literacy skills that would 

enable them to benefit from formal reading instruction (Lonigan, Farver, Phillips, & 

Clancy-Menchetti, 2011).  In particular, impoverished children may be at a disadvantage 

when learning to read.  Families’ income level significantly relates to children’s level of 

early literacy skills and level of difficulty learning to read upon entering school (Lonigan, 

2003; National Center on Educational Statistics, 2007).  Children of low-income families 

are at risk when compared to their more economically-advantaged peers, entering school 
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behind in areas that predict literacy achievement (Halle, Forry, Hair, Perper, Wandner, 

Wessel, & Vick, 2009). 

Children are more prepared for learning to read when they have acquired 

emergent literacy skills during their prekindergarten years.  Therefore, it is important for 

children to have access to quality literacy experiences during these developmental years, 

yet many impoverished children have limited access to such experiences (Chatterji, M., 

2006).  Early childhood educators can provide effective literacy instruction in an 

environment that promotes literacy when they have adequate literacy knowledge. (Piasta, 

Connor, Fishman, & Morrison, 2009).  Therefore, it is important for early childhood 

educators to acquire the literacy knowledge and skills necessary for preparing 

prekindergarten children for learning to read. 

Professional development is one method by which in-service educators learn new 

content knowledge and evidence-based, instructional practices.  The Report of the 

National Reading Panel (NRP) recommends professional development as a means by 

which to improve teachers’ literacy knowledge and practices and students’ achievement 

(National Institute of Child Health and Human Development [NICHD], 2000).  By 

participating in quality professional development rich in literacy content, early childhood 

educators can acquire the necessary knowledge, skills, and confidence to promote 

emergent literacy in their prekindergarten students.  Some early childhood educators’ 

lack basic literacy knowledge that can be improved through quality professional 

development focused on basic literacy skills (Crim, Hawkins, Thornton, Rosof, Copley, 

& Thomas, 2008). 
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National Context 

Mandating legislation aimed at improving the academic achievement of all 

students and the quality of educators, the federal government has been at the forefront of 

education reform.  In 1965, President Johnson enacted the Elementary and Secondary 

Education Act (ESEA), the most comprehensive education legislation to date 

(Elementary and Secondary Education Act, [ESEA], 1965).  President Johnson’s goal in 

enacting ESEA was to close the achievement gap between students from families of low 

and high socioeconomic status.  The ESEA funded elementary and secondary education 

including professional development and established high standards and accountability.  

The ESEA funded specific programs for students who come from low-income families, 

students with disabilities, and students who are bilingual.  Since 1965, the ESEA has 

been reauthorized every five years.  With the 2001 reauthorization, ESEA was renamed 

the No Child Left Behind Act (NCLB) by President George W. Bush (No Child Left 

Behind Act, [NCLB], 2002). 

The NCLB advanced education reform by expanding on the ESEA.  The NCLB 

increased accountability and standards of teachers and students; mandated annual 

standardized tests; implemented Adequate Yearly Progress (AYP); required teachers to 

implement evidence-based practices; required the hiring of “highly qualified” teachers, 

and more broadly defined bilingual education.   Annual standardized tests were mandated 

to measure students’ academic performance.  AYP were mandated to measure schools’ 

academic performance based on standardized test results.  To be considered highly 

qualified, educators must have knowledge of content area and evidence-based practices; 

full state certification; and a bachelor’s degree to be considered highly qualified (NCLB, 
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2002).  Bilingual Education became referred to as “Language Instruction for Limited 

English Proficient and Immigrant Students”.  As a result of the 1974 Lau v. Nichols case, 

the Bilingual Education program was redefined as a program that encourages students to 

learn English while maintaining their native language. 

Contributing to education reform, the 2004 reauthorization of the Individuals with 

Disabilities Education Act (IDEA) focused on students with disabilities and special 

education educators, also mandated requirements for highly qualified educators.  To be 

considered highly qualified, special education educators must obtain full state 

certification as a Special Education teacher; have not had their certification or licensure 

waived; and have a bachelor’s degree at minimum (Individuals with Disabilities 

Education Act, [IDEA], 2004).  Additionally, IDEA 2004 required educators to 

implement evidence-based practices in the classroom (IDEA, 2004).   

In 1997, the National Reading Panel (NRP) was established by the Congress to 

investigate various approaches to teaching children to read (NICHD, 2000).  For the next 

two years, the panel reviewed research-based studies on reading instruction and met with 

reading experts across the nation.  In 2000, the NRP submitted the findings of its 

investigation in a report entitled “The Report of the National Reading Panel: Teaching 

Children to Read.”  This report discussed five components that the NRP concluded are 

necessary to learn to read.  The five literacy components include: phonemic awareness; 

phonics instruction; vocabulary, fluency, and comprehension.   

In 2002, influenced by the NRP, the National Early Literacy Panel (NELP) was 

established to investigate research related to early literacy development in children from 

birth to age five (National Early Literacy Panel [NELP], 2008).  The purpose of this 
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investigation was to inform education policy and practice among families and educators.  

Between 2002 and 2006, the NELP members met twelve times to discuss the research 

efforts, while the National Center for Family Literacy (NCFL) conducted the actual 

research.  In 2008, the NELP submitted a report entitled “Developing Early Literacy: 

Report of the National Early Literacy Panel.”  This report discussed six skills that have a 

medium to large effect on literacy development (i.e., comprehension, decoding, fluency, 

spelling, and writing) even when controlling for Intelligence Quotient (IQ) and 

Socioeconomic Status (SES).  The six predictive early literacy skills include: alphabet 

knowledge; phonological awareness; rapid automatic naming of letters; rapid automatic 

naming of objects and colors; writing or writing one’s name; and phonological memory. 

State Context 

In 1999, the Texas Commissioner of Education assembled a group of educators 

and community members to develop guidelines for a state-wide prekindergarten 

curriculum to promote school readiness.  The 1999 Texas Prekindergarten Guidelines 

described academic behaviors and instruction for fine arts, language, literacy, math, 

physical education, science, social development, social studies, and technology 

applications (http://www.tea.state.tx.us).  Subsequently in 2007, the Commissioner 

directed the revision of the 1999 Guidelines appointing the State Center for Early 

Childhood Development as the lead.  The revision was based on current research since 

1999.   

In 2008, the Texas Education Agency (TEA) released a revised Texas 

Prekindergarten Guidelines.  The 2008 Guidelines expanded on the 1999 Guidelines by 

increasing academic standards; providing examples of student behaviors and teacher 
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activities; supporting English Language Learners; and addressing classroom environment 

and progress monitoring (http://www.tea.state.tx.us/index2.aspx?id=2147495508).  

Additionally, the 2008 Guidelines identified professional development as essential to 

ensuring high-quality preschool programs.  The 2008 Guidelines specifically discussed 

the overall skills necessary for school readiness.  The emergent reading literacy skills 

include: motivation to read; phonological awareness; alphabet knowledge; and 

comprehension of read-aloud text.  A comparison of recommended literacy skills by 

organization is provided in Table 1. 

Table 1 

Comparison of Literacy Skills by Organization 

National Reading 

Panel 

National Early Literacy Panel Texas Education Agency 

Phonemic Awareness Phonological Awareness Phonological Awareness 

Phonics instruction Alphabet knowledge Alphabet knowledge 

Fluency Rapid Automatic Naming of letters & 

digits 

Motivation to read 

Comprehension Rapid Automatic Naming of objects & 

colors 

Comprehension of read-aloud 

text 

Vocabulary Writing/writing name  

 Phonological Memory (STM)  

 

Statement of the Problem  

In order for educators to positively impact the knowledge their students acquire, 

they must themselves be knowledgeable.  There exists a need for improving the literacy 

knowledge base of early childhood educators who teach prekindergarten children.  In 

particular, some early childhood educators need basic literacy knowledge essential for 

promoting literacy (Crim, et al., 2008).  This need for literacy knowledge can be fulfilled 

through professional development. 
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However, the potential impact that professional development has on the 

knowledge and skills gained by educators and subsequently transferred to their 

classrooms depends on the quality of professional development educators receive.  There 

exists a need for creating, implementing, and evaluating quality professional development 

specifically related to emergent literacy.  Few professional development programs 

targeted at preschool educators provide adequate training of research-based, instructional 

practices for improving language skills of preschool children (Wasik, 2010).  Fulfilling 

this need for quality professional development can impact educators’ ability to transfer 

knowledge and skills into student achievement. 

Importance of the Study 

This study is important because it provides a practical response for improving the 

literacy knowledge base of early childhood educators by (1) demonstrating a need for 

basic literacy knowledge among early childhood educators teaching prekindergarten 

children; (2) identifying components of highly-effective professional development; (3) 

creating a rubric for evaluating the effectiveness of professional development programs; 

and (3) presenting an action plan for disseminating professional development focused on 

emergent literacy. 

Purpose of the Study 

This study (1) assesses the perceived impact of professional development training 

provided during the C³Coaching Academy on participating educators’ literacy 

knowledge, skills, and confidence level in teaching emergent literacy to prekindergarten 

children; (2) assesses the quality of materials created in the initial C³Coaching Academy 

and used during advanced C³Coaching Academy; and (3) presents an action plan for 
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disseminating future professional development aimed at improving early childhood 

educators’ knowledge and instructional practices related to emergent literacy. 

The proposed professional development serves as a sample of quality professional 

development that can provide early childhood educators with the literacy knowledge and 

instructional practices necessary for teaching emergent literacy skills to prekindergarten 

children.  The professional development is comprised of the following twelve 

components: active learning, coaching, cognitive, coherence, collaboration, collegial, 

content-focused, duration, materials; practice, research-based, and reflection.  The 

content of the professional development focuses on three areas of emergent literacy—

phonological awareness, alphabetic principle, and phonics instruction—and aligns with 

national and state criteria for teaching emergent literacy.  Additionally, the delivery of the 

content combines Universal Design for Learning (UDL) principles with adult learning 

strategies.  By focusing on specific content, the professional development complies with 

federal legislative mandates for quality professional development that improves the 

knowledge, skills, and instructional practices of educators (NCLB, 2002; IDEA, 2004). 

Research Questions 

(1) How does professional development provided through the C³Coaching Academy 

rate in impact in the literacy knowledge, skills, and confidence, specifically in the 

areas of phonological awareness and alphabetic principle, as perceived by early 

childhood educators who participated in the C³Coaching Academy? 

(2) How do materials created for use during the C³Coaching Academy rate in 

effectiveness when assessed using a research-based, professional development 

rubric? 



Chapter II  

Review of the Literature 

Previous research has focused on identifying which skills impact children’s future 

ability to learn to read and how educators can effectively teach these skills to young 

children.  For example, Snow, Burns, and Griffin (1998) identified oral language and 

vocabulary; phonological sensitivity; alphabet knowledge; exposure to print; and writing 

skills as skills necessary for reading acquisition.  Researchers have demonstrated positive 

relationships between specific skills and reading success as discussed below.  Children’s 

ability to acquire these skills depends somewhat on the knowledge of early childhood 

educators.  In order to teach reading effectively, educators must have basic literacy 

knowledge.  Researchers have demonstrated the specific literacy knowledge necessary to 

teach reading as discussed below.  Quality professional development can positively 

impact educators’ literacy knowledge and instructional practices.  Factors contributing to 

the quality of professional development include: effectiveness of components of 

professional development; perceptions of and preferences for professional development; 

and methods of delivering professional development (i.e., UDL and adult learning 

strategies) as discussed below. 

Emergent Literacy Skills Necessary to Learn to Read 

 The NELP identified six emergent literacy skills necessary for children ages zero 

to five years to learn to read (NELP, 2002).  These skills include: 

 alphabet knowledge; 

 phonological awareness; 

 rapid automatic naming of letters and numbers; 
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 rapid automatic naming of objects or colors; 

 writing or writing one’s name; and 

 phonological short-term memory. 

Alphabet knowledge refers to the ability to know the names and sounds of letters and 

associate the names and sounds with printed letters.  Phonological awareness refers to the 

ability to recognize sounds in spoken language (including the ability to distinguish or 

segment words, syllables, or phonemes).  Rapid automatic naming of letters or digits 

refers to the ability to quickly name a sequence of letters or numbers, while rapid 

automatic naming of objects or colors refers to the ability to quickly name a sequence of 

repeating pictures of objects or colors.  Writing or writing one’s name refers to the ability 

to write letters or to write one’s name.  Phonological short-term memory refers to the 

ability to remember spoken information for a short period of time. 

Lonigan, Schatschneider, and Westberg (2008) studied the relationship between 

and among emergent literacy skills and future reading ability.  Two samples of preschool 

children participated in the study.  The first group consisted of 96 preschool children who 

were followed from early to late preschool.  The second group consisted of 97 preschool 

children who were followed from preschool to kindergarten or first grade.  Participants in 

the first group were tested for knowledge of oral language, phonological sensitivity (i.e., 

phonological awareness), alphabet knowledge, concepts of print, environmental print 

skills, and nonverbal cognitive ability.  Participants in the second group were tested for 

knowledge of oral language, phonological awareness, alphabet knowledge, concepts of 

print, and decoding ability.  All participants were provided opportunities to practice 

specific testing tasks and to receive feedback on practice trials for all tasks being tested.  
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The results indicated a predictive relationship between phonological awareness and letter 

knowledge and future reading ability, specifically decoding, from early preschool to early 

elementary.  The results also indicated a predictive relationship between phonological 

awareness and letter knowledge.  The results demonstrated a high level of stability in 

phonological awareness of five-year old preschool children to six-year old kindergarten 

and first grade children.  This indicated that the phonological awareness of six-year old 

participants was not due to formal reading instruction. 

Cronin and Carver (1998) conducted a longitudinal study of the relationship 

between phonological sensitivity (i.e., phonological awareness) and rapid naming to the 

reading acquisition.  The sample consisted of 95 preschool and first grade children.  

Phonological awareness was tested using rhymes and discrimination of initial consonant 

sounds.  Rapid naming was tested using pictures, letters, and numbers.  The results 

indicated a positive relationship between both phonological awareness and rapid naming 

and reading acquisition. 

Blatchford, Burke, Farquhar, Plewis, and Tizard (1987) studied the relationship of 

six preschool reading skills to the reading achievement of seven-year old children.  The 

six skills included: word matching, concepts of print, letter identification, word reading, 

oral vocabulary, and handwriting.  The sample consisted of 245 culturally diverse 

children from 33 schools within the Inner London Education Agency.  The schools were 

in working-class and mostly disadvantaged areas (e.g., high proportion of free school 

meals).  Participants were tested at an average age of 4 ¾ and again at an average age of 

7 ½.  The results indicated a correlation between each of the six skills and reading 
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achievement with the strongest correlation between letter identification and reading 

achievement.  

Basic Literacy Knowledge Necessary to Teach Reading 

 The NRP identified five areas of literacy knowledge necessary to teach reading 

(NRP, 2000).  These areas include: 

 phonemic awareness; 

 phonics instruction; 

 vocabulary; 

 fluency; and 

 comprehension. 

Phonemic awareness is the awareness that spoken language is made up of individual 

sounds.  Phonics instruction involves teaching the alphabetic principle (i.e., the concept 

that written letters correspond to spoken sounds).  Vocabulary refers to spoken and 

written words used to communicate effectively.  Fluency is the ability to read accurately, 

rapidly, and with the appropriate intonation.  Comprehension is the ability to understand 

the meaning of words read. 

Carreker, Joshi, and Bouleware-Golden (2010) studied whether educators with 

more knowledge of phonemes, syllables, and morphemes are better able to identify needs 

of students with learning disabilities and appropriate instructional spelling activities.  The 

researchers conducted two studies.  In the first study, they compared the literacy 

knowledge and ability to identify appropriate instruction of 36 preservice to38 inservice 

educators.  In the second study, they assessed the literacy knowledge of 196 inservice 

educators who had participated in professional development.  The results of the first 
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study indicated that the inservice educators had more content-area knowledge and were 

better able to identify appropriate instructional activities.  The results of the second study 

indicated that greater knowledge of content-area and of instructional activities was 

related to the number of professional development hours completed (i.e., zero to 120 

hours) duration).  The researchers concluded that (1) participating educators with the 

most knowledge of phonemes, syllables, and morphemes were better able to identify 

appropriate spelling instruction; and (2) participating educators with the most literacy-

related content knowledge had 120 hours of ongoing professional development. 

Moats (2009) reviewed numerous studies about the relationship between 

educators’ knowledge, instructional practices, and student outcomes.  The results of the 

review indicated that educators require knowledge in language structure, reading 

development, and pedagogy in order to differentiate reading instruction to accommodate 

children with diverse needs.  Moats recommended that (1) changes in policy mandates for 

reading achievement should include more effective teacher education and (2) research 

should inform professional development programs.  

Quality Professional Development  

 Providing educators with quality professional development opportunities can 

improve their content-area knowledge and instructional practices (Carlisle, Cortina, & 

Katz, 2011).  Research on factors that contribute to the effectiveness of professional 

development can inform the creation, implementation, and evaluation of professional 

development.  Some components of professional development that researchers have 

demonstrated to positively impact learning include: active learning, coaching, coherence, 

collegiality, collaboration, content-focused consultation, duration, practice, and 
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reflection.  Various studies have demonstrated the impact of these specific components 

on the effectiveness of professional development programs as discussed below. 

McCollum, Hemmeter, and Hsieh (2011) studied the impact of a literacy coaching 

component on educators’ literacy instructional practices.  The sample consisted of 12 

educators who taught children with disabilities and children at risk due to low family 

income.  Educators were randomly assigned to one of two groups.  One group consisted 

of 7 educators who received on-site, year-long coaching, and the other group consisted of 

five educators who did not receive coaching.  The results indicated that participants who 

received coaching used a higher percentage of literacy instructional skills.  The 

researchers concluded that literacy coaching in and of itself can impact educators’ use of 

literacy instructional practices. 

Mashburn et al. (2010) studied the impact of consultation when added to a two-

year web-based professional development program on the language and literacy 

development of prekindergarten children.  The professional development program 

consisted of three components—language and literacy activities, video resources, and 

consultation.  The sample consisted of 1,165 prekindergarten children and 134 

prekindergarten educators.  The children’s knowledge was assessed using the 

Phonological Awareness and Literacy Screening-Prekindergarten and the Preschool  

Comprehensive Test of Phonological and Print Processing.  The educators were 

randomly assigned to one of two groups.  The first group consisted of 65 educators whose 

training included the consultation component.  The second group consisted of 69 

educators whose training did not include consultation.  The consultation consisted of two 

parts.  In the first part, participants responded in an on-line journal to reflective questions 
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posted by their consultant based on their video clips.  In the second part, participants 

spent time in videoconferences with their consultant discussing practices and setting 

goals.  The results indicated that (1) prekindergarten children whose teachers received 

consultation demonstrated higher gains in receptive language skills; (2) higher number of 

hours spent in consultation was positively associated with children’s receptive language 

skills; and (3) higher number of hours implementing language and literacy activities was 

positively associated with children’s language and literacy development.  The researchers 

suggested that educators should be provided opportunities for on-going consultation that 

is based on a standardized protocol and focused on improving specific instructional 

practices as a means of impacting children’s language and literacy development. 

Wasik (2010) studied the impact of an intensive, on-going professional 

development program that included a coaching model on educators’ knowledge of 

language development and literacy.  The professional development involved group 

training and individual coaching sessions.  The content of the professional development 

focused on language and literacy strategies to improve the instructional practices aimed at 

improving children’s language development, specifically vocabulary development.  The 

coaching involved observations, modeling, and feedback and was provided via a 

structured model.  The sample consisted of 19 female educators of varied education and 

years of experience recruited from three Head Start centers.  One center did not have 

participants and served as a comparison site.  The results indicated that intensive, on-

going professional development with coaching improved educators’ ability to implement 

literacy strategies that promote children’s vocabulary development.  The researcher 

suggested that the appropriate training and guidance provided through intensive, on-
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going professional development educators’ can learn to promote children’s language and 

literacy development. 

Campbell and Milbourne (2005) studied the impact of consultation as a 

component of professional development.  In this study consultation included the 

following strategies typical of those provided during coaching: modeling; discussion; 

providing resources; brainstorming; room rearrangement; modifying teaching strategies; 

making written plans; and acquiring materials.  A convenience sample of 180 participants 

qualified to receive training; however, pre- and posttest scores were received for only 160 

participants.  Of the 160 participants, comparison groups were formed in which 123 

participants were provided training that included consultation (i.e., the consultation 

group) and 37 participants were not provided consultation (i.e., the control group).  The 

professional development was implemented over five three-hour sessions and included 

the requirement of an out-of-training project and two on-site observations in which pre- 

and posttests were administered.  The professional development consisted of the 

following components: content-specific; provision of materials; active, hands-on 

participatory activities; opportunities to apply information learned; designing learning 

activities; and making and adapting toys/materials.  In addition, the consultation group 

received three one-hour, on-site consultation sessions over a period of three to four 

months.  The content of the consultations adhered to a specific protocol that was based on 

a self-assessment completed by participants during the initial training.  The results of this 

study indicated that the consultation group showed a higher observable change in the 

quality of care provided to toddlers and higher scores on the posttest.  The researchers 
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suggested that adding the component of the three consultations to the training may be the 

reason for the change in the quality of care provided to the toddlers. 

 Li (2004) studied the impact of collegiality as a component of a two-year staff 

development project including collegiality on changes in teachers’ instructional practice 

and their thoughts about such practice.  Collegiality refers to educators of different 

grades, content areas, levels of experience, and levels of expertise to working together 

and learning from one another.  In this study, collegiality included peer coaching, 

mentoring, and collaborative participation.  Sixty teachers from five schools participated 

in a two-year project involving video clips of teachers’ classroom practices.  Teachers 

from each school constituted a team.  Video recordings of teachers’ classroom 

instructional practices for one month were the basis for the video clips.  The professional 

development consisted of four phases.  Phase one involved briefing sessions on the 

objectives of the project—video recording teachers’ practices; presenting videos to each 

team in sharing sessions; and deciding on the best videos to be used for scriptwriting.  

During sharing sessions, teachers observed video recordings of each other’s teaching 

practices and provided each other with feedback.  Phase two involved training on lesson 

analysis, effective teaching, quality learning, and pedagogical content knowledge 

followed by two to three months of classroom practice and teacher discourse.  Phase 

three involved the actual videotaping of classroom teaching practices and developing a 

script of effective teaching.  Phase four involved video recording the script on effective 

teaching.  The results of this study indicated that the professional development impacted 

teachers’ perceptions on effective teaching and quality learning but had limited impact on 

actual teaching practices.  The opportunities for collegiality during sharing sessions 
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impacted teachers’ knowledge of new instructional practices; their attitudes towards these 

practices; and their confidence in teaching.  However, although teachers placed higher 

priority in children’s learning, teachers may not have been able to implement 

instructional practices that actually expressed this priority.  Li suggested that adding a 

collegiality component to professional development created a culture of inquiry, 

reflection, and self-assessment in which teachers worked collaboratively towards 

improving their practices. 

 Boyle, While, and Boyle (2004) studied the impact of type of activities and 

duration as components of professional development on teaching practices including 

planning, classroom management, teaching style, assessment practices, and teacher 

collaboration.  Duration refers to how intense and sustained over time the professional 

development is provided.  In this study, long-term professional development included the 

following activities: study groups; mentoring; research/enquiry; drop-in clinics; 

observation of colleagues; coaching; networks; sharing practice; and courses (on-site and 

online).  The sample size consisted of 854 primary and secondary English, Math, and 

Science teachers of which 779 had participated in some type of long-term professional 

development activity the previous year.  The study focused on the following three 

professional development areas: type of professional development; long-term 

professional development activities; and the quality of professional development.  Type 

of professional development included conferences and workshops.  The quality of 

professional development was rated as poor, average, or good.  The results of this study 

indicated that observation of colleagues and sharing practices were the most common 

long-term professional development activities; that observations of colleagues and 
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sharing practices rated the highest in quality among all other activities; and that long-term 

professional development impacted the teaching practices of the majority of participants.  

The teaching practices most impacted were planning, teaching style, and assessment 

practices.  The researchers suggest that teachers who participate in long-term professional 

development change at least one aspect of their teaching practice; however, the 

researchers could not conclude whether such changes to instructional practices impact 

student achievement.  

Garet, Porter, Desimone, Birman, and Yoon (2001) studied the impact of six 

components of professional development on teachers’ knowledge, skills, and classroom 

practices.  The researchers characterized components of professional development into 

two categories—structural and core.  Structural components were described as features 

that set the context for the professional development activity and included the type/form 

of activity, collective participation, and duration.  Core components were described as 

features of processes and experiences that occur during a professional development 

activity and included content focus, active learning, and coherence.  The sample 

consisted of 1,027 teachers who (1) participated in professional development activities 

funded by the Eisenhower Professional Development Program and (2) completed a 

survey intended to evaluate the program.  The Eisenhower Professional Development 

Program is a federal program that supports teacher professional development primarily in 

math and science.  The results of the analysis of the survey indicated that (1) including 

five of the six components in professional development impacts teachers’ knowledge and 

skills and changes in their classroom practices; (2) type/form of professional 

development did not impact teacher outcomes (i.e., traditional professional development 
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could result in similar teacher outcomes if sustained and intensive in duration); and (3) 

the core components (i.e., content focus, active learning, and coherence) are not typical 

components of professional development funded by the Eisenhower program.  The 

researchers suggested that professional development can be improved by focusing on 

duration (i.e., sustained and intensive), collective participation, content, active learning, 

and coherence of the type/form of professional development. 

Perceptions of and Preferences for Professional Development 

 Educators’ perceptions and preferences for professional development can impact 

the outcomes they expect from professional development programs.  In one study, 

educators rated coaching sessions as “very helpful” in building confidence and providing 

immediate feedback (Kretlow, Wood, & Cooke, 2011).  In a subsequent study by the 

same researchers, educators reported a preference for coaching as a follow up to 

professional development (Kretlow, Wood, & Cooke, 2012).  Understanding educators’ 

perceptions and preferences can inform the development of effective professional 

development programs.  In one study, researchers determined that educators’ perceptions 

on strategies aimed at improving an understanding of sounds and words can inform 

efforts to improve the quality of such instruction (O’Leary, Cockburn, Powell, & 

Diamond, 2010). 

Universal Design for Learning 

In 1984, the Center for Applied Special Technology (CAST), an educational 

research and development organization in Wakefield, Massachusetts, was established.  

CAST developed Universal Design for Learning (UDL), a research-based framework for 

teaching.  UDL is an alternative way for educators to meet the educational needs of all 
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students--those not challenged, struggling, and not engaged.  UDL adapts the concepts of 

universal design in architecture to the educational field.  UDL guides educators in 

choosing materials, techniques, and strategies for instructional delivery and assessment 

through the incorporation of three principles—Representation, Action and Expression, 

and Engagement.  Representation refers to presenting content using multiple formats 

(e.g., visual, auditory, kinesthetic, and tactile).  Action and Expression refers to allowing 

alternatives for students to demonstrate learning (i.e., using medium that matches 

students’ learning preferences).   Engagement refers to peaking students’ interests and 

motivation for learning.  UDL requires that educators apply these principles to the four 

main curricular components—learning goals, instructional materials, instructional 

methods, and assessments.  The overall goal of UDL is to provide an alternative to the 

traditional method of planning instruction so that all students are engaged and learning 

(http://iris.peabody.vanderbilt.edu/udl/). 

Adult Learning Strategies 

 Learning strategies that address the different learning preferences and involve 

active participation are more likely to engage the student whether adult or child (Tate, 

2004).  These learning strategies depart from the traditional, lecture style professional 

development.  Examples of adult learning strategies include brainstorming, drawing and 

artwork, graphic organizers, and manipulatives and models.  A chart of a more extensive 

list of adult learning strategies is included in Appendix A. 

 

 

http://iris.peabody.vanderbilt.edu/udl


Chapter III  

Method 

Overview 

The overall purpose of the current study was twofold.  The first purpose was to 

assess and report on the perceived impact that the C³Coaching Academy had on 

participants’ literacy knowledge and skills, and their confidence in teaching emergent 

literacy to prekindergarten children.  To determine this impact, data previously collected 

in response to the Prekindergarten Summer Academy Awareness Survey, a self-reported 

survey, were analyzed.  For this study, survey items analyzed only included those related 

to phonological awareness and alphabetic principle.  The second purpose was to assess 

and report on the quality of documents created in response to the needs of the participants 

of the initial C³Coaching Academy and used as training materials during the advanced 

C³Coaching Academy.  To determine the quality of C³Coaching training documents, a 

professional development rubric was first created based on the literature review.  This 

research-based rubric included components of professional development demonstrated to 

have an impact on learning.  Four training documents including a thematic learning 

lesson, an environmental print lesson and the corresponding PowerPoint presentations for 

each of these lessons were assessed. 

Phase One: Assessment of the Perceived Impact of the C³Coaching Academy 

Sample.  The sample for phase one consisted of 419 early childhood educators 

randomly selected from eligible Harris County school districts partnering with the 

University of Houston-College of Education as part of the C³Coaching grant.  Educators 

qualified for participation as long as they were willing to voluntarily attend the 
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C³Coaching Academy and planned to teach preschool children ages three to five the 

following academic year.  Participating educators’ teaching experience ranged from zero 

to twenty-one years.  All participants taught children ages three to five years in a public 

school program including high-needs populations, PPCD, ELL, or Title I. 

 Instrument.  The instrument that was used for phase one was a self-reported 

Prekindergarten Summer Academy Awareness Survey that was administered to all the 

participants at the end of the initial C³Coaching.  The survey was used to determine the 

perceived impact the C³Coaching professional development had on the knowledge, skills, 

and confidence level of educators who participated in the C³Coaching Academy.  The 

survey included 108 items about the three components of the professional development—

literacy, numeracy, and socialization.  The literacy component of the survey consisted of 

38 items about phonological awareness, alphabetic principle, print/book awareness, and 

emergent writing.  Specifically, the survey contained one overall language and literacy 

item; 10 phonological awareness items; nine alphabetic principle items; nine print/book 

awareness items; and nine emergent writing items.  Item responses were based on a 

Likert-like scale of one to five with one being the minimum value representing a limited 

impact and five the maximum value representing a major impact. 

This study focused on the 20 literacy items related to phonological awareness and 

alphabetic principle.  As examples of a phonological awareness items, one survey item 

asked whether the professional development “…increased my knowledge of the link 

between phonological awareness and learning to read”, while another item asked whether 

participants “…acquired the skills to work with my students to improve their 

phonological awareness skills.”  As examples of alphabetic principle items, one survey 
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item asked whether the professional development “… increased my knowledge about 

what the alphabetic principle means”, while another item asked whether it “…increased 

my skills so that I can help students to understand the systematic relationship between 

letters/words and speech sounds”.  The literacy component of the survey is provided in 

Appendix B. 

 Intervention.  The intervention for phase one of this study was the initial 

C³Coaching Academy that was provided to participants throughout four consecutive 

summer days (Monday to Thursday or Tuesday to Friday) beginning at 8:30 a.m. and 

ending at 3:30 p.m. each day.  Specifically, the intervention for phase one was the 

professional development related to phonological awareness and alphabetic principle 

concepts provided during the four days of the initial C³Coaching Academy. 

Data Analysis.  Data from the Prekindergarten Summer Academy Awareness 

Survey were input into the Statistical Package for the Social Sciences (SPSS) software 

program.  Ten percent of the data entries were randomly checked to verify that item 

responses from the survey documents were entered correctly.  One hundred percent 

accuracy in data entry was attained.  For this study, responses to the literacy items on the 

survey related to phonological awareness and alphabetic principle were analyzed for the 

entire sample of participants. 

The first phase of analysis involved computing descriptive statistics for the items 

on the survey.  Specifically, item means, minimum and maximum values, and the 

standard deviations were computed and reported.  In addition to computing descriptive 

statistics for item responses, the frequencies for item responses were computed to better 

understand the distribution of responses by item.  Results of all computations are 
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displayed graphically as histograms.  Thus, the impact of the initial C³Coaching 

Academy on early childhood educators’ knowledge, skills, and confidence in the areas of 

phonological awareness and the alphabetic principle was determined based on descriptive 

statistics, frequencies, and graphic representations. 

The next phase of analysis involved correlating years of experience in teaching 

with the overall perceived impact of the initial C³Coaching Academy on the average 

scores related to phonological awareness and alphabetic principle.  Early childhood 

educators who attended the Academy had varying years of experience.  Research has 

shown that there is no clear pattern concerning years of experience in teaching and 

knowledge, skills, and confidence.  Initially, years of teaching experience for all 

participants were graphically represented in a histogram.  Next, descriptive statistics (i.e., 

means, minimum and maximum values, and standard deviations) were computed and the 

variables were correlated.  Finally, a correlation matrix was presented displaying the 

results of the correlation analysis. 

Phase Two: Assessment of Four Documents Used During the C³Coaching Academy 

Sample.  The sample for phase two of this study consisted of four training 

documents prepared after the initial C³Coaching Academy.  The preparation of these 

documents was based on educator outcomes for the initial academies.  Specifically, two 

lessons with corresponding PowerPoint presentations were created--one entitled 

Assessing Thematic Learning and another Assessing with Environmental Print.  The 

thematic learning documents provided participants with a definition of thematic 

teaching/learning; an explanation on how to teach and assess based on a theme; a 

rationale for basing teaching on themes; and activities based on thematic teaching.  
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Similarly, the environmental print documents provided participants with a definition of 

environmental print; an explanation on how to set up the prekindergarten classroom for 

teaching and assessing with environmental print; a rationale for using environmental 

print; and activities based on environmental print.  Additionally, both the Assessing 

Thematic Learning and Assessing with Environmental Print lessons provided an outline 

of the prekindergarten guidelines that are addressed when using each lesson.  The four 

training documents are provided in Appendices G through J. 

Instrument.  The instrument that was used for phase two was a professional 

development rubric.  The rubric was created based on the literature review conducted for 

this study.  This literature review focused on research in the areas of professional 

development in general and professional development related to literacy.  This research 

revealed various components considered to impact the effectiveness of a professional 

development program. 

Based on the outcomes of the literature review, a determination was made on 

twelve highly-effective components that were then included in the professional 

development rubric.  The twelve components include active learning, coaching, 

cognitive, coherence, collaboration, collegial, content-focused, duration, materials, 

practice, research-based, and reflection.  The rubric was designed to serve as an analytical 

tool for assessing the quality of current and future professional development including 

materials disseminated during training against these components.  Each component can 

be assessed between zero and five points with a total possible composite raw score of 60.  

Based on the composite raw score, the professional development and/or training materials 

were categorized as “highly effective,” “effective”, “developing”, or “ineffective”.  A 
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raw score between 57 and 60 rated the professional development as highly effective; 

between 51 and 56 as effective; between 42 and 50 as developing; and between zero and 

41 as ineffective.  For this study, the research-based rubric was used to assess the quality 

of the four documents used as training materials during the advanced C³Coaching 

Academy.  The rubric and grading scale are provided in Appendix C. 

Data Analysis.  A document analysis was conducted of the four training 

documents used during the advanced C³Coaching Academy using the previously 

described research-based rubric.  The document analysis involved applying the rubric 

independently to the Assessing Thematic Learning lesson, Assessing with Environmental 

Print lesson and each of the two corresponding PowerPoint presentations.  For this study, 

the content-focused component of the rubric was specifically related to both phonological 

awareness and alphabetic principle concepts.  A chart of the separate document analyses 

is provided in Table 2. 

Table 2 

Chart of Document Analyses 

Document Content: Phonological Awareness and Alphabetic 

Principle 

Thematic Learning lesson   

Thematic Learning PowerPoint   

Environmental Print lesson   

Environmental Print 

PowerPoint 

  

 

Consequently, four separate analyses were conducted to determine the quality of the 

professional development documents used during the follow-on C³Coaching Academy. 



Chapter IV  

Results 

Overview 

The overall purpose of the current study was twofold.  The first purpose was to 

assess and report on the impact the C³Coaching Academy had on educators’ literacy 

knowledge, skills, and confidence level in teaching emergent literacy to prekindergarten 

children.  During the first phase of the research methodology, a self-reported survey was 

administered at the end of the four-day training to determine the perceived impact that the 

professional development had on participants.  Items were rated based on a Likert-like 

scale of one to five.  A minimum value of 1.00 represented a limited impact, while a 

maximum value of 5.00 represented a major impact.  For this study, survey items 

analyzed included those aimed at determining the impact on participants’ knowledge, 

skills, and confidence level with regard to phonological awareness and alphabetic 

principle.  The second purpose was to assess and report on the quality of documents 

created in response to the participants’ needs that were used as training materials during 

the follow-on C³Coaching Academy.  During the second phase of the research 

methodology, a rubric was created based on the literature review to assess the quality of 

professional development including materials.  The rubric included components of 

professional development demonstrated to have an impact on learning.  For this study, a 

document analysis was conducted using the rubric to assess the quality of four documents 

used during the C³Coaching Academy including a thematic learning lesson, an 

environmental print lesson and the corresponding PowerPoint for each of these lessons. 
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Phase One: Assessment of the Perceived Impact of the C³Coaching Academy 

 Phase one of this study relied on archival data collected under the C³Coaching 

Grant.  To assess the perceived impact of the professional development on the literacy 

knowledge, skills, and confidence level of educators, a sample of educators was selected 

from eligible school districts partnering with the University of Houston-College of 

Education and the Harris County Department of Education as part of the C³Coaching 

Grant.  Educators who volunteered and planned on teaching preschool children ages three 

to five the next academic year qualified as participants in the initial C³Coaching 

Academy professional development.  

Sample.  The sample for phase one of this study consisted of 419 educators who 

attended the initial C³Coaching Academy.  Participants included educators from high-

needs populations, PPCD, ELL, and Title I programs ranging in teaching experience from 

zero to twenty-one years.  The mean years of experience teaching prekindergarten was 

5.67 years with a standard deviation of 5.45 years based on a sample size of 412.  A table 

of the frequency distribution of years of experience in prekindergarten teaching including 

percentages is provided in Appendix D.  This frequency distribution of years of 

experience in prekindergarten teaching is depicted as a histogram in Figure 1. 
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Figure 1.  Number of Years Experience Teaching Prekindergarten. 

Additionally, the correlation analyses did not indicate a relation between years of 

experience in teaching prekindergarten and the average scores related to phonological 

awareness and alphabetic principle as demonstrated by values of r = -0.07 and -0.05, 

respectively.  However, a significant relation exists between phonological awareness and 

alphabetic principle as demonstrated by a value of r = 0.78.  A correlation matrix 

displaying the results of these correlation analyses is presented in Table 3. 
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Table 3 

 

Correlation Matrix for Years of Experience Teaching Prekindergarten with Phonological 

Awareness and Alphabetic Principle 

 

 

Years of 

experience in PK 

teaching 

mean response to 

phonological 

responses 

mean response to 

alphabetic 

responses 

Years of experience 

in PK teaching 

Pearson 

Correlation 
1 -.069 -.048 

Sig. (2-

tailed) 
 .164 .328 

N 412 410 410 

mean response to 

phonological 

responses 

Pearson 

Correlation 
-.069 1 .777

**
 

Sig. (2-

tailed) 
.164  .000 

N 410 417 416 

mean response to 

alphabetic responses 

Pearson 

Correlation 
-.048 .777

**
 1 

Sig. (2-

tailed) 
.328 .000  

N 410 416 417 

Note. Correlation is significant at the 0.01 level (2-tailed). 

Instrument.  The instrument used for phase one of this study was the 

Prekindergarten Summer Academy Awareness Survey.  The survey was administered to 

the 419 participants at the end of the four-day training.  The literacy component of the 

survey consisted of 38 items about phonological awareness, alphabetic principle, 

print/book awareness, and emergent writing.  The survey was composed of 10 items that 

addressed the knowledge, skills, and confidence level related to phonological awareness, 

and nine items that addressed the knowledge, skills, and confidence level related to 

alphabetic principle.  As previously mentioned, item responses were reported based on a 

continuum of limited to major impact with a rating of 1.00 to 5.00, respectively.  This 
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study focused on responses from all participants to all items related to phonological 

awareness and alphabetic principle.  All survey item responses were input into the SPSS 

software program.  The accuracy of data entry was verified for ten percent of the 

responses resulting in one hundred percent accuracy.   

Results of Phonological Awareness Item Responses 

Descriptive statistics for the participants’ responses to the survey items related to 

phonological awareness were computed and analyzed.  The mean value computed for all 

phonological awareness items ranged from 3.39 to 4.11.  The two highest rated items 

were related to creating and learning activities to help improve students’ phonological 

awareness skills, 4.11 and 4.06, respectively.  The lowest rated item related to help 

students isolate speech sounds at 3.39.  The minimum value reported for all phonological 

awareness items was 1.00 and the maximum value 5.00.  The computed values for 

standard deviations ranged from 1.04 to 0.90.  The means, minimum and maximum 

values, and standard deviations for each phonological awareness item are presented in 

Table 4. 

  



34 

 

Table 4 

 

Means, Minimum and Maximum Values, and Standard Deviations for Phonological 

Awareness Items 

 

 N Minimum Maximum Mean 

Std. 

Deviation 

. . increased my knowledge about what 

phonological awareness means. 
415 1.00 5.00 3.5542 1.00786 

. . increased my knowledge of the link 

between phonological awareness and learning 

to read. 

412 1.00 5.00 3.6044 1.00910 

. . increased my skills so that I can help 

students to isolate speech sounds. 
414 1.00 5.00 3.3889 1.04196 

. . increased my skills so that I can help 

students to become more aware of rhymes, 

syllables in words, and words in sentences. 

417 1.00 5.00 3.8921 .93560 

. . learned a variety of activities that help 

students to improve their phonological 

awareness skills. 

416 1.00 5.00 4.0601 .94614 

. . learned how to create new activities that 

help students to improve their phonological 

awareness skills. 

416 1.00 5.00 4.1106 .89834 

. . acquired the skills to work with my 

students to improve their phonological 

awareness skills. 

415 1.00 5.00 3.8699 .92858 

. . acquired the skills to assess a student's 

phonological awareness in my class. 
416 1.00 5.00 3.5745 1.01280 

. . acquired the skills to remediate 

phonological awareness problems using 

individualized instruction. 

417 1.00 5.00 3.4053 1.03834 

Valid N (listwise) 403     

 

In addition, the frequencies for all responses to phonological awareness items 

were computed to understand the overall distribution of each item response.  Frequencies 

of these responses predominantly fell between values of 3.00 and 5.00.  Tables of the 
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frequency distributions for each phonological awareness item response are provided in 

Appendix E.  These frequency distributions are depicted as histograms in Figures 2-8. 

 

 
Figure 2.  Frequency Distribution for Response to Item on Increasing Knowledge About 

What Phonological Awareness Means. 

 

 
Figure 3.  Frequency Distribution for Response to Item on Increasing Knowledge of the 

Link Between Phonological Awareness and Learning to Read. 
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Figure 4.  Frequency Distribution for Response to Item on Increasing Skills to Help 

Students Isolate Speech Sounds 

 

 
Figure 5.  Frequency Distribution for Response to Item on Increasing Skills to Help 

Students Become Aware of Rhymes, Syllables, and Words 
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Figure 6.  Frequency Distribution for Response to Item on Learning Activities that Help 

Students Improve Their Phonological Awareness Skills 

 

 
Figure 7.  Frequency Distribution for Response to Item on Learning How to Create New 

Activities that Help Students Improve Their Phonological Awareness Skills 
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Figure 8.  Frequency Distribution for Response to Item on Acquiring Skills to Assess a 

Student’s Phonological Awareness 

 

 
Figure 9.  Frequency Distribution for Response to Item on Acquiring Skills to Remediate 

Phonological Awareness Problems Using Individualized Instruction 

 

In addition to including items on phonological awareness knowledge and skills, 

the survey contained one item regarding the confidence level in teaching phonological 

awareness.  About forty-seven percent of the participants rated this item a 4.00 and about 

thirty-six percent rated it a 5.00.  The mean value for confidence in teaching phonological 
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awareness was 4.16 with minimum and maximum values of 1.00 and 5.00, respectively, 

and a standard deviation of 0.78.  These descriptive statistics for confidence in teaching 

phonological awareness are presented in Table 5. 

Table 5 

 

Mean, Minimum and Maximum Values, and Standard Deviation for Confidence in 

Teaching Phonological Awareness 

 

 N Minimum Maximum Mean 

Std. 

Deviation 

How confident are you in teaching 

Phonological Awareness? 
418 1.00 5.00 4.1555 .77567 

      

Valid N (listwise) 416     

 

The frequency distribution is depicted as a histogram in Figure 10. 

 
Figure 10.  Frequency Distribution for Response to Item on Confidence Level in 

Teaching Phonological Awareness 
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Results of Alphabetic Principle Item Responses 

Descriptive statistics for the participants’ responses to the survey items related to 

alphabetic principle were computed and analyzed.  The mean value computed for all 

alphabetic principle items ranged from 3.50 to 4.01.  The two highest rated items were 

related to creating and learning activities to help improve students’ alphabetic principle 

skills, 4.01 and 3.95, respectively.  The lowest rated item was related to acquiring 

remediation skills at 3.50.  The minimum value reported for all alphabetic principle items 

was 1.00 and the maximum value 5.00.  The computed values for standard deviations 

ranged from 1.00 to 0.94.  The means, minimum and maximum values, and standard 

deviations for each alphabetic principle item are presented in Table 6. 

Table 6 

 

Means, Minimum and Maximum Values, and Standard Deviations for Alphabetic 

Principle Items 

 

 N Minimum Maximum Mean 

Std. 

Deviation 

. . increased my knowledge about what the 

alphabetic principle means. 
416 1.00 5.00 3.5889 .98752 

. . increased my knowledge of the link 

between the alphabetic principle and learning 

to read. 

417 1.00 5.00 3.6331 .94673 

. . increased my skills so that I can help 

students to understand the systematic 

relationship between letters/words and speech 

sounds. 

416 1.00 5.00 3.7139 .93777 

. . learned a variety of activities that help 

students to improve their skills in linking 

letters/words with speech sounds. 

416 1.00 5.00 3.9471 .95038 

. . learned how to create new activities that 

help students to improve their skills in linking 

letters/words with speech sounds. 

415 1.00 5.00 4.0108 .93922 
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. . acquired the skills to work with my 

students to improve their skills in linking 

letters/words with speech sounds. 

417 1.00 5.00 3.7986 .95207 

. . acquired the skills to assess a student's 

letter/word sound correspondence. 
414 1.00 5.00 3.5918 .95923 

. . acquired the skills to remediate letter/word 

sound correspondence problems using 

individualized instruction. 

414 1.00 5.00 3.5024 .99818 

Valid N (listwise) 406     

 

In addition, the frequencies for all responses to alphabetic principle items were 

computed to understand the overall distribution of each item response.  Frequencies of 

these responses predominantly fell between values of 3.00 and 5.00.  Tables of the 

frequency distributions for each alphabetic principle item response are provided in 

Appendix F.  These frequency distributions are depicted as histograms in Figures 11-18. 

 

 
Figure 11.  Frequency Distribution for Response to Item on Increasing Knowledge About 

What the Alphabetic Principle Means 

 



42 

 

 
Figure 12.  Frequency Distribution for Response to Item on Increasing Knowledge of the 

Link Between the Alphabetic Principle and Learning to Read 

 

 
Figure 13.  Frequency Distribution for Response to Item on Increasing Skills to Help 

Students Understand the Relationship Between Letters/Words and Speech Sounds 
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Figure 14.  Frequency Distribution for Response to Item on Learning Activities to Help 

Students Improve Their Skills in Linking Letters/Words with Speech Sounds 

 

 
Figure 15.  Frequency Distribution for Reponse to Item on Learning How to Create New 

Activities that Help Students Improve Their Skills in Linking Letters/Words with Speech 

Sounds 
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Figure 16.  Frequency Distribution for Response to Item on Acquiring Skills to Work 

with Students to Improve Their Skills in Linking Letters/Words with Speech Sounds 

 
Figure 17.  Frequency Distribution for Response to Item on Acquiring Skills to Assess a 

Student’s Letter/Word Sound Correspondence 
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Figure 18.  Frequency Distribution for Response to Item on Acquiring Skills to 

Remediate Letter/Word Sound Correspondence Problems Using Individualized 

Instruction 

 

In addition to including items on alphabetic principle knowledge and skills, the 

survey contained one item regarding the confidence level in teaching the alphabetic 

principle.  About forty-eight percent of the participants rated this item a 4.00, and about 

thirty-two percent rated it a 5.00.  The mean value for confidence in teaching 

phonological awareness was 4.09 with minimum and maximum values of 1.00 and 5.00, 

respectively, and a standard deviation of 0.80.  A frequency table for these descriptive 

statistics for confidence in teaching the alphabetic principle is presented in Table 7. 

Table 7 

 

Mean, Minimum and Maximum Values, and Standard Deviation for Confidence in 

Teaching the Alphabetic Principle 

 

 N Minimum Maximum Mean 

Std. 

Deviation 

      

How confident are you in teaching The 

Alphabetic Principle? 
416 1.00 5.00 4.0962 .79555 

Valid N (listwise) 416     
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The frequency distribution is depicted as a histogram in Figure 19. 

 

Figure 19.  Frequency Distribution for Response to Item on Confidence Level in 

Teaching the Alphabetic Principle 

 

Phase Two: Assessment of Four Documents Used During the C³Coaching Academy 

Phase two of this study relied on the literature review and on training materials 

used during the C³Coaching Academy.  A literature review was initially conducted that 

resulted in determining components of professional development demonstrated to impact 

adult learning.  Next, a professional development rubric was created based on twelve 

components considered to be effective.  The rubric was created with the intent of being 

used as an analytical tool to assess professional development including materials.  The 

rubric was then used in a document analysis to assess materials provided during the 

C³Coaching Academy training. 

Sample.  The sample for phase two of this study consisted of four documents that 

had previously been created in response to the initial C³Coaching Academy participants’ 

needs.  These documents were later used during the follow-on C³Coaching Academy.  
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The following four documents were included in the sample and are provided in 

Appendices G-J. 

1. Thematic Learning lesson (Appendix G); 

2. Thematic Learning PowerPoint (Appendix H); 

3. Environmental Print lesson (Appendix I); and 

4. Environmental Print PowerPoint (Appendix J).  

Instrument.  The instrument used to assess the quality of the four documents 

previously mentioned was the research-based professional development rubric created 

during phase two of this study. 

  This rubric was composed of twelve components that researchers considered 

effective when teaching adult learners.  Each of the twelve components was worth a 

maximum of five points with the highest possible composite rating of 60.  The rubric and 

grading scale are provided in Appendix C. 

Results of the Document Analyses of the C³Coaching Academy Lessons and 

PowerPoints  

 Overall, three of the four documents analyzed received a raw score of 51 or 

higher with the exception of one document which received a raw score of 47.  The 

Thematic Learning lesson and PowerPoint presentation rated the highest with raw scores 

of 58 and 57, respectively.  As a result both fell into the “highly effective” category.  The 

Environmental Print lesson received a raw score of 51 and fell into the “effective” 

category, while the Environmental Print PowerPoint presentation received a raw score of 

47 and fell into the “developing” category.  The ratings for each of the four documents 
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are discussed below in detail and the scored rubrics are presented within the text for easy 

reference. 

Thematic learning lesson.  The Thematic Learning lesson received a composite 

rating of 58 which fell within the “highly effective” category of the research-based 

professional development rubric.  The majority of the components (i.e., 10 components) 

received the five point maximum with the exception of the collaboration and reflection 

components which each received four points.  Although the collaboration and reflection 

components were aspects of the overall C³Coaching Academy professional development, 

an independent rater could not determine the extent to which opportunities for 

participants to share knowledge as well as opportunities for reflection were present in this 

particular lesson.  The rated rubric for the Thematic Learning lesson is presented in Table 

8.  
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Table 8 

 

Rubric for the Thematic Learning Lesson 

 
PD 

Component 

Ineffective (0) Developing (2) Effective (4) Highly Effective (5) Raw 

Score 

Active 

Learning 

Seldom includes active 

learning. 

Occasionally includes active 

learning. 

Frequently includes active 

learning. 

Consistently includes active 

learning. 

5 

Coaching Seldom includes coaching. Occasionally includes coaching. Frequently includes coaching. Consistently includes coaching. 5 

Cognitive Seldom includes research-

based information and 

instructional strategies. 

Occasionally includes research-

based information and 

instructional strategies. 

Frequently includes research-

based information and 

instructional strategies. 

Consistently includes research-

based information and 

instructional strategies. 

5 

Coherence Seldom aligns with state 

standards. 

Occasionally aligns with state 

standards. 

Frequently aligns with state 

standards. 

Consistently aligns with state 

standards. 

5 

Collaboration Seldom provides opportunities 

for sharing knowledge. 

Occasionally provides 

opportunities for sharing 

knowledge. 

Frequently provides 

opportunities for sharing 

knowledge. 

Consistently provides 

opportunities for sharing 

knowledge. 

4 

Collegial Seldom provides opportunities 

for participants to work 

together and learn from one 

another. 

Occasionally provides 

opportunities for participants to 

work together and learn from 

one another. 

Frequently provides 

opportunities for participants to 

work together and learn from 

one another. 

Consistently provides 

opportunities for participants to 

work together and learn from one 

another. 

5 

Content-

focused 

Seldom focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Occasionally focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Frequently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Consistently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

5 

Duration Part-day/full-day workshop; 

stand-alone content. 

Multi-day thematic workshop; 

consecutive days. 

Multi-day thematic workshop; 

over time.  

On-going/integrated PD plan; over 

one or more years. 

5 

Materials Seldom provides materials 

related to instructional 

activities. 

Occasionally provides materials 

related to instructional activities. 

Frequently provides materials 

related to instructional 

activities. 

Consistently provides materials 

related to instructional activities. 

5 

Practice Seldom provides opportunities 

to practice what has been 

taught. 

Occasionally provides 

opportunities to practice what 

has been taught. 

Frequently provides 

opportunities to practice what 

has been taught. 

Consistently provides 

opportunities to practice what has 

been taught. 

5 

Research-

based 

Seldom includes research-

based practices.  

Occasionally includes research-

based practices. 

Frequently includes research-

based practices. 

Consistently includes research-

based practices. 

5 

Reflection Seldom provides opportunities 

for reflection. 

Occasionally provides 

opportunities for reflection. 

Frequently provides 

opportunities for reflection. 

Consistently provides 

opportunities for reflection. 

4 

Raw Score     58 
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Thematic learning PowerPoint.  The Thematic Learning PowerPoint 

presentation received a composite rating of 57 which fell within the “highly effective” 

category of the research-based professional development rubric.  The majority of the 

components (i.e., 9 components) received the five point maximum with the exception of 

the coaching, collegial, and content-focused components which each received four points.  

Although the coaching and collegial components were major aspects of the overall 

C³Coaching Academy professional development, an independent rater could not 

determine the extent to which coaching and opportunities for participants to work 

together and learn from one another were present in this particular PowerPoint.  

Likewise, although the overall C³Coaching Academy professional development was rich 

in content specific to literacy, an independent rater could not determine the extent to 

which content was a central focus in this particular PowerPoint presentation.  The rated 

rubric for the Thematic Learning PowerPoint is presented in Table 9. 
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Table 9 

 

Rubric for the Thematic Learning PowerPoint 

 
PD 

Component 

Ineffective (0) Developing (2) Effective (4) Highly Effective (5) Raw 

Score 

Active 

Learning 

Seldom includes active 

learning. 

Occasionally includes active 

learning. 

Frequently includes active 

learning. 

Consistently includes active 

learning. 

5 

Coaching Seldom includes coaching. Occasionally includes coaching. Frequently includes coaching. Consistently includes coaching. 4 

Cognitive Seldom includes research-

based information and 

instructional strategies. 

Occasionally includes research-

based information and 

instructional strategies. 

Frequently includes research-

based information and 

instructional strategies. 

Consistently includes research-

based information and 

instructional strategies. 

5 

Coherence Seldom aligns with state 

standards. 

Occasionally aligns with state 

standards. 

Frequently aligns with state 

standards. 

Consistently aligns with state 

standards. 

5 

Collaboration Seldom provides opportunities 

for sharing knowledge. 

Occasionally provides 

opportunities for sharing 

knowledge. 

Frequently provides 

opportunities for sharing 

knowledge. 

Consistently provides 

opportunities for sharing 

knowledge. 

5 

Collegial Seldom provides opportunities 

for participants to work 

together and learn from one 

another. 

Occasionally provides 

opportunities for participants to 

work together and learn from 

one another. 

Frequently provides 

opportunities for participants to 

work together and learn from 

one another. 

Consistently provides 

opportunities for participants to 

work together and learn from one 

another. 

4 

Content-

focused 

Seldom focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Occasionally focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Frequently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Consistently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

4 

Duration Part-day/full-day workshop; 

stand-alone content. 

Multi-day thematic workshop; 

consecutive days. 

Multi-day thematic workshop; 

over time.  

On-going/integrated PD plan; over 

one or more years. 

5 

Materials Seldom provides materials 

related to instructional 

activities. 

Occasionally provides materials 

related to instructional activities. 

Frequently provides materials 

related to instructional 

activities. 

Consistently provides materials 

related to instructional activities. 

5 

Practice Seldom provides opportunities 

to practice what has been 

taught. 

Occasionally provides 

opportunities to practice what 

has been taught. 

Frequently provides 

opportunities to practice what 

has been taught. 

Consistently provides 

opportunities to practice what has 

been taught. 

5 

Research-

based 

Seldom includes research-

based practices.  

Occasionally includes research-

based practices. 

Frequently includes research-

based practices. 

Consistently includes research-

based practices. 

5 

Reflection Seldom provides opportunities 

for reflection. 

Occasionally provides 

opportunities for reflection. 

Frequently provides 

opportunities for reflection. 

Consistently provides 

opportunities for reflection. 

5 

Raw Score     57 
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Environmental print lesson.  The Environmental Print lesson received a 

composite rating of 51 which fell within the “effective” category of the research-based 

professional development rubric.  The majority of the components (i.e., nine components) 

received the five point maximum.  However, the materials component received four 

points; the duration component received two points; and the coaching component 

received zero points.  Although the lesson listed materials needed for the activity, an 

independent rater could not determine whether the materials were actually provided.  

Although the overall C³Coaching Academy professional development was on-going and 

integrated over multiple years, an independent rater could not determine duration in this 

particular lesson.  Although coaching was a major aspect of the overall C³Coaching 

Academy professional development, an independent rater could not determine that 

coaching was present in this particular lesson.  The rated rubric for the Environmental 

Print lesson is presented in Table 10. 
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Table 10 

 

Rubric for the Environmental Print Lesson 

 
PD 

Component 

Ineffective (0) Developing (2) Effective (4) Highly Effective (5) Raw 

Score 

Active 

Learning 

Seldom includes active 

learning. 

Occasionally includes active 

learning. 

Frequently includes active 

learning. 

Consistently includes active 

learning. 

5 

Coaching Seldom includes coaching. Occasionally includes coaching. Frequently includes coaching. Consistently includes coaching. 0 

Cognitive Seldom includes research-

based information and 

instructional strategies. 

Occasionally includes research-

based information and 

instructional strategies. 

Frequently includes research-

based information and 

instructional strategies. 

Consistently includes research-

based information and 

instructional strategies. 

5 

Coherence Seldom aligns with state 

standards. 

Occasionally aligns with state 

standards. 

Frequently aligns with state 

standards. 

Consistently aligns with state 

standards. 

5 

Collaboration Seldom provides opportunities 

for sharing knowledge. 

Occasionally provides 

opportunities for sharing 

knowledge. 

Frequently provides 

opportunities for sharing 

knowledge. 

Consistently provides 

opportunities for sharing 

knowledge. 

5 

Collegial Seldom provides opportunities 

for participants to work 

together and learn from one 

another. 

Occasionally provides 

opportunities for participants to 

work together and learn from 

one another. 

Frequently provides 

opportunities for participants to 

work together and learn from 

one another. 

Consistently provides 

opportunities for participants to 

work together and learn from one 

another. 

5 

Content-

focused 

Seldom focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Occasionally focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Frequently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Consistently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

5 

Duration Part-day/full-day workshop; 

stand-alone content. 

Multi-day thematic workshop; 

consecutive days. 

Multi-day thematic workshop; 

over time.  

On-going/integrated PD plan; over 

one or more years. 

2 

Materials Seldom provides materials 

related to instructional 

activities. 

Occasionally provides materials 

related to instructional activities. 

Frequently provides materials 

related to instructional 

activities. 

Consistently provides materials 

related to instructional activities. 

4 

Practice Seldom provides opportunities 

to practice what has been 

taught. 

Occasionally provides 

opportunities to practice what 

has been taught. 

Frequently provides 

opportunities to practice what 

has been taught. 

Consistently provides 

opportunities to practice what has 

been taught. 

5 

Research-

based 

Seldom includes research-

based practices.  

Occasionally includes research-

based practices. 

Frequently includes research-

based practices. 

Consistently includes research-

based practices. 

5 

Reflection Seldom provides opportunities 

for reflection. 

Occasionally provides 

opportunities for reflection. 

Frequently provides 

opportunities for reflection. 

Consistently provides 

opportunities for reflection. 

5 

Raw Score     51 
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Environmental print PowerPoint.  The Environmental Print PowerPoint 

presentation received a composite rating of 47 which fell within the “developing” 

category of the research-based professional development rubric.  The majority of the 

components (i.e., seven components) received the five point maximum.  However, the 

coaching and materials components each received four points; the reflection and duration 

components each received two points; and the coherence component was not assigned a 

score.  Although coaching was a major aspect of the overall C³Coaching Academy 

professional development, an independent rater could not determine that coaching was 

present in this particular PowerPoint presentation.  Although the Environmental Print 

PowerPoint presentation briefly referred to materials needed for teaching and assessing 

with print, an independent rater could not determine whether the materials were actually 

provided.  Although the reflection component was an aspect of the overall C³Coaching 

Academy professional development, an independent rater could not determine the extent 

to which opportunities for reflection were present in this particular PowerPoint 

presentation.  Although the overall C³Coaching Academy professional development was 

on-going and integrated over multiple years, an independent rater could not determine 

duration in this particular PowerPoint presentation.  Similarly, although coherence was an 

aspect of the overall C³Coaching Academy professional development, an independent 

rater could not determine the extent to which content was aligned with state standards in 

this particular PowerPoint presentation.  The rated rubric for the Environmental Print 

PowerPoint presentation is presented in Table 11. 
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Table 11 

 

Rubric for the Environmental Print PowerPoint 

 
PD 

Component 

Ineffective (0) Developing (2) Effective (4) Highly Effective (5) Raw 

Score 

Active 

Learning 

Seldom includes active 

learning. 

Occasionally includes active 

learning. 

Frequently includes active 

learning. 

Consistently includes active 

learning. 

5 

Coaching Seldom includes coaching. Occasionally includes coaching. Frequently includes coaching. Consistently includes coaching. 4 

Cognitive Seldom includes research-

based information and 

instructional strategies. 

Occasionally includes research-

based information and 

instructional strategies. 

Frequently includes research-

based information and 

instructional strategies. 

Consistently includes research-

based information and 

instructional strategies. 

5 

Coherence Seldom aligns with state 

standards. 

Occasionally aligns with state 

standards. 

Frequently aligns with state 

standards. 

Consistently aligns with state 

standards. 

N/A 

Collaboration Seldom provides opportunities 

for sharing knowledge. 

Occasionally provides 

opportunities for sharing 

knowledge. 

Frequently provides 

opportunities for sharing 

knowledge. 

Consistently provides 

opportunities for sharing 

knowledge. 

5 

Collegial Seldom provides opportunities 

for participants to work 

together and learn from one 

another. 

Occasionally provides 

opportunities for participants to 

work together and learn from 

one another. 

Frequently provides 

opportunities for participants to 

work together and learn from 

one another. 

Consistently provides 

opportunities for participants to 

work together and learn from one 

another. 

5 

Content-

focused 

Seldom focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Occasionally focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Frequently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

Consistently focuses on 

Phonological Awareness and 

Alphabetic Principle. 

5 

Duration Part-day/full-day workshop; 

stand-alone content. 

Multi-day thematic workshop; 

consecutive days. 

Multi-day thematic workshop; 

over time.  

On-going/integrated PD plan; over 

one or more years. 

2 

Materials Seldom provides materials 

related to instructional 

activities. 

Occasionally provides materials 

related to instructional activities. 

Frequently provides materials 

related to instructional 

activities. 

Consistently provides materials 

related to instructional activities. 

4 

Practice Seldom provides opportunities 

to practice what has been 

taught. 

Occasionally provides 

opportunities to practice what 

has been taught. 

Frequently provides 

opportunities to practice what 

has been taught. 

Consistently provides 

opportunities to practice what has 

been taught. 

5 

Research-

based 

Seldom includes research-

based practices.  

Occasionally includes research-

based practices. 

Frequently includes research-

based practices. 

Consistently includes research-

based practices. 

5 

Reflection Seldom provides opportunities 

for reflection. 

Occasionally provides 

opportunities for reflection. 

Frequently provides 

opportunities for reflection. 

Consistently provides 

opportunities for reflection. 

2 

Raw Score     47 
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Summary 

As previously stated, the overall purpose of this study was to assess (1) the 

perceived impact the C³Coaching Academy had on educators’ literacy knowledge, skills, 

and confidence level in teaching emergent literacy to prekindergarten children using a 

self-reported survey and (2) the quality of four training documents used during the 

follow-on C³Coaching Academy using a research-based professional development rubric.  

Analysis of the survey item responses resulted in computed average means of 3.72 for 

responses to the phonological awareness and alphabetic principle items.  Respective 

descriptive statistics including the average means, minimum and maximum values, and 

standard deviations are presented in Table 12.  Analyses of the four training documents 

resulted in raw composite scores ranging from 47 to 58 which fell into the “developing” 

to “highly effective” ratings.  The results of the survey and document analyses will be 

discussed in the subsequent chapter. 

Table 12 

 

Average Means, Minimum and Maximum Values, and Standard Deviations for Responses 

to the Phonological Awareness and Alphabetic Principle Items 

 

 N Minimum Maximum Mean Std. Deviation 

mean response to phonological responses 417 1.00 5.00 3.7181 .80347 

mean response to alphabetic responses 417 1.00 5.00 3.7228 .81960 

Valid N (listwise) 416     

 



 

Chapter V  

Discussion 

Overview 

The overall purpose of this study was to assess (1) the perceived impact the 

C³Coaching Academy had on participants’ literacy knowledge, skills, and confidence 

level in teaching emergent literacy to prekindergarten children using a self-reported 

survey and (2) the quality of four training documents used during the follow-on 

C³Coaching Academy using a research-based rubric.  To achieve its purpose, this study 

focused on answering the following two research questions: 

(1) How does professional development provided through the C³Coaching Academy 

rate in impact in the literacy knowledge, skills, and confidence, specifically in the 

areas of phonological awareness and alphabetic principle, as perceived by early 

childhood educators who participated in the C³Coaching Academy? 

(2) How do materials created for use during the C³Coaching Academy rate in 

effectiveness when assessed using a research-based, professional development 

rubric? 

To answer these research questions, the research project was implemented in two 

phases.  The first phase focused on rating the perceived impact of the C³Coaching 

Academy using a self-reported survey as previously described.  The second phase 

focused on rating the quality of four documents used as training materials during the 

C³Coaching Academy using a custom-made rubric as previously described. 

The results indicated that (1) the C³Coaching Academy had an overall, substantial 

impact on participants’ literacy knowledge, skills, and confidence level with regard to 
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phonological awareness and alphabetic principle and (2) the quality of the four 

C³Coaching training documents ranged from “developing” to “highly effective.” 

In phase one, the average means for responses to both the phonological awareness 

and the alphabetic principle items were each 3.72 on a 5-point scale.  Given that the 

ratings were based on a 5-point scale with one representing a limited impact and five 

representing a major impact, these results suggest an overall perceived high impact on 

participants’ knowledge and skills related to phonological awareness and alphabetic 

principle.  Based on this perceived high impact, it is evident that the participants clearly 

improved their knowledge base as a result of attending the professional development 

provided through the C³Coaching Academy.  Had the average mean for either 

phonological awareness or alphabetic principle been lower, a determination that the 

participants benefited from the professional development could not be made.  Because an 

increase in knowledge and skills for both phonological awareness and alphabetic 

principle is so clearly supported by analytical results, one can safely assume that the 

knowledge gained filled a deficiency in early childhood educators’ ability to teach 

emergent literacy concepts to prekindergarten children.   

With regard to the confidence level in teaching both phonological awareness and 

alphabetic principle, the mean response was 4.16 and 4.09, respectively.  These results 

represent a substantial impact on the participants’ confidence in their ability to teach 

phonological awareness and alphabetic principle concepts to prekindergarten children.  

Perhaps educators’ perceived gains in literacy knowledge and skills as an outcome of 

attending the C³Coaching Academy has in turn impacted their confidence in teaching 
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emergent literacy.  Indeed, when educators gain command of content, their confidence 

levels are positively impacted. 

In phase two, with regard to the quality of the four training documents, the 

composite raw scores ranged from 47 to 58.  Given that a composite raw score of 51 or 

higher represents an “effective” rating, these results suggested that the majority of the 

training documents analyzed represent quality materials. 

The subsequent sections discuss the implications of phase one and two results in 

light of the current research base.  Limitations of the study, conclusions, and 

recommendations for future research follow the discussion of the study’s outcomes. 

Phase One: Assessment of the Perceived Impact of the C³Coaching Academy 

 The purpose of the C³Coaching Academy, as with any professional development, 

is to have the greatest possible impact on educators’ knowledge and instructional 

practices.  Professional development can lead to improvements in both teachers’ literacy 

knowledge and practices and students’ achievement (NRP, 2000).  Phase one of this 

study focused on the outcome of the literacy component of the C³Coaching Academy--

the participants’ perceived impact on their knowledge, skills, and confidence related to 

phonological awareness and alphabetic principle.  This focus is supported by the findings 

of the National Reading Panel, National Early Literacy Panel, and Texas Prekindergarten 

Guidelines each of whom identified phonological awareness and alphabetic principle as 

emergent literacy skills essential for learning to read (NICHD, 2000; NELP, 2002; & 

http://www.tea.state.tx.us/index2.aspx?id=2147495508).  As previously reported, 

analysis of the survey item responses resulted in computed average means of 3.72 for 

responses to the phonological awareness and alphabetic principle items.   
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Phonological awareness item responses.  Phonological awareness is the ability 

to recognize sounds in words.  Participants rated phonological awareness items as having 

a substantial impact on their knowledge, skills, and confidence in teaching phonological 

awareness.  This is important because educators who understand phonemic awareness 

(i.e., a subset of phonological awareness that focuses specifically on the ability to 

recognize small units of sound called phonemes within words) can increase children’s 

awareness of individual sounds in spoken words (Carreker, et al., 2010).  The items with 

the greatest impact related to the participants’ ability to create and learn activities aimed 

at improving students’ phonological awareness skills.  The specific language in the items 

included “…learned how to create new activities” and “…learned a variety of activities.”  

This is important because professional development that improves educators’ 

instructional skills can increase the benefits children receive through attending preschool 

(Zaslow & Martinez-Beck, 2005). 

Alphabetic principle item responses.  Participants rated alphabetic principle 

items as also having a substantial impact on their knowledge, skills, and confidence in 

teaching the alphabetic principle.  This is important because educators’ perceptions on 

strategies aimed at improving an understanding of sounds and words may inform efforts 

to improve the quality of such instruction (O’Leary, et al., 2010).  The items with the 

greatest impact related to the participants’ ability to create and learn activities aimed at 

improving students’ skills in linking letters or words with speech sounds.  The specific 

language in the items included “…learned how to create new activities” and “…learned a 

variety of activities.”  This is important because the skill level of the educator 
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implementing the curriculum has a significant effect on the children in their classroom 

(Darling-Hammond & Bransford, 2005). 

Phase Two: Assessment of Four Documents Used During the C³Coaching Academy 

The document analysis was initially planned to rate the four training documents—

the Thematic Learning lesson, Thematic Learning PowerPoint presentation, 

Environmental Print lesson, and Environmental Print PowerPoint presentation--separately 

and by specific content area to determine the quality of each document.  The original plan 

was to apply the rubric to each document once for phonological awareness and once for 

alphabetic principle.  Had this plan been implemented, the result would have been eight 

separate rubrics. 

However, prior to assessing the documents, the rubric was altered to include 

phonological awareness and alphabetic principle within the “content-focused” 

component.  The change was made since the intent of the method was to apply the rubric 

to materials (i.e., lessons and PowerPoint presentations) rather than to the overall 

professional development program.  As a result of the change in the design, the rubric 

was applied once to each of the four documents resulting in four independent document 

analysis represented by the four rubrics presented in the results chapter of this study. 

In the process of assessing the training documents independently, it became 

apparent that the Environmental Print PowerPoint presentation could not stand alone.  

Rather, when used as a training material, this PowerPoint presentation was more effective 

in conjunction with the corresponding lesson.  Therefore, the Environmental Print 

PowerPoint presentation is better served as a supplementary training document to the 

Environmental Print lesson. 
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Overall analysis.  When analyzed for consistency across all four training 

documents for each component, 100 percent of the documents received the maximum 

five points for the following components: active learning, cognitive, practice, and 

research-based.  The document analyses reveal that participants of the C³Coaching 

Academy professional development were provided with numerous opportunities to 

practice knowledge being taught as lessons were embedded with hands-on, interactive 

activities related to specific content.  Indeed, practice is important because it allows both 

the opportunity to see how instruction can be implemented differently and provides 

evidence that new instructional practices are effective (Carlisle, et al., 2011).  Seventy-

five percent of the documents received the maximum five points for the following 

components: coherence, collaboration, collegial, and content-focused. Collaboration is 

important because it helps educators associate the content learned through professional 

development with classroom practices (Bean, 2004; Taylor, Pearson, Clark, & Walpole, 

2002).  Likewise, content knowledge and instructional practices related to subject matter 

are important because they directly affect student achievement (Holland, 2005).  Fifty 

percent of the documents received the maximum five points for the following 

components: duration; materials; and reflection.  Professional development is most 

effective when its duration is intense and sustained over time (Darling-Hammond, et al., 

2009).  Reflection is important because it promotes educators’ learning and willingness to 

change instructional practices (Snow, et al., 2005).  Twenty-five percent of the 

documents received the maximum five points for coaching, the remaining component.  

Coaching is important because it ensures the implementation of instructional practices 

learned through professional development, facilitates the transfer of new instructional 
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practices to the classroom, and it alters instructional interactions when it responds 

directly to what is happening inside the classroom (Knight, 2009; Carlisle, et al., 2011; 

and Powell & Diamond., 2011).  The fact that only one document, the Thematic Learning 

lesson, rated high for coaching can be explained by the fact that the materials were rated 

independently of the overall professional development program.  Coaching was indeed an 

integral component of the C³Coaching Academy professional development program.  

Additionally, educators have rated coaching as helpful in building confidence and 

providing immediate feedback (Kretlow, et al., 2011). 

Thematic learning lesson.  When assessed using the research-based rubric, the 

Thematic Learning lesson received a composite raw score of 58.  Thus, this document 

was determined to be “highly effective.”  Specifically, the Thematic Learning lesson 

received the maximum five points for the following components: active learning; 

coaching; cognitive; coherence; collegial; content-focused; duration; materials; practice; 

and research-based. 

Thematic learning PowerPoint.  When assessed using the research-based rubric, 

the Thematic Learning PowerPoint presentation received a composite raw score of 57.  

Thus, this document was also determined to be “highly effective.”  Specifically, the 

Thematic Learning PowerPoint presentation received the maximum five points for the 

following components: active learning; cognitive; coherence; collaboration; duration; 

materials; practice; research-based; and reflection. 

Environmental print lesson.  When assessed using the research-based rubric, the 

Environmental Print lesson received a composite raw score of 51.  Thus, this document 

was determined to be “effective.”  Specifically, the Environmental Print lesson received 
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the maximum five points for the following components: active learning; cognitive; 

coherence; collaboration; collegial; content-focused; practice; research-based; and 

reflection. 

Environmental print PowerPoint.  When assessed using the research-based 

rubric, the Environmental Print PowerPoint presentation received a composite raw score 

of 47.  Thus, this document was determined to be “developing.”  Specifically, the 

Environmental Print PowerPoint presentation received the maximum five points for the 

following components: active learning; cognitive; collaboration; collegial; content-

focused; practice; and research-based. 

Summary.  The results of the document analyses reveal that professional 

development such as that provided through the C³Coaching Academy can have a 

substantial impact on the knowledge, skills, and confidence of participating educators 

when specific components are embedded in the supporting training materials such as the 

lessons, activities, and PowerPoint presentations.  These components contribute to the 

overall effectiveness of professional development when presented consistently within the 

training materials.  A list of the components in order of their prevalence among the four 

documents used during the C³Coaching Academy is compiled in Table 13.  Prevalence is 

defined as being consistently present among the four documents.  For example, a 100-

percent prevalence would mean that the component was consistently present in each of 

the four documents. 
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Table 13 

 

Prevalence of Professional Development Components Among the Four C³Coaching 

Training Documents 

 
Component Prevalence in C³Coaching Documents 

Active Learning 100 percent 

Cognitive 100 percent 

Practice 100 percent 

Research-based 100 percent 

Coherence 75 percent 

Collaboration 75 percent 

Collegial 75 percent 

Content-focused 75 percent 

Duration 50 percent 

Materials 50 percent 

Reflection 50 percent 

Coaching 25 percent 

 

 Although the phase two document analyses resulted in three of the four 

documents used during the C³Coaching Academy falling within the “effective” to “highly 

effective” categories, a definitive determination on the quality of the C³Coaching 

Academy cannot be solely based on its training materials.  Indeed, each document 

analysis contributed to the overall quality of professional development.  But in and of 

itself, each does not support a credible quality rating.  The overall quality of any 

professional development program including the C³Coaching Academy must be assessed 

based on a comprehensive examination of the entire professional development program 
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in conjunction with the training materials.  Assessing a professional development 

program solely on documents provided during training will not suffice.  Only when a 

comprehensive assessment has been conducted and the results analyzed can the overall 

rating be credible. 

Proposed Professional Development Action Plan 

In order to be considered highly effective, any professional development program 

including training materials must be comprised of key components embedded throughout 

the framework of the program.  Based on this study’s literature review, a professional 

development rubric comprised of indicators of quality professional development was 

created and used in phase two of this study.  These twelve components embedded in the 

proposed professional development action plan are listed as follows: 

(1) Active learning: Providing opportunities for participants to engage in hands-on, 

interactive learning; 

(2) Coaching: Activities including mentoring, guidance, feedback, and support 

regarding the implementation of instructional practices; 

(3) Cognitive: Providing information on early childhood development and learning;  

(4) Coherence: Aligning with state curriculum, assessments, and standards; 

(5) Collaboration: Providing opportunities for participants to share their knowledge 

and perspectives, 

(6) Collegial: Opportunities for participants from different grades, content areas, 

experience, and expertise to work together and learn from one another; 

(7) Content-focused; Providing information on subject-area content; 

(8) Duration: Intense and sustained over time; 
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(9) Materials: Providing hands-on, developmentally appropriate materials related to 

instructional activities; 

(10) Practice: Opportunities for participants to practice what has been taught;  

(11) Research-based: Reflecting the best available research and evidence-based 

practices; and 

(12) Reflection: Opportunities for reflection on teaching practices and student 

learning. 

Objective.  The objective of the professional development action plan is to 

provide early childhood educators with the knowledge and skills necessary to teach 

emergent literacy to prekindergarten children in order to promote their future literacy.  

The professional development provides opportunities for educators to engage in active 

learning including hands-on, interactive lessons based on the principles of Universal 

Design for Learning (UDL).  The content of the professional development is based on the 

best available research on literacy and related pedagogical skills including evidence-

based instructional and assessment practices.  The design of the professional development 

is intended to have the highest impact on the transfer of knowledge from professional 

development staff to educators to their students by providing on-going procedural and 

affective support such as coaching, modeling, and constructive feedback . 

Motivation.  Motivational considerations to ensure “buy in” by educators include 

demonstrating relevance; identifying realistic attributions; and identifying student 

outcomes.  By showing educators how the content of the professional development 

applies to and benefits their lives, educators develop a sense of value.  “When learners do 

find relevance, their interest and learning increases” (Freiberg & Driscoll, 2005).  By 
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identifying realistic attributions, educators develop a sense of control.  “Attributions are 

important because they affect achievement beliefs, emotions, and behaviors” (Schunk, 

2012).  By identifying the benefits that new, instructional practices have on students, 

educators are more likely to transfer such practices to the classroom (Klinger, 2004).  

When educators believe in their ability to influence outcomes, they are more likely to 

engage in the program. 

Relationship to student learning.  The relationship between the professional 

development staff and educators parallels the relationship between the teacher and his/her 

students.  The professional development staff models the instructional and assessment 

best practices that the adult learner is expected to incorporate into lesson plans for 

teaching students.  The professional development staff uses “explicit modeling and 

guided practice to teach new material” (Mercer, Mercer & Pullen, 2011).  During explicit 

modeling, task-specific learning strategies are modeled (Mercer, et al., 2011).  During 

guided practice, clear and direct expectations for task and prompts to promote student 

learning (Mercer, et al., 2011). Additionally, the professional development staff 

incorporates the UDL principles into the content of the training in order to model this 

practice for educators so that they can learn how to meet the educational needs of their 

students (http://iris.peabody.vanderbilt.edu/module/udl/#content). 

Setting.  The professional development is set on-site at the specific school where 

the educators teach.  The intent is to bring the training as close to the work environment 

as possible.  It is presumed that by doing so, educators will more likely transfer 

knowledge gained and incorporate new instructional strategies into their practice. 

http://iris.peabody.vanderbilt.edu/module/udl/#content
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Participants.   The professional development aims to recruit participants 

consisting of prekindergarten and kindergarten educators from the same school or district.  

Given the current era of reform, the intent is to emphasize collective participation of 

educators whom presumably have the same educational reform goals.  The intent is that 

educators with a shared vision will benefit from collaborative and collegial opportunities 

provided by the professional development while acquiring consistent knowledge.  

Collective participation supports collaboration within an environment of common 

curriculum materials, courses, assessments, and students (Garet, Porter, Desimone, 

Birman, & Yoon, 2001). 

Content.  Federal legislative mandates require that professional development 

focus on content (NCLB, 2002; IDEA, 2004).  The professional development reflects the 

best available research and evidence-based practices for literacy-related pedagogical 

skills that result in positive student outcomes.  The professional development aligns with 

the national and state recommendations for emergent literacy content (NICHD, 2000; 

NELP, 2002; & http://www.tea.state.tx.us/index2.aspx?id=2147495508).  The Texas 

Prekindergarten guidelines recommend four emergent literacy skills—motivation to read; 

phonological awareness; alphabet knowledge; and comprehension of text read aloud—

that promote literacy development.  Early childhood educators who teach prekindergarten 

children these skills better prepare them for future literacy success.  The professional 

development will define each skill and provide examples of child behaviors and 

instructional strategies associated with each skill. Additionally, the professional 

development provides educators with research-based knowledge of early childhood 

development and learning that will better enable educators to address the learning needs 
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of young children when planning and assessing instruction.  Content knowledge and 

instructional practices related to subject matter as components of professional 

development directly affect student achievement (Holland, 2005). 

Instructional materials.  The professional development provides hands-on, 

developmentally appropriate materials for literacy-related instructional activities that 

conform to the Texas Prekindergarten Guidelines for Reading.  The instructional 

materials will be provided to each early childhood educator attending the professional 

development and will be used daily through the duration of the professional development 

program.  The intent is that by providing the materials and incorporating their use into the 

professional development activities, the educators will gain familiarity and confidence 

with the use of new materials thus transferring instructional knowledge and skills to the 

classroom and impacting student learning. 

Instructional methods.  The professional development instructional methods 

consist of the following components: active learning, coaching, collaboration, collegial, 

practice, and reflection.  Instructional methods will primarily consist of active learning 

sessions that incorporate UDL Principles. The active learning component provides 

opportunities for educators to engage in hands-on, interactive learning including 

observation, teaching, modeling, self-evaluation, assessment of students, and reflection.  

The coaching component provides long-term procedural and affective support including 

modeling, observation, immediate and constructive feedback, and mentoring.  On-site 

coaching and on-going support are necessary to ensure the implementation of 

instructional practices learned through professional development (Knight, 2009).  The 

collaboration component provides opportunities within a variety of contexts for educators 
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to share knowledge and perspectives and to provide procedural and affective support for 

one another.  Collaborative work and support from coaches help educators associate 

content learned through professional development with classroom practices (Bean, 2004).  

The collegial component provides opportunities for educators from different grades, 

content-areas, levels of experience, and levels of expertise to work together, observe each 

other teaching, discuss practices, problem-solve instructional-related issues, and learn 

from one another.  The practice component provides opportunities for practice of 

knowledge and evidence-based instruction including teaching, self-evaluation, 

assessment of student learning, reflection of teaching practices and student learning, 

sharing experiences with other educators, and problem-solving for subsequent lessons.  

The reflection component provides opportunities for reflection of teaching practices and 

student learning through discussion with others (e.g., educators, coaches, mentors, and 

administrators) and writing (i.e., journaling).  An underlying assumption is that analyzing 

needs, problems, feelings, and beliefs through reflection impact professional development 

(Avalos, 2011). 

Additionally, the professional development incorporates 19 adult learning 

strategies that have been shown to engage adults in learning.  The strategies espoused by 

Tate include the following: brainstorming; drawing and artwork; games; graphic 

organizers; humor and celebration; manipulatives and models; metaphors, analogies, and 

similes; mnemonic devices; movement; music, rhythm, rhyme, and rap; project- and 

problem-based instruction; reciprocal teaching, cooperative learning, and peer coaching; 

role-plays, drama, pantomimes, and charades; storytelling; technology; visualization; 
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visuals; work study and action research; and writing and reflection (Tate, 2004).  These 

adult learning strategies are provided in Appendix A. 

Assessments.  The professional development provides for formative and 

summative assessment of educators through a variety of methods.  Assessment of 

educators includes the use of checklists, direct observations, interviews, question and 

answer sessions, surveys, rating scales, and self-assessments (Freiberg, et al., 2005).  

Prior to the professional development training, educators are assessed for their knowledge 

of literacy, literacy-related pedagogical skills, and early childhood development and 

learning through the administration of a pre-test. Additionally, educators complete the 

Barsch Inventory to identify their preferred learning style 

(http://iris.peabody.vanderbilt.edu/module/udl/#content).  This inventory is provided in 

Appendix K.  During the professional development training, the educators are assessed 

through direct observation of practice and provided immediate and constructive feedback 

through coaching and mentoring.  Additionally, the professional development provides 

opportunities for self-assessment through reflection of teaching practices and student 

learning through discussion with others (e.g., educators, coaches, mentors, and 

administrators) and writing (i.e., journaling).  At the end of the professional development 

training, educators are assessed for their knowledge of emergent literacy skills, literacy-

related pedagogical skills, and early childhood development and learning through the 

administration of a post-test.  Additionally, educators assess the professional 

development training by completing the research-based, professional development rubric 

created in this study and a survey on the quality and impact of the professional 

development program. 

http://iris.peabody.vanderbilt.edu/module/udl/#content
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Duration.  The professional development is intensive and sustained consisting of 

a total of 98 hours over a ten-month period.  Professional development provides the 

greatest effect when offered between 30 and 100 hours over 6 to 12 months (Yoon, 

Duncan, Lee, Scarloss, & Shapley, 2007).  Participants will first attend a two-week 

summer program meeting for 8 hours per day for a total of ten days.  Following the 

summer program, participants will continue training meeting for 1 hour biweekly for a 

total of 18 hours between September and May. During follow-up meetings, participants 

will meet with professional development staff for coaching and mentoring as well as have 

opportunities to practice and share knowledge with colleagues.  It is believed that 

professional development that is sustained over longer periods of time will have a greater 

impact on adult learning.  Likewise, the more support provided, the greater the 

probability that participants will transfer knowledge of instructional and assessment 

practices into the classroom. 

Determining transfer.  The level of transfer of  knowledge including 

instructional and assessment evidence-based practices by educators into the classroom 

will be determined by (1) continuous progress monitoring and questioning of educators 

during training sessions; (2) direct observation of educators’ practices in teaching lessons 

during professional development sessions and afterwards within the classroom; and (3) 

self-assessment and reflection by educators.  Assessment of transfer consists of formative 

and summative assessment strategies by coaches and self-reporting surveys by 

participants that may including checklists, questionnaires, and rating scales. 

Summary.  The proposed action plan responds to the need for improving the 

quality of educators through the provision of quality professional development.  Early 
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childhood educators’ instructional skills need to be addressed through professional 

development (McCollum, et al., 2011).  The action plan encompasses the twelve 

components of effective professional development embedded in the research-based rubric 

created and used in this study.  When these components are consistently integrated into 

professional development, participants will be engaged in learning.  As the quality of 

professional development impacts the quality of educators, student academic 

achievement will be realized. 

Limitations of the Study 

A limitation of phase one of this study was that the C³Coaching Academy 

professional development only included participants who (1) were educators from high-

needs populations; (2) planned to teach prekindergarten children ages 3 to 5 the next 

academic year; and (3) were from a single, geographical area.  These specific 

characteristics of the sample limit the ability to generalize findings to other populations 

that are not represented in this study. 

A limitation of phase two of this study was that the professional development 

rubric was only used to assess the quality of four specific training documents independent 

of other training materials, instructional methods, and assessment techniques.  Assessing 

the quality of training materials in isolation of the overall professional development 

program limits the ability to determine the effectiveness of the training as a whole. 

Conclusions 

This study accomplished two purposes.  The first purpose determined the impact 

of the C³Coaching Academy on participants’ literacy knowledge, skills, and confidence 

through the administering of a self-reported survey (i.e., phase one).  Overall, training 
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provided through the C³Coaching Academy had a substantial impact on the knowledge, 

skills, and confidence of participants as supported by the results of the Prekindergarten 

Summer Academy Awareness Survey.  The second purpose determined components of 

effective professional development necessary to assess and inform current and future 

professional development.  This led to the development of a research-based rubric that 

was used to assess the quality of training materials used during the C³Coaching Academy 

(i.e., phase two).  Overall, the assessed materials created for specific use during the 

C³Coaching Academy were of high quality as supported by the results of the individual 

rubric assessments. 

This study provided evidence in support of the beliefs that (1) educators need 

quality professional development and (2) quality professional development can be created 

and subsequently provided.  On-going professional development is essential to ensuring 

educators’ ability to teach reading (Snow, et al., 2005).  The results of the survey 

administered during phase one overwhelmingly supported the belief that educators need 

quality professional development related to phonological awareness and alphabetic 

principle regardless of years of experience in teaching.  Likewise, the results of the 

document analysis conducted during phase two supported the belief that quality 

professional development can be created and implemented. 

This study responded to the need for quality professional development by 

providing an action plan for disseminating professional development based on 

components determined to be highly effective in promoting adult learning.  Educators 

who receive quality professional development learn how to create quality instruction that 

engages their students (Darling-Hammond, et al., 2009).  Furthermore, professional 
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development serves as an effective method for improving both educators’ instructional 

practices and students’ academic achievement (Yoon, et al., 2007). 

Recommendations for Future Research 

Recommendations for future related research include the following: 

(1) Provide the C³Coaching Academy to additional populations of educators that 

represent various geographical areas and assess the participants using the self-

reported survey as originally administered; 

(2) Assess the overall C³Coaching Academy program against the research-based 

rubric rather than only assessing training documents; and 

(3) Implement the professional development action plan as proposed in this study 

and assess using the research-based rubric created and used in this study. 
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Strategy Number  Strategy Title 

1 Brainstorming and discussion 

2 Drawing and artwork 

4 Games 

5 Graphic Organizers 

6 Humor and celebration 

7 Manipulatives and models 

8 Metaphors, analogies, and similes 

9 Mnemonic devices 

10 Movement 

11 Music, Rhythm, Rhyme, and Rap 

12 Project- and problem-based instruction 

13 Reciprocal teaching, cooperative learning, and peer coaching 

14 Role-plays, drama, pantomimes, and charades 

15 Storytelling 

16 Technology 

17 Visualization 

18 Visuals 

19 Work study and action research 

20 Writing and reflection 
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Prekindergarten Summer Academy Awareness Literacy Survey 
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Language and Literacy 

Item 

# 

Item Content 

As a result of this 

training I have . . . 

Limited 

Impact 

----- ----- ----- Major 

Impact 

1 . . increased my 

knowledge about the 

prekindergarten 

guidelines for language 

and literacy. 

 

1 

 

2 

 

3 

 

4 

 

5 

 

2 

Phonological 

Awareness 

. . increased my 

knowledge about what 

phonological 

awareness means.   

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

3 . . increased my 

knowledge of the link 

between phonological 

awareness and 

learning to read. 

 

1 

 

2 

 

3 

 

4 

 

5 

4 . . increased my skills 

so that I can help 

students to isolate 

speech sounds. 

 

1 

 

2 

 

3 

 

4 

 

5 

5 . . increased my skills 

so that I can help 

students to become 

more aware of rhymes, 

syllables in words, and 

words in sentences. 

 

1 

 

2 

 

3 

 

4 

 

5 

6 . . learned a variety of 

activities that help 

students to improve 

their phonological 

awareness skills. 

 

1 

 

2 

 

3 

 

4 

 

5 

7 . . learned how to 

create new activities 

that help students to 

improve their 

phonological 

awareness skills. 

 

1 

 

2 

 

3 

 

4 

 

5 

8 . . acquired the skills to 

work with my students 

to improve their 

phonological 

awareness skills. 

 

1 

 

2 

 

3 

 

4 

 

5 
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9 . . acquired the skills to 

assess a student’s 

phonological 

awareness in my class. 

 

1 

 

2 

 

3 

 

4 

 

5 

10 . . acquired the skills to 

remediate phonological 

awareness problems 

using individualized 

instruction. 

 

1 

 

2 

 

3 

 

4 

 

5 

 

11 

Alphabetic Principle 

. . increased my 

knowledge about what 

the alphabetic 

principle means. 

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

12 . . increased my 

knowledge of the link 

between the alphabetic 

principle and learning 

to read. 

 

1 

 

2 

 

3 

 

4 

 

5 

13 . . increased my skills 

so that I can help 

students to understand 

the systematic 

relationship between 

letters/words and 

speech sounds. 

 

1 

 

2 

 

3 

 

4 

 

5 

14 . . learned a variety of 

activities that help 

students to improve 

their skills in linking 

letters/words with 

speech sounds. 

 

1 

 

2 

 

3 

 

4 

 

5 

15 . . learned how to 

create new activities 

that help students to 

improve their skills in 

linking letters/words 

with speech sounds. 

 

1 

 

2 

 

3 

 

4 

 

5 

16 . . acquired the skills to 

work with my students 

to improve their skills 

in linking letters/words 

with speech sounds. 

 

1 

 

2 

 

3 

 

4 

 

5 

17 . . acquired the skills to 

assess a student’s 

letter/word sound 

 

1 

 

2 

 

3 

 

4 

 

5 
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correspondence.   

18 . . acquired the skills to 

remediate letter/word 

sound correspondence 

problems using 

individualized 

instruction. 

 

1 

 

2 

 

3 

 

4 

 

5 

 

19 

Print/Book Awareness 

. . increased my 

knowledge about what 

print/book awareness 

means.   

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

20 . . increased my 

knowledge of the 

importance of 

providing print rich 

environments for my 

students to promote 

learning to read.   

 

1 

 

2 

 

3 

 

4 

 

5 

21 . . increased my skills 

so that I can 

demonstrate print 

awareness concepts to 

my students. 

 

1 

 

2 

 

3 

 

4 

 

5 

22 . . learned a variety of 

activities that help my 

students to find and 

use meaningful print in 

their environment.   

 

1 

 

2 

 

3 

 

4 

 

5 

23 . . learned how to 

create new activities 

that incorporate 

meaningful print into 

my classroom.   

 

1 

 

2 

 

3 

 

4 

 

5 

24 . . acquired the skills to 

work with my students 

to improve their skills 

in learning from 

meaningful print in 

their environment. 

 

1 

 

2 

 

3 

 

4 

 

5 

25 . . acquired the skills to 

assess my classroom’s 

level of meaningful 

print for the students I 

teach. 

 

1 

 

2 

 

3 

 

4 

 

5 

26 . . acquired the skills to      
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identify appropriate 

meaningful print 

materials to add to my 

room to help 

individualize 

instruction. 

1 2 3 4 5 

 

27 

Emergent Writing  

. . increased my 

knowledge about what 

emergent writing 

means.   

 

 

1 

 

 

2 

 

 

3 

 

 

4 

 

 

5 

28 . . increased my 

knowledge of the 

importance of 

providing a variety of 

writing opportunities 

for my students to 

promote self-

expression.   

 

1 

 

2 

 

3 

 

4 

 

5 

29 . . increased my skills 

so that I can 

demonstrate emergent 

writing concepts to my 

students. 

 

1 

 

2 

 

3 

 

4 

 

5 

30 . . learned a variety of 

activities that help 

provide my students 

emergent writing 

opportunities.    

 

1 

 

2 

 

3 

 

4 

 

5 

31 . . learned how to 

create new activities 

that incorporate 

emergent writing 

opportunities into my 

lessons.   

 

1 

 

2 

 

3 

 

4 

 

5 

32 . . acquired the skills to 

work with my students 

to improve their skills 

in emergent writing. 

 

1 

 

2 

 

3 

 

4 

 

5 

33 . . acquired the skills to 

assess my classroom’s 

level of opportunities 

for emergent writing.   

 

1 

 

2 

 

3 

 

4 

 

5 

34 . . acquired the skills to 

identify appropriate 

emergent writing 

 

1 

 

2 

 

3 

 

4 

 

5 
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opportunities to add to 

my room to help 

individualize 

instruction. 

OVERALL 

What is your current confidence level in your ability to teach various Language and 

Literacy components 

to the variety of children who attend PreKindergarten classes? 

  Not Very 

Confident 

----- ----- ----- Very 

Confident 

35 How confident are you 

in teaching 

Phonological 

Awareness? 

1 2 3 4 5 

36 How confident are you 

in teaching The 

Alphabetic Principle? 

1 2 3 4 5 

37 How confident are you 

in teaching Print 

Awareness? 

1 2 3 4 5 

38 How confident are you 

in teaching Emergent 

Writing? 

1 2 3 4 5 
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Rubric 
PD 

Component 

Ineffective (0) Developing (2) Effective (4) Highly Effective (5) Raw 

Score 

Active 

Learning 

Seldom includes active learning. Occasionally includes active learning. Frequently includes active learning. Consistently includes active learning.  

Coaching Seldom includes coaching. Occasionally includes coaching. Frequently includes coaching. Consistently includes coaching.  

Cognitive Seldom includes research-based 

information and instructional 

strategies. 

Occasionally includes research-based 

information and instructional strategies. 

Frequently includes research-based 

information and instructional strategies. 

Consistently includes research-based 

information and instructional strategies. 

 

Coherence Seldom aligns with state standards. Occasionally aligns with state standards. Frequently aligns with state standards. Consistently aligns with state standards.  

Collaboration Seldom provides opportunities for 

sharing knowledge. 

Occasionally provides opportunities for 

sharing knowledge. 

Frequently provides opportunities for 

sharing knowledge. 

Consistently provides opportunities for 

sharing knowledge. 

 

Collegial Seldom provides opportunities for 

participants to work together and learn 

from one another. 

Occasionally provides opportunities for 

participants to work together and learn 

from one another. 

Frequently provides opportunities for 

participants to work together and learn 

from one another. 

Consistently provides opportunities for 

participants to work together and learn 

from one another. 

 

Content-

focused 

Seldom focuses on Phonological 
Awareness and Alphabetic Principle. 

Occasionally focuses on Phonological 
Awareness and Alphabetic Principle. 

Frequently focuses on Phonological 
Awareness and Alphabetic Principle. 

Consistently focuses on Phonological 
Awareness and Alphabetic Principle. 

 

Duration Part-day/full-day workshop; stand-

alone content. 

Multi-day thematic workshop; 

consecutive days. 

Multi-day thematic workshop; over 

time.  

On-going/integrated PD plan; over one or 

more years. 

 

Materials Seldom provides materials related to 
instructional activities. 

Occasionally provides materials related 
to instructional activities. 

Frequently provides materials related to 
instructional activities. 

Consistently provides materials related to 
instructional activities. 

 

Practice Seldom provides opportunities to 

practice what has been taught. 

Occasionally provides opportunities to 

practice what has been taught. 

Frequently provides opportunities to 

practice what has been taught. 

Consistently provides opportunities to 

practice what has been taught. 

 

Research-

based 

Seldom includes research-based 
practices.  

Occasionally includes research-based 
practices. 

Frequently includes research-based 
practices. 

Consistently includes research-based 
practices. 

 

Reflection Seldom provides opportunities for 

reflection. 

Occasionally provides opportunities for 

reflection. 

Frequently provides opportunities for 

reflection. 

Consistently provides opportunities for 

reflection. 

 

Raw Score      

 

Grading Scale 
Raw Score Percent Rating 

60-57 95 to 100 Highly Effective 

56-51 85 to 94 Effective 

50-42 70 to 84 Developing 

41-0 ≤ 69 Ineffective 
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Frequency Distribution of Years of Experience Teaching Prekindergarten 
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 Frequency Percent Valid Percent Cumulative Percent 

Valid .00 16 3.8 3.9 3.9 

.50 3 .7 .7 4.6 

1.00 69 16.5 16.7 21.4 

1.50 2 .5 .5 21.8 

2.00 54 12.9 13.1 35.0 

2.50 2 .5 .5 35.4 

3.00 48 11.5 11.7 47.1 

3.50 1 .2 .2 47.3 

4.00 46 11.0 11.2 58.5 

5.00 28 6.7 6.8 65.3 

6.00 20 4.8 4.9 70.1 

6.50 1 .2 .2 70.4 

7.00 14 3.3 3.4 73.8 

8.00 12 2.9 2.9 76.7 

9.00 8 1.9 1.9 78.6 

10.00 15 3.6 3.6 82.3 

11.00 11 2.6 2.7 85.0 

12.00 4 1.0 1.0 85.9 

12.50 1 .2 .2 86.2 

13.00 11 2.6 2.7 88.8 

14.00 7 1.7 1.7 90.5 

15.00 10 2.4 2.4 93.0 

16.00 6 1.4 1.5 94.4 

17.00 4 1.0 1.0 95.4 

18.00 4 1.0 1.0 96.4 

19.00 4 1.0 1.0 97.3 

20.00 6 1.4 1.5 98.8 

21.00 1 .2 .2 99.0 

22.00 1 .2 .2 99.3 

27.00 1 .2 .2 99.5 

28.00 1 .2 .2 99.8 

33.00 1 .2 .2 100.0 

Total 412 98.3 100.0  

Missing System 7 1.7   

Total 419 100.0   
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Frequency Distribution for Phonological Awareness Response Items 
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. . increased my knowledge about what phonological awareness means. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 13 3.1 3.1 3.1 

2.00 48 11.5 11.6 14.7 

3.00 122 29.1 29.4 44.1 

4.00 160 38.2 38.6 82.7 

5.00 72 17.2 17.3 100.0 

Total 415 99.0 100.0  

Missing System 4 1.0   

Total 419 100.0   

 

. . increased my knowledge of the link between phonological awareness and learning to read. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 16 3.8 3.9 3.9 

2.00 33 7.9 8.0 11.9 

3.00 128 30.5 31.1 43.0 

4.00 156 37.2 37.9 80.8 

5.00 79 18.9 19.2 100.0 

Total 412 98.3 100.0  

Missing System 7 1.7   

Total 419 100.0   

 

. . increased my skills so that I can help students to isolate speech sounds. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 19 4.5 4.6 4.6 

2.00 57 13.6 13.8 18.4 

3.00 143 34.1 34.5 52.9 

4.00 134 32.0 32.4 85.3 

5.00 61 14.6 14.7 100.0 

Total 414 98.8 100.0  

Missing System 5 1.2   

Total 419 100.0   

 

. . increased my skills so that I can help students to become more aware of rhymes, syllables 

in words, and words in sentences. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 4 1.0 1.0 1.0 
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2.00 30 7.2 7.2 8.2 

3.00 93 22.2 22.3 30.5 

4.00 170 40.6 40.8 71.2 

5.00 120 28.6 28.8 100.0 

Total 417 99.5 100.0  

Missing System 2 .5   

Total 419 100.0   

 

. . learned a variety of activities that help students to improve their phonological awareness 

skills. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 8 1.9 1.9 1.9 

2.00 19 4.5 4.6 6.5 

3.00 69 16.5 16.6 23.1 

4.00 164 39.1 39.4 62.5 

5.00 156 37.2 37.5 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . learned how to create new activities that help students to improve their phonological 

awareness skills. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 4 1.0 1.0 1.0 

2.00 18 4.3 4.3 5.3 

3.00 69 16.5 16.6 21.9 

4.00 162 38.7 38.9 60.8 

5.00 163 38.9 39.2 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . acquired the skills to work with my students to improve their phonological awareness skills. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 9 2.1 2.2 2.2 

2.00 18 4.3 4.3 6.5 

3.00 101 24.1 24.3 30.8 
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4.00 177 42.2 42.7 73.5 

5.00 110 26.3 26.5 100.0 

Total 415 99.0 100.0  

Missing System 4 1.0   

Total 419 100.0   

 

. . acquired the skills to assess a student's phonological awareness in my class. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 14 3.3 3.4 3.4 

2.00 47 11.2 11.3 14.7 

3.00 114 27.2 27.4 42.1 

4.00 168 40.1 40.4 82.5 

5.00 73 17.4 17.5 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . acquired the skills to remediate phonological awareness problems using individualized 

instruction. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 18 4.3 4.3 4.3 

2.00 58 13.8 13.9 18.2 

3.00 140 33.4 33.6 51.8 

4.00 139 33.2 33.3 85.1 

5.00 62 14.8 14.9 100.0 

Total 417 99.5 100.0  

Missing System 2 .5   

Total 419 100.0   
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Frequency Distribution for Alphabetic Principle Response Items 
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. . increased my knowledge about what the alphabetic principle means. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 16 3.8 3.8 3.8 

2.00 30 7.2 7.2 11.1 

3.00 137 32.7 32.9 44.0 

4.00 159 37.9 38.2 82.2 

5.00 74 17.7 17.8 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . increased my knowledge of the link between the alphabetic principle and learning to read. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 11 2.6 2.6 2.6 

2.00 31 7.4 7.4 10.1 

3.00 132 31.5 31.7 41.7 

4.00 169 40.3 40.5 82.3 

5.00 74 17.7 17.7 100.0 

Total 417 99.5 100.0  

Missing System 2 .5   

Total 419 100.0   

 

. . increased my skills so that I can help students to understand the systematic relationship 

between letters/words and speech sounds. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 7 1.7 1.7 1.7 

2.00 32 7.6 7.7 9.4 

3.00 121 28.9 29.1 38.5 

4.00 169 40.3 40.6 79.1 

5.00 87 20.8 20.9 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . learned a variety of activities that help students to improve their skills in linking 

letters/words with speech sounds. 

 Frequency Percent Valid Percent Cumulative Percent 
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Valid 1.00 6 1.4 1.4 1.4 

2.00 25 6.0 6.0 7.5 

3.00 88 21.0 21.2 28.6 

4.00 163 38.9 39.2 67.8 

5.00 134 32.0 32.2 100.0 

Total 416 99.3 100.0  

Missing System 3 .7   

Total 419 100.0   

 

. . learned how to create new activities that help students to improve their skills in linking 

letters/words with speech sounds. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 4 1.0 1.0 1.0 

2.00 26 6.2 6.3 7.2 

3.00 79 18.9 19.0 26.3 

4.00 159 37.9 38.3 64.6 

5.00 147 35.1 35.4 100.0 

Total 415 99.0 100.0  

Missing System 4 1.0   

Total 419 100.0   

. . acquired the skills to work with my students to improve their skills in linking letters/words 

with speech sounds. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 6 1.4 1.4 1.4 

2.00 29 6.9 7.0 8.4 

3.00 116 27.7 27.8 36.2 

4.00 158 37.7 37.9 74.1 

5.00 108 25.8 25.9 100.0 

Total 417 99.5 100.0  

Missing System 2 .5   

Total 419 100.0   

 

. . acquired the skills to assess a student's letter/word sound correspondence. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 10 2.4 2.4 2.4 

2.00 37 8.8 8.9 11.4 

3.00 138 32.9 33.3 44.7 
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4.00 156 37.2 37.7 82.4 

5.00 73 17.4 17.6 100.0 

Total 414 98.8 100.0  

Missing System 5 1.2   

Total 419 100.0   

 

. . acquired the skills to remediate letter/word sound correspondence problems using 

individualized instruction. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 14 3.3 3.4 3.4 

2.00 46 11.0 11.1 14.5 

3.00 138 32.9 33.3 47.8 

4.00 150 35.8 36.2 84.1 

5.00 66 15.8 15.9 100.0 

Total 414 98.8 100.0  

Missing System 5 1.2   

Total 419 100.0   

 

 

 



 

 

 

 

 

 

 

 

 

 

Appendix G 

Thematic Learning Lesson 
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What is thematic teaching? An overarching umbrella that enables you to address all the 

areas (subjects) of learning so that the students can make the most connections that are 

possible. (Think about hooks in the brain.)  

 

What do themes look like? Expanding your theme allows you to use all the subject areas 

in your instruction.  

• We know that thematic teaching helps our students make the most connections.  

• As we integrate the curriculum, the learning takes place on many more levels  

(more hooks).  

• They have more ways to “get” and connect the information.  

  

How do we know they “got” it?  

• We want to know the extent to which the child can integrate the information we  

have been working with.  

• Can the child tell you this?  

• Begin the theme with a class web that tells what children know about a topic.  

• Continue web throughout unit. 

 

Activity:  

Title of theme is “Change.”  

• We want to look at how animals change.  

• As a class we are going to make a web about animals and what we know  

about how they change.  

• Use picture cards and books as prompts.  

  

 Why did we do this?  

• To know where to begin instruction  

• To know were the child is  

• To determine who may need additional help  

• To collect information for communicating with parents, etc.  

  

What do we teach?  

• Broad based theme  

• What they don’t know  

• PK objectives  

• Skills and concepts  

 

Who do I teach and assess?  

• Whole group through literature; 

• Large and small groups with numeracy, science, social studies; and,  

• Individual students who need greater differentiation.  

  

When do I assess?  

• Before I start;  

• As we go through the concepts;  

• In large and small groups; and,  
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• During center times.  

  

Where/ how is assessment happening?  

• In the learning groups;  

• In the center environments;  

• In the same way the concepts were taught; and,  

• Addressing specific objectives – don’t try to assess too much.  

  

PreK Guidelines: All  

• Literacy  

• Mathematics  

• Science  

• Social Studies  

• Fine Arts  

• Health and  

• Personal Development and Social Development  

• Physical Movement  

• Technology Applications  

 

Research:  

• Thematic teaching helps our students make the most connections.  

• As curriculum is integrated, the learning takes place on many more levels.  

• Students have more ways to “get” and connect the information.  

  

Materials:  

• All About Animals Photo Library  

• Books and CDs from Scholastic  

• 3-way table top easel  

• Tabletop pocket chart  

.  

Activity:  

• As a group, use the books in your bucket and complete the lesson planning  

web with “change” as your starting point. • (Keep in mind what you knew from the first 

web.) 

• Complete the section assigned to your group. Can you think of three  

different activities that incorporate “change” for your area?  

• On the assessment grid, indicate one means of assessment for each area of  

instruction.  

o What do you want to know?  

o Who do you want to assess?  

o When/where will this happen?  

o Can any overlap be made between areas of study?  

  

Questions:  

• How can we plan in such a way that our curriculum is connected and integrated?  

• How can we pull assessment from different content areas when using themes?  
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Connection to Grids:  

PK Objectives/IEP:  

Curriculum:  

Instruction:  

Assessment:  

  

Activity:  

Another opportunity we have for assessing young children is by observing their  

independent work. Centers provide us with a perfect authentic working  

environment.  

  

• Take your next web, put “changes” in the center.  

• What center activities can your group devise that relate to this central topic?  

• Will the activities be assessed through observation or will they be product  

based?  

  

Example:  

Assessing in a center: Product assessment  

  

• I want to know if students recognize that some animals have different  

coverings;  

• Using the All About Animals Photo Library have children sort animals  

fur/no fur; or,  

• Using the All About Animals Photo Library have children sort animals  

feathers/fur.  

 

Modifications:  

• Reduce number of learning topics; 

• Focus on objects and real photographs;  

• Consistent repetition;  

• If centers and curriculum is matched to student skill level, less modification is  

usually needed.  

• Use the prior assessment to plan accordingly for each student’s needs.  

• Ensure a variety of levels in your activities and centers so students may work in  

their proximal zone.  

  

Support Materials:  

• Integrated planning sheets (handout)  

• Center planning sheets (handout)  

• Center sheet (handout)  

• Building A foundation for Preschool Literacy: Effective  

 Instruction for Children’s Reading and Writing Development pages 63-64  

• Project Spectrum: Preschool Assessment Handbook pages 39-52  
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If you teach using these activities, you will be addressing at the PreK level the following 

objectives for third grade. This should help prepare students for these objectives on the 

TAKS test.  

 

TAKS 3rd Grade Objectives:  

  

(b) Knowledge and skills – Language Arts and Reading  

(1) Listening/speaking/purposes. The student listens attentively and engages  

actively in various oral language experiences 

(2) Listening/speaking/culture. The student listens and speaks to gain knowledge  

of his/her own culture, the culture of others, and the common elements of  

cultures. 

(3) Listening/speaking/audiences/oral grammar. The student speaks appropriately  

to different audiences for different purposes and occasions.  

(4) Listening/speaking/communication. The student communicates clearly by  

putting thoughts and feelings into spoken words.  

(5) Reading/word identification. The student uses a variety of word identification  

strategies.  

(6) Reading/fluency. The student reads with fluency and understanding in texts at  

appropriate difficulty levels.  

(7) Reading/variety of texts. The student reads widely for different purposes in  

varied sources. 

(8) Reading/vocabulary development. The student develops an extensive  

vocabulary.  

(9) Reading/comprehension. The student uses a variety of strategies to  

comprehend selections read aloud and selections read independently.  

(10) Reading/literary response. The student responds to various texts.  

(11) Reading/text structures/literary concepts. The student analyzes the  

characteristics of various types of texts.  

(12) Reading/inquiry/research. The student generates questions and conducts  

research using information from various sources. 

(13) Reading/culture. The student reads to increase knowledge of his/her own  

culture, the culture of others, and the common elements of culture.  

(14) Writing/purposes. The student writes for a variety of audiences and purposes  

and in various forms. 

(15) Writing/penmanship/capitalization/punctuation. The student composes  

original texts using the conventions of written language such as capitalization and  

penmanship to communicate clearly.  

(16) Writing/spelling. The student spells proficiently. The student is expected to:  

(17) Writing/grammar/usage. The student composes meaningful texts applying  

knowledge of grammar and usage.  

(18) Writing/writing processes. The student selects and uses writing processes for  

self-initiated and assigned writing.  

(19) Writing/evaluation. The student evaluates his/her own writing and the  

writing of others.  

(20) Writing/inquiry/research. The student uses writing as a tool for learning and  
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research.  

 

(b) knowledge and skills - Mathematics  

(1) Number, operation, and quantitative reasoning. The student uses place value to  

communicate about increasingly large whole numbers in verbal and written form,  

including money.  

(2) Number, operation, and quantitative reasoning. The student uses fraction  

names and symbols to describe fractional parts of whole objects or sets of objects.  

(3) Number, operation, and quantitative reasoning. The student adds and  

subtracts to solve meaningful problems involving whole numbers.  

(4) Number, operation, and quantitative reasoning. The student recognizes and  

solves problems in multiplication and division situations.  

(5) Number, operation, and quantitative reasoning. The student estimates to  

determine reasonable results.  

(6) Patterns, relationships, and algebraic thinking. The student uses patterns to  

solve problems.  

(7) Patterns, relationships, and algebraic thinking. The student uses lists, tables,  

and charts to express patterns and relationships.  

(8) Geometry and spatial reasoning. The student uses formal geometric  

vocabulary. The student is expected to name, describe, and compare shapes and  

solids using formal geometric vocabulary.  

(9) Geometry and spatial reasoning. The student recognizes congruence and  

symmetry.   

(10) Geometry and spatial reasoning. The student recognizes that numbers can be 

represented by points on a line. The student is expected to locate and name points  

on a line using whole numbers and fractions such as halves.  

(11) Measurement. The student selects and uses appropriate units and procedures  

to measure length and area.  

(12) Measurement. The student measures time and temperature.  

(13) Measurement. The student applies measurement concepts. The student is  

expected to measure to solve problems involving length, area, temperature, and  

time.  

(14) Probability and statistics. The student solves problems by collecting,  

organizing, displaying, and interpreting sets of data.  

(15) Underlying processes and mathematical tools. The student applies Grade 3  

mathematics to solve problems connected to everyday experiences and activities  

in and outside of school.  

(16) Underlying processes and mathematical tools. The student communicates  

about Grade 3 mathematics using informal language.  

(17) Underlying processes and mathematical tools. The student uses logical  

reasoning to make sense of his or her world.  

 

(b) Knowledge and skills - Science  

(1) Scientific processes. The student conducts field and laboratory investigations  

following home and school safety procedures and environmentally appropriate  

and ethical practices.  
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(2) Scientific processes. The student uses scientific inquiry methods during field  

and laboratory investigations.  

(3) Scientific processes. The student knows that information, critical thinking,  

and scientific problem solving are used in making decisions.  

(4) Scientific processes. The student knows how to use a variety of tools and  

methods to conduct science inquiry.  

(5) Science concepts. The student knows that systems exist in the world. 

(6) Science concepts. The student knows that forces cause change.  

(7) Science concepts. The student knows that matter has physical properties.  

(8) Science concepts. The student knows that living organisms need food, water,  

light, air, a way to dispose of waste, and an environment in which to live.  

(9) Science concepts. The student knows that species have different adaptations  

that help them survive and reproduce in their environment.  

(10) Science concepts. The student knows that many likenesses between  

offspring and parents are inherited from the parents.  

(11) Science concepts. The student knows that the natural world includes earth  

materials and objects in the sky.  

 

(b) Knowledge and skills – Social Studies: 

(1) History. The student understands how individuals, events, and ideas have  

influenced the history of various communities.  

(2) History. The student understands common characteristics of communities,  

past and present.  

(3) History. The student understands the concepts of time and chronology.  

(4) Geography. The student understands how humans adapt to variations in the  

physical environment.  

(5) Geography. The student understands the concepts of location, distance, and  

direction on maps and globes.  

(6) Economics. The student understands the purposes of spending and saving  

money.  

(7) Economics. The student understands the concept of an economic system.  

(8) Economics. The student understands how businesses operate in the U.S. free  

enterprise system.  

(9) Government. The student understands the basic structure and functions of  

local government.  

(10) Citizenship. The student understands characteristics of good citizenship as  

exemplified by historic figures and ordinary people.  

(11) Citizenship. The student understands the impact of individual and group  

decisions on communities in a democratic society.  

(12) Culture. The student understands ethnic and/or cultural celebrations of the  

United States and other nations.  

(13) Culture. The student understands the role of real and mythical heroes in  

shaping the culture of communities, the state, and the nation.  

(14) Culture. The student understands the importance of writers and artists to the  

cultural heritage of communities.  

(15) Science, technology, and society. The student understands how individuals  
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have created or invented new technology and affected life in communities around  

the world, past and present.  

(16) Social studies skills. The student applies critical-thinking skills to organize  

and use information acquired from a variety of sources including electronic  

technology.  

(17) Social studies skills. The student communicates effectively in written, oral,  

and visual forms.  

(18) Social studies skills. The student uses problem-solving and decision-making  

skills, working independently and with others, in a variety of settings.  

 

(c) Knowledge and skills - Languages Other Than English, Elementary 

(1) Communication. The student communicates in a language other than English  

using the skills of listening, speaking, reading, and writing.  

(2) Cultures. The student gains knowledge and understanding of other cultures.  

(3) Connections. The student uses the language to make connections with other  

subject areas and to acquire information  

(4) Comparisons. The student develops insight into the nature of language and  

culture by comparing the student's own language and culture to another.  

(5) Communities. The student participates in communities at home and around the  

world by using languages other than English.  

 

(b) Knowledge and skills - Art  

(1) Perception. The student develops and organizes ideas from the environment.  

(2) Creative expression/performance. The student expresses ideas through  

original artworks, using a variety of media with appropriate skill.  

(3) Historical/cultural heritage. The student demonstrates an understanding of art  

history and culture as records of human achievement.  

(4) Response/evaluation. The student makes informed judgments about personal  

artworks and the artworks of others.  

 

(b) Knowledge and skills - Music  

(1) Perception. The student describes and analyzes musical sound and  

demonstrates musical artistry.  

(2) Creative expression/performance. The student performs a varied repertoire of  

music.  

(3) Creative expression/performance. The student reads and writes music  

notation.  

(4) Creative expression/performance. The student creates and arranges music  

within specified guidelines.  

(5) Historical/cultural heritage. The student relates music to history, to society,  

and to culture.  

(6) Response/evaluation. The student responds to and evaluates music and  

musical performance.  

 

(b) Knowledge and skills - Theatre  

(1) Perception. The student develops concepts about self, human relationships,  
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and the environment, using elements of drama and conventions of theatre.  

(2) Creative expression/performance. The student interprets characters, using the  

voice and body expressively, and creates dramatizations.  

(3) Creative expression/performance. The student applies design, directing, and  

theatre production concepts and skills.  

(4) Historical/cultural heritage. The student relates theatre to history, society, and  

culture. 

(5) Response/evaluation. The student responds to and evaluates theatre and  

theatrical performances.  

 

Not listed: Health, Physical Education, Technology 

 

 



 

 

 

 

 

 

 

 

 

 

Appendix H 

Thematic Learning PowerPoint 
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Appendix I 

Environmental Print Lesson 
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What is it? Environmental print consists of signs and symbols in the environment that 

children “read”. They use these signs and symbols to get information – to read the 

environment.  

  

Children talk first because they need that skill to function.  

♦ Reading only comes when they can use it to function – they get  

something out of it.  

♦ Print is more abstract, so it needs to be meaningful for them before  

they understand it.  

  

Assessing it? How do you figure out if children are making meaning or understanding 

environmental print?  

  

View Video: How are children using environmental print?  

  

Why do we need to assess environmental print?  

♦ So we can plan according to the child’s needs,  

♦ To determine if a child is making progress,  

♦ To identify children who may need additional help,  

♦ So we can communicate best with parents on their child’s progress.  

  

There are some assessments that we can use for this purpose. Many assessments are out 

there, some are better than others. We will be working with one that addresses 4 levels of 

environmental print:  

1. Three- dimensional (3D),  

2. Color text with graphics (2D color with graphics),  

3. Black and white text with graphics (2D black and white  

with graphics), and,  

4. Text only.  

  

What you are teaching will determine the level you use for assessment:  

♦ If you are teaching with three dimensional objects, you will test  

with 3 dimensional objects.  

♦ If you are using color picture cards, you will assess with color  

picture cards.  

♦ This will vary depending on the class and the individual abilities of  

the students.  

♦ You will use two levels (e.g., 3D and 2D color) if you are trying to  

evaluate whether or not to transition students to the next level.  

 Assessment can be done at various times throughout the year and as you  

see growth in your students’ abilities. Environmental assessment can also  

be done in relation to your own classroom:  

♦ Is it filled with environmental print that holds personal meaning for  

your students?  

♦ Have you let them tell you which signs/symbols they feel are  

important?  
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♦ Is the school environment represented so they learn how to  

function and get around?  

  

PreK Guidelines:  

Literacy (2) Speech Production and Speech Discrimination  

The child:  

• perceives differences between similar sounding words (e.g., “coat” and “goat,” “three” 

and “free,” [Spanish] “juego” and “fuego”) • produces speech sounds with increasing 

ease and accuracy  

• experiments with new language sounds  

• experiments with and demonstrates growing understanding of the sounds and  

intonation of the English language (ESL).  

Literacy (3) Vocabulary  

The child:  

• shows a steady increase in listening and speaking vocabulary  

• uses new vocabulary in everyday communication  

• refines and extends understanding of known words  

• attempts to communicate more than current vocabulary will allow, borrowing and 

extending words to create meaning  

• links new learning experiences and vocabulary to what is already known about a  

topic  

• increases listening vocabulary and begins to develop a vocabulary of object  

names and common phrases in English (ESL).  

Literacy (4) Verbal Expression  

The child:  

• uses language for a variety of purposes (e.g., expressing needs and interests)  

• uses sentences of increasing length (three or more words) and grammatical  

complexity in everyday speech • uses language to express common routines and familiar 

scripts 

• tells a simple personal narrative, focusing on favorite or most memorable parts 

• asks questions and makes comments related to the current topic of discussion  

• begins to engage in conversation and follows conversational rules (e.g., staying on topic 

and taking turns)  

• begins to retell the sequence of a story  

• engages in various forms of nonverbal communication with those who do not speak 

his/her home language (ESL)  

• uses single words and simple phrases to communicate meaning in social situations 

(ESL)  

• attempts to use new vocabulary and grammar in speech (ESL).  

Literacy (5) Phonological Awareness  

The child:  

• becomes increasingly sensitive to the sounds of spoken words  

• begins to identify rhymes and rhyming sounds in familiar words, participates in 

rhyming games, and repeats rhyming songs and poems  
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• begins to attend to the beginning sounds in familiar words by identifying that the 

pronunciations of several words all begin the same way (e.g., “dog,” “dark,” and “dusty,” 

[Spanish] “casa,” “coche,” and “cuna” )  

• begins to break words into syllables or claps along with each syllable in a phrase  

• begins to create and invent words by substituting one sound for another (e.g., 

bubblegum/gugglebum, [Spanish] calabaza/balacaza).  

Literacy (6) Print and Book Awareness  

The child:  

• understands that reading and writing are ways to obtain information and knowledge, 

generate and communicate thoughts and ideas, and solve problems  

• understands that print carries a message by recognizing labels, signs, and other print 

forms in the environment  

• understands that letters are different from numbers  

• understands that illustrations carry meaning but cannot be read  

• understands that a book has a title and an author  

• begins to understand that print runs from left to right and top to bottom  

• begins to understand some basic print conventions (e.g., the concept that letters are 

grouped to form words and that words are separated by spaces)  

• begins to recognize the association between spoken and written words by following the 

print as it is read aloud  

• understands that different text forms are used for different functions (e.g., lists for 

shopping, recipes for cooking, newspapers for learning about current events, letters and 

messages for interpersonal communication). Literacy (7) Letter Knowledge and Early 

Word Recognition 

The child:  

• begins to associate the names of letters with their shapes  

• identifies 10 or more printed alphabet letters  

• begins to notice beginning letters in familiar words  

• begins to make some letter/sound matches  

• begins to identify some high-frequency words (age 4).  

Literacy (8) Motivation to Read  

The child:  

• demonstrates an interest in books and reading through body language and facial 

expressions  

• enjoys listening to and discussing storybooks and information books read aloud  

• frequently requests the re-reading of books  

• attempts to read and write independently  

• shares books and engages in pretend-reading with other children  

• enjoys visiting the library.  

Literacy (9) Developing Knowledge of Literary Forms  

The child:  

• recognizes favorite books by their cover  

• selects books to read based on personal criteria  

• understands that books and other print resources (e.g., magazines, computer-based 

texts) are handled in specific ways  



120 

 

• becomes increasingly familiar with narrative form and its elements by identifying 

characters and predicting events, plot, and the resolution of a story  

• begins to predict what will happen next in a story  

• imitates the special language in storybooks and story dialogue, and uses it in retellings 

and dramatic play [(such as “Once upon a time…”)]  

• asks questions and makes comments about the information and events from books  

• connects information and events in books to real-life experiences  

• begins to retell some sequences of events in stories  

• shows appreciation of repetitive language patterns.  

Literacy (10) Written Expression  

The child:  

• attempts to write messages as part of playful activity • uses known letters and 

approximations of letters to represent written language (especially meaningful words like 

his/her name and phrases such as “I love you” or [Spanish] “ Te quiero”)  

• attempts to connect the sounds in a word with its letter forms  

• understands that writing is used to communicate ideas and information  

• attempts to use a variety of forms of writing (e.g., lists, messages, stories)  

• begins to dictate words, phrases, and sentences to an adult recording on paper  

(e.g., “letter writing,” “storywriting”).  

Math (5) Classification and Data Collection  

The child:  

• matches objects that are alike  

• describes similarities and differences between objects  

• sorts objects into groups by an attribute and begins to explain how the grouping was 

done  

• participates in creating and using real and pictorial graphs.  

 

Research:  

♦ Reading is, first and foremost, a meaning making process.  

♦ By age two, most children read meaningful signs and symbols in their environment 

(Anderson & Markle, 1985).  

♦ Reading ends with text, but it starts with 3-D objects, then color graphics with text, then 

black and white graphics with text; finally, text (Christie, Enz, Gerard, Han, & Prior, 

2003).  

 

Materials:  

♦ 3-way table top easel  

♦ Tabletop pocket chart  

♦ Examples of environmental print  

  

Activity  

♦ Make a list for assessment that matches YOUR kids  

♦ What 10 items would work best for your students?  

♦ In a group, formulate a working list of ten environmental print items that could be used 

in the Environmental Print Reading Test. (see handout)  

• One way to verify this list is by using the Things I like page in the book (pg. 36)  
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• Identify a 3-D object for each of the 10 items listed in first activity. (Mc Donald’s = 

French Fry box) 

 

Levels of the Environmental Print Reading Test  

  

Level One – Three Dimensional  

  

Level Two – Two dimensional with color logo  

  

Level Three – Two dimensional with black and white logo 

 

Level Four – Text only  

 

Activity:  

 

♦ Sort examples of assessment materials into levels 1, 2, 3, or 4 for each bag. (Bags 

contain examples of each of the 4 levels of environmental print.)  

 

Questions:  

♦ Why do we prepare Environmental Print at four different levels in our  

classrooms?  

♦ Where will the students be “reading”?  

  

Connection to Grids:  

PK objective:  

Source of info:  

Method of assess:  

Context:  

When:  

How often:  

  

Activity:  

Revisit the ‘Things I Like’ page to demonstrate the facilitation of:  

Categorizing by letter, Sorting logos by topic, Concentration, Two piece puzzle, Go fish, 

Matching, Drawing the item, First letter writing  

  

Activity  

♦ Using the 4 levels we discussed, how can you transfer that to your classroom?  

Pick 3 centers and identify how you would label them in your  

classroom in order to address the 4 levels of environmental print.  

  

 Modifications:  

♦ Instruction should be based on child ability, remain at 3-D levels until students in  

able to progress to a 2-D level;  

♦ Consistent repetition;  

♦ Restrict the number of options; and,  
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♦ Repeated use throughout the day.  

  

Support Materials:  

♦ Video of environmental print in the classroom  

♦ Chart for ten items (pg 105)  

♦ I like chart (pg 37)  

♦ ABC Chart (pg 43-45)  

♦ Two-piece puzzle Templates (pg 82-83)  

♦ Bingo card  

♦ Sorting cards  

♦ Additional project pages  

  

Prior, J. and Gerard, M. R. (2004) Environmental Print in the Classroom: Meaningful 

Connections for Learning to Read. International Reading Association: Newark, DE. If 

you teach using these activities, you will be addressing at the PreK level the following 

objectives for third grade. This should help prepare students for these objectives on the 

TAKS  

 

TAKS 3rd Grade Objectives:  

(b) Knowledge and skills. Language Arts  

(1) Listening/speaking/purposes. The student listens attentively and engages  

actively in various oral language experiences.  

(5) Reading/word identification. The student uses a variety of word identification  

strategies.  

(6) Reading/fluency. The student reads with fluency and understanding in texts at  

appropriate difficulty levels.  

(8) Reading/vocabulary development. The student develops an extensive  

vocabulary.  

(9) Reading/comprehension. The student uses a variety of strategies to  

comprehend selections read aloud and selections read independently.  

(11) Reading/text structures/literary concepts. The student analyzes the  

characteristics of various types of texts.  

(16) Writing/spelling. The student spells proficiently.  

 

(b) Knowledge and skills. Social Studies  

(16) Social studies skills. The student applies critical-thinking skills to organize  

and use information acquired from a variety of sources including electronic  

technology.  

(17) Social studies skills. The student communicates effectively in written, oral,  

and visual forms.  

 

(b) Knowledge and skills. Art  

(3) Historical/cultural heritage. The student demonstrates an understanding of art  

history and culture as records of human achievement.  

 

 



 

 

 

 

 

 

 

 

 

 

Appendix J 

Environmental Print PowerPoint 
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Appendix K 

Barsch Inventory 
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Instructions: The Barsch Inventory consists of 32 

questions that take approximately 10 to 15 minutes to 

complete. When considering each statement, base your 

answers on your actual learning preferences and not 

upon areas of strength that you would like to develop. 
 

1   I follow written directions better than oral directions. 
   

2   I enjoy perfecting a movement in a sport or in dancing. 
   

3   I learn to spell better by repeating the letters out loud than 

by writing the word on paper.    

4   I am skillful with and enjoy developing and making 

graphs and charts.    

5   I enjoy activities that make me aware of my body's 

movement.    

6   I enjoy working with tools. 
   

7   I feel the best way to remember is to picture it in my head. 
   

8   I grip objects in my hands during learning. 
   

9   I like to obtain information on an interesting subject by 

reading relevant materials.    

10   I can remember more about a subject through listening 

than reading.    

11   I could learn spelling well by tracing over the letters.    

12   I chew gum, smoke, or snack during studies.    

13   It would be easy for me to memorize something if I could 

just use body movements at the same time.    

14   I like to write things down or take notes for visual review. 
   

15   I can tell if sounds match when presented with pairs of 

sounds.    

16   I bear down extremely hard with a pen or pencil when 

writing.    

17   Once shown a new physical movement, I perform it 

quickly with few errors.    
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18   I feel comfortable touching, hugging, shaking hands, etc. 
   

19   I would rather listen to a good lecture or speech than read 

the same material in a textbook.    

20   I would prefer listening to the news on the radio rather 

than reading about it in the newspaper.    

21   I frequently have the ability to visualize body movements 

to perform a task, e.g., correction of a golf swing, batting 

stance, dance position, etc. 
   

22   I can understand and follow directions on maps.    

23   I can better understand a news article by reading about it 

in the paper than by listening to the radio.    

24   I remember best when writing things down several times. 
   

25   I frequently play with coins or keys in my pocket. 
   

26   I do better at academic subjects by listening to lectures 

and tapes.    

27   I am highly aware of sensations and feelings in my hips 

and shoulders after learning a new movement or exercise.    

28   I follow oral directions better than written ones.    

29   I am good at working and solving jigsaw puzzles and 

mazes.    

30   I require explanations of diagrams, graphs, or visual 

directions.    

31   I can watch someone do a dance step and easily copy it 

myself.    

32   I consider myself an athletic person.    

 


