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Abstract 

To compete in global markets American children need the opportunity to 

develop critical educational skills that will be necessary to enter an ever-changing 

workforce.  Many times the first chance educators encounter children is in 

Prekindergarten.  Prekindergarten educators are given the opportunity to equal the 

playing field for students of various backgrounds. One way to help bridge the gap 

of disparity for students who qualify for prekindergarten is to offer high quality 

instruction.  One critical instructional skill, which research supports, is critical for 

future academic success is an understanding of literacy.   

To ensure prekindergarten students are exposed to quality literacy 

instruction their teachers should be attending professional development that is 

supported by research, content focused, and expands their own knowledge and 

understanding of literacy. Long gone are the days of one size fits all professional 

development opportunities.  To compete in the 21
st
 century educators needs to 

know, understand, and facilitate learning to ensure quality instruction for all 

students.     

Research supports that literacy is critical to future success.  As educators 

we realize the importance of an early start, which for many begins in 

prekindergarten. Teachers need to be equipped with a knowledgeable skill set to 

help children develop the required skills for future academic success.  Current 

teachers needs research based quality professional development
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C3 Coaching Summer Academy was implemented as a research based 

quality professional development.  Phase I of this study focused on analyzing the 

perceived impact the professional development had on ELL Teacher’s knowledge, 

skills, and confidence in the emergent literacy skills of alphabetic principle and 

phonological awareness. Descriptive statistics were used to analyze the outcomes.  

Additionally, correlations between outcomes and years of experience in teaching 

were computed. Phase II of this research project focused on evaluating 

instructional materials used during the C3 Coaching Summer Academy.  The 

researcher developed a custom rubric, based on quality factors identified by 

research. The researcher applied the rubric to materials separately, creating 

separate outcomes.   

 Results from the C3 Coaching Summer Academy Awareness Survey 

indicate that teacher’s perceptions about their overall skills, knowledge, and 

confidence in the areas of alphabetic principle and phonological awareness were 

impacted.  The results revealed that teachers’ perceived impact was high, with 

ratings reported from moderate to major. Teachers’ reported that the greatest 

impacts from the professional development were in the areas of aligning standards 

to content, as well as allowing the teachers to practice and apply knowledge.  The 

research clearly shows that the professional development was needed and 

effective in contributing to the overall skills, knowledge, and confidence of the 

teachers who participated.   

 

   Results from the custom rubric indicate that the C3 Coaching Summer 

Academy lesson plans used during the professional development were rated as
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quality materials.  When the rubric was applied to the two individual power points 

independently they did not meet the same high standard.  The researcher 

concluded that when a lesson plan and corresponding power point were combined 

the scores reflected that the materials were of high quality.  The rubric analysis 

reveals that the power points should not be used individually for professional 

development purposes, as the gaps in information may not provide educators 

quality professional development.  

These findings concur with Darling-Hammond and Richardson (2009) that 

insist educators need quality professional development that contributes to their 

skills and knowledge in order to meet the needs of students in their classrooms.  

No Child Left Behind also mandates that teachers receive quality professional 

development that contributes not only to their own knowledge, but also 

contributes to academic gains in the classroom.  America has a long-standing 

relationship addressing reading instruction, as research supports that literacy 

instruction projects future academic success. To help plan for future quality 

professional development the researcher developed an action plan that can help 

address the needs of 21
st
 century educators. 

 

 

 

 

The contents of this project were developed under a grant from the US 
Department of Education. However, those contents do not necessarily represent 
the policy of the Department of Education, and the reader should not assume 
endorsement by the Federal Government. 
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Chapter 1 

Introduction 

America was built on the sovereignty of the individual, which has 

attracted an endless supply of unique inhabitants.  With each individual comes a 

flavored background, which could help account for the intriguing composition of 

the American public.  As America has evolved it has become clear that modern 

day educational systems must rise to the challenge and have the ability to educate 

the eclectic array of students.  In order to accommodate student’s needs educators 

must attend professional development that is well-organized, sufficient in length, 

meaningful, and easily implemented within modern classrooms.  Darling-

Hammond and Richardson (2009) support that teachers who participate in 

professional development are not only sophisticating their skills, but ensuring that 

they continue to grow professionally to help meet the needs of students in the 21
st
 

century.  

 As educators we have been dealt the enormous responsibility of ensuring 

that all students regardless of race, ethnicity, socioeconomic status, and gender are 

provided a quality education. In 2011-2012 the Public Information Management 

System (PEIMS) database reported that Texas had over four million students 

enrolled in the Public School system (Texas Education Agency, 2012). Of those 

four million students, the Texas Education Agency reports that there were 

224,322 students enrolled in Pre-Kindergarten during the 2011-2012 school year, 

as compared to 223, 243 enrolled during 2010-2011 (Texas Education Agency, 
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2012).  For young children Prekindergarten is typically the foundation of formal 

educational for students from various backgrounds. Data from the Texas 

Education Agency supports that Prekindergarten enrollment in Texas is increasing 

from year to year; therefore programs of quality are needed to ensure students 

receive maximum benefit from participation. Currently in order to participate in 

Prekindergarten in Texas children generally meet participation criteria in one of 

the following areas:  

 low-socioeconomic status;  

 bilingualism/ELL;  

 homeless; 

 special education;  

 being a child of an active duty military member;  

 being a child of an military member injured or killed while 

serving; or 

 in the conservatorship of Child Protective Services (Texas 

Education Agency, 2008).  

 Of significant importance for the purposes of this project is the subpopulation of 

English Language Learners/Bilingual students, referenced in the rest of the 

reports as ELL. Based on the data reviewed Texas has seen an increase in the 

amount of children in this subpopulation enroll in public schools. Figure 1 

demonstrates the increase in the overall ELL/Bilingual student enrollment from 
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2004 to 2012 as reported from the Public Education Information Management 

System, commonly referred to as PEIMS (Texas Education Agency, 2012).     

 
Figure 1. Texas ELL/Bilingual Enrollment.  

 

According to the Children’s Defense Fund there are five pillars in order 

for a child to survive in modern day America, which include ending childhood 

poverty; affordable and accessible healthcare; high quality early childhood 

programs and full day kindergarten; education of all children; and high quality 

summer school as well as after school enrichment programs (2012).  These five 

pillars are an attempt to help diminish the educational differences within America.  

With rising dropout rates and undereducated Americans quality Prekindergarten 

should be the focus of school districts across Texas, as well as the nation. 

Research supports that Prekindergarten is critical since the most opportune time to 

intervene is before the age of five (Lerner, 2012).  One way to ensure 
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Prekindergarten students receive a high caliber education is to ensure the teachers 

that are working with them receive high-quality professional development.     

In 1965 Head Start was the first federally funded Prekindergarten in the 

United States.  The mission of Head Start was to help children that without 

intervening would undoubtedly continue into the cycle of poverty (U.S. 

Department of Health & Human Services, 2013). Consensus among professionals 

supported in 1965 through today maintain that comprehensively addressing a 

child’s needs will benefit society in general, and an early start in education will 

provide long standing positive benefits (U.S. Department of Health & Human 

Services, 2013). The National Institute for Early Education reports that Texas 

established its first public school Prekindergarten for at-risk four-year olds in 

1985.  According to the State of America’s Children Handbook, Prekindergarten 

was an initiative conceived to help lessen the gap for less advantaged students 

(2012).  

According to No Child Left Behind (NCLB) professional development 

should improve the knowledge of teachers’ skills by increasing the achievement 

skills of students they teach; improve instructional strategies, methods, and skills, 

and increase the application of state academic content standards and state 

assessment (2001). Additionally professional development should improve 

teaching practices and student academic achievement; train early intervention, 

preschool, and related services providers, and other relevant school staff (NCLB, 

2001). To help support NCLB the Individuals with Disabilities Act (IDEA) 
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mandates that professional development of teachers become a component of the 

law (IDEA, 2004).  IDEA also highlights the monitoring of evidence-based 

research, current research, and emphasizes a national political will to improve 

teacher’s abilities. Texas, like most states, also governs teachers and their 

licensing requirements. According to the Texas Education Agency “teachers are 

required to be highly qualified if they are the teacher of record providing direct 

instruction to students in any core academic subject area, including English, 

reading or language arts, mathematics, science, foreign languages (languages 

other than English), civics and government, economics, arts, history, and 

geography” (Texas Education Agency, 2012). The Texas Education Agency also 

states that a highly qualified teacher must hold at least a bachelor’s degree; be 

fully certified to teach in Texas; and demonstrate competency in their core 

academic subject matter (Texas Education Agency, 2012).  Based on these criteria 

the State of Texas reports that 99.50 percent of teachers in pre-kindergarten thru 

12
th
 grade classrooms are highly qualified (Texas Education Agency, 2012). For 

an educator to specialize in a specific subpopulation such as English Language 

Learners (ELL) and/or Special Education the educator must also meet state 

standards on supplemental exams in addition to the other previously established 

standards. The National Center for Education Statistics reports that 2010-2011 

there were 4.7 million ELL students being served in public schools across the 

United States, which is an increase from 2002-2003 reports of 4.1 million (2011). 

Across the United States the increased ELL population in schools has been felt by 

many states, with Texas ranking higher than most other states (National Center 
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for Education Statistics, 2011). Research reports that English Language Learners 

are one of the fasting growing populations in the United States (Lee & Buxton, 

2010). Since Texas borders Mexico this statistic is not surprising, as immigrant 

families cross the border daily with the hopes of pursuing a better life. There are 

reports that indicate 80-120 children cross the Texas boarder alone and illegally 

daily (Prah, 2013).  Once students arrive in America regardless of their citizenship 

they are afforded access to a free and appropriate public education (NCLB, IDEA, 

& Texas Education Agency).        

In Texas PEIMS identified that in 2011-2012 there were 809,074 students 

identified English Language Learners (Texas Education Agency, 2012). Of the 

various programs recognized by Texas, students identified as ELL make up 

16.3% of the program population in Texas (Texas Education Agency, 2012).  

 
Figure 2. Texas PEIMS. Student Enrollment by Program.  
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Data from the 2012 Texas PEIMS database reported a 0.1% increase in 

ELL/Bilingual students, as compared to 2011 PEIMS data. Research supports that 

educators can be reassured that the ELL student population will continue to rise. 

In order to help these students assimilate and thrive educators must ensure the 

education they receive is linked with meaningful instruction.  Currently The 

Texas Education Agency Division of Performance Reporting identifies that the 

four-year graduation rate for the Class of 2011 for students identified Limited 

English Proficient was 57.6%, as compared to an overall state total of 85.9% 

(Texas Education Agency, 2007-2012).  Based on these statistics the graduation 

rate of ELL students will remain grim when compared to the overall rate of 

graduation.  In order to increase the graduation rate of ELL student’s educators 

must attend professional development that helps bond the educational breach for 

these students.      

Research indicates that in order to increase the rate of graduation 

educators should ensure that reading skills are well established by the end of third 

grade as research supports that students who fail to reach this critical milestone 

are at an increased risk of failing or dropping out in higher grades (Hernandez, 

2012).  In the article, Double Jeopardy: How Third Grade Reading Skills and 

Poverty Influence High School Graduation, the author states that in third grade 

students shift from “learning to read to begin reading to learn” (Hernandez, p. 5, 

2012).  If students do not have the skills necessary to make this academic leap in 

reading research they will struggle throughout their educational career 

(Hernandez, 2012).  With an increasing ELL population we must work to ensure 
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that early instruction will help intercede with these students, who based on 

statistics appear doomed for failure.  For many educators Prekindergarten are the 

first formal attempts to intervene educationally deficient students. The need for 

early literacy instruction and the impact that quality literacy instruction can have 

on ELL students is another reason this study is needed. According to NAEYC or 

the National Association for the Education of Young Children, early literacy 

instructional content should teach preschool children what reading and writing 

can do, name and write letters of the alphabet, hear rhymes/sounds in words, spell 

simple words, recognize and write their own name, learn new words from stories, 

work, and play, and listen to stories for meaning (Roskos & Richgels, 2003).  

Some of the teaching strategies that are recommended by NAEYC to help 

students develop emerging literacy skills are rich teacher talk, storybook reading, 

phonological awareness activities, alphabet activities, support for emergent 

reading and writing, shared book experiences, and integrated, content-focused 

activities (Roskos & Richgels, 2003).  Additional considerations for ELL 

student’s requires that they be explicitly taught the five pillars of reading 

instruction. (Mathes, Pollard-Durodola, Cardenas-Hagen, Linan-Thompson, & 

Vaughn, 2007).    

  



 9  

 
 

The National Reading Panel established that reading remains a 

foundational skill needed for both educational and economic advancement. After 

two years of research Figure 1.2 identifies the following five pillars required for 

effective reading instruction (National Institute of Child Health and Human 

Development, 2000).   

 
Figure 3. Five Pillars of Reading Instruction. 

 

The first pillar identified for reading instruction is phonological 

awareness, which is the ability to separate and identify the sounds within a word 

(Yopp & Yopp, 2009).  Research supports that understanding and application of 

phonological awareness is highly correlated to reading and spelling successes in 

later grades (Yopp & Yopp, 2009).  The second pillar identified for effective 

reading instruction is Phonics, which is “the ability to match the sounds an 

individual hears within language to printed text” (Tracey & Morrow, p. 1, 2009).  

The third pillar identified by the National Reading Council for effective reading 
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instruction is fluency.  In the article Creating Fluent Readers, Timothy Rasinski 

explains that reading fluency is the “ability to develop control over the surface-

level text processing so that he or she can focus on understanding the deeper 

levels of meaning embedded in the text” (p. 46, 2004).   The fourth identified 

pillar to successful reading instruction is vocabulary, which consists of exposure, 

repetition, and practice of unfamiliar and familiar words (National Reading Panel, 

2000).  The fifth and final pillar required for successful reading instruction is 

reading comprehension, which requires a reader to make an “intentional and 

thoughtful interaction” of written text (National Reading Panel, 2000). In order to 

help meet the federal mandate stipulated by No Child Left Behind (NCLB) 

educators of ELL Prekindergarten students need high quality early literacy 

professional development that meets the guidelines establish by NAEYC and the 

National Reading Panel 

In Texas the curriculum requirements for Kindergarten thru 12
th
 grade are 

guided by the Texas Essential Knowledge & Skills, commonly referred to as 

TEKS.  The TEKS provide specific requirements that teachers are required to 

cover within an academic year.  In addition to specific curriculum requirements 

there are state mandates in place to assess progress in Kindergarten thru 12
th
 

grade, which include the Iowa Test of Basic Skills (ITBS) and State Assessment 

of Academic Readiness (STAAR).  Additionally the Texas English Language 

Proficiency Assessment System (TELPAS) is administered annually to English 

Language Learners to assess English language acquisition. Currently teachers in 

Prekindergarten follow curriculum guidelines established by the Texas Education 
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Agency and the University of Texas System.  This document is not a required 

component of curriculum such as the TEKS, but does provide guidance for 

teachers in the profession working with Prekindergarten ELL students. The Texas 

Administrative Code reports that the “goal of English as a second language 

programs, shall be to enable limited English proficient students to become 

competent in the comprehension, speaking, reading, and composition of the 

English language through the use of second language methods” (89 Tex. Admin. 

Code § 89.1201 (c)). In order to help accomplish this goal in Prekindergarten the 

guidelines provide instructional recommendations to consider when working with 

ELL students.  These recommendations include provide a welcoming 

environment that is sensitive to culture; align instruction within ELL classrooms; 

allow participation in supplemental programs; provide a literacy rich environment 

(i.e. word walls, access to culturally relevant books, and English language books); 

teach explicitly and systematically with modeling; allow incidental learning to 

occur; cognitively engaging instruction; differentiate instruction to bridge a 

connection to the children’s lives; expect greatness; use knowledge of the stages 

of language development to guide instruction on language and vocabulary 

development; develop early literacy skills by building upon the child’s level of 

English oral language; provide numerous ways to respond in class; recurrent and 

instant feedback; pacing appropriately; and continually assessing progress (Texas 

Education Agency, 2008).  The Prekindergarten guidelines strongly support that 

in order to support literacy for ELL children teachers must provide instruction in 

word analysis, vocabulary, comprehension, fluency, and writing (Texas Education 
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Agency, 2008).  To help with the transfer of knowledge between languages 

educators should acknowledge what the student already comprehends in their first 

language and facilitates this knowledge into learning the English language (Texas 

Education Agency, 2008). Guidelines expected for all students by the end of 

Prekindergarten are covered in the following academic areas: language and 

communication, emergent literacy reading, emergent literacy writing, math, 

science, social studies, fine arts, physical development, and technology (Texas 

Education Agency, 2008). For purposes of this project the researcher will review 

the expected end of year outcomes in Prekindergarten for phonological awareness 

(Table 1) and alphabetic knowledge (Table 2) as reported by the Texas Education 

Agency (2008).  

Table 1 

Phonological Awareness  

 
Note. © Texas Education Agency.  

By around 48 Months  

Child 
separates 

a normally 
spoken 

four word 
sentence 

into 
individual 

words. 

Child 
combines 
words to 
make a 

compound 
word. 

Child 
deletes a 

word from 
a 

compound 
word. 

Child 
combines 
syllables 

into 
words. 

Child can 
delete a 
syllable 
from a 
word. 

Child can 
produce a 
word that 
rhymes 
with a 
given 
word. 

Child can 
produce a 
word that 

begins 
with the 

same 
sound as a 
given pair 
of words. 

Child 
combines 

onset 
(initial 

consonant 
or 

consonant
s) and 
rime 

(vowel to 
end) to 
form a 
familiar 

one 
syllable 

word with 
pictorial 
support. 

Child 
combines 
onset and 
rime to 
form 

familiar 
one 

syllable 
words 

without 
pictorial 
support. 

Child 
recognizes 
and blends 

two 
phonemes 
into real 
words 
with 

pictorial 
support. 
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Table 2 

Alphabetic Principle  

 
Note. © Texas Education Agency.  

 

Although the Prekindergarten guidelines are a useful tool they do not help 

teachers increase the knowledge needed to develop high quality instruction for 

their students.  Presently research indicates that these teachers are rarely offered 

high quality professional development, which is critically needed to overcome the 

deficits anticipated by these students (Thornton, Crim, & Hawkins, 2009).  And 

although Texas has well-established requirements for highly qualified 

Prekindergarten teachers they are not always equipped to overcome the gaps 

encountered with these students.  Research indicates that ELL students present 

with additional challenges when compared to other students.  These challenges 

include language, curriculum, and cultural differences (Miller & Endo, 2004).   

Prekindergarten can help ELL students gain a valuable advantage, as current 

By around 48 Months of Age 

Child 
names the 
letter her 
first name 

begins 
with. 

Child 
names at 
least 20 

upper and 
at least 20 
lower case 

letters. 

Child 
identifies 
the letter 
associated 
with the 
sound of 
the first 

letters of 
his name. 

Child 
recognizes 
at least 20 

letter 
sounds. 

Child 
produces 

the correct 
sound for 
the first 
letter of 

his name. 

Child 
produces 

the correct 
sounds for 
at least 10 

letters. 
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research supports that children who participate demonstrate an increase in 

cognitive and social development (Barnett, 2008).  Long-term research studies 

support that an increase in social and cognitive development can have an impact 

on educational achievement, higher educational attainment, as well as positive 

social behavior (Barnett, 2008).  Today educator’s can agree that every child has 

the unique ability to learn. Challenges educators consistently face when preparing 

to educate various prekindergarten children is how to effectively and efficiently 

meet the needs of these children.  To help meet the required curriculum 

expectations set by the educational system teacher’s should be provided high 

quality professional development that is specific to the children they encounter 

within their classrooms (Jacquith, Mindich, Wei, & Darling-Hammond, 2011).  

A general consensus among ELL teachers is that struggling ELL students 

“just don’t get it”, or “they simply can’t comprehend the lessons”. ELL teachers 

continue to struggle with allowing their students the opportunity to advance to 

higher levels of academic language, therefore potentially stunting ELL student’s 

academic gains.  According to Szeto (2010), second language learners 

demonstrate difficulty understanding questions in English, but this should not 

hamper their ability to progress to higher levels of thinking.   An obvious gap 

exists between ELL instruction and the cognitive processing of ELL students. It is 

hypothesized that this disparity will continue to exist until ELL teachers are 

provided the high quality professional development needed to lessen this 

educational gap.  Research supports what professional development needs to look 

like, which includes longevity, sustained support (i.e. by principal, other teachers, 
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etc.), professional communities, and joint work that is supported by small class 

sizes and the same conference or planning periods (Darling-Hammond & 

Richardson, 2009).  Research supports that the lack of high quality ELL 

professional development contributes to the lack of teacher content knowledge 

and lack of collaboration between teachers, which contributes to the slow 

academic gains demonstrated by ELL students (He, Prater, & Steed, 2011). And 

without quality professional development ELL instruction will continue to remain 

subpar. To guarantee that ELL teachers are ready to meet the mandates of IDEA 

and NCLB it is necessary that they be offered professional development that 

equips them with the required content knowledge needed to deliver high quality 

instruction to ELL students (Leko & Brownell, 2009).  The continual progression 

of professional development programs is necessary for the advancement of both 

the ELL teachers and the students they teach. This doctoral thesis will help 

establish quality indicators needed for high quality professional development for 

Prekindergarten ELL Reading teachers.  

Need for the Study 

 Agreement in the profession is that professional development programs 

are generally geared for grade-levels that participate in state exams. Professional 

development programs for ELL teachers working with kids aged 3-5 years old are 

failing to provide this subpopulation with the required skills set needed to ensure 

the success of these students (Crim, Hawkins, Thornton, Rosof, Copley, & 

Thomas, 2008).  The disparity in ELL instruction and achievement will remain 

large if professional development does not meet the requirements needed to be 
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effective.  It is hypothesized that this gap exists due to ineffective professional 

development for ELL teachers. Since the ELL population is predicted to grow, it 

is necessary that ELL teachers receive the professional development necessary to 

meet the needs of this specific population thus helping to close the achievement 

gaps, support ELL teachers, and lower ELL dropout rates (Sheng, Sheng, and 

Anderson, 2011).  

Purpose of the Study 

The purpose of this study focused on identifying critical components 

needed for effective professional development of Prekindergarten ELL Early 

Literacy teachers. It was a mixed methods project that evaluated variables that are 

identified as critical for effective professional development.  This study also 

produced a rubric that will help establish a standard for the future evaluation of 

effective ELL professional development modules and an action plan that can be 

used for future training opportunities.  When the rubric was applied to ELL 

professional development should verify if requisite variables were present.  These 

variables are supported by research and should contribute to an ELL teacher’s 

understanding of the rigorous components of curriculum they are held 

accountable for teaching.  These variables ensure that future ELL professional 

development leads to teaching efficacy, as it relates to subject specific content 

knowledge.  The developed rubric was applied to the C3 Coaching module to help 

determine if the modules met the criteria established for ELL prekindergarten 

early literacy teachers.  This review included power points used during the 

training, lesson plans, and any materials list provided by the C3 Coaching Model.          
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Research Questions 

 

1) What quality indicators are identified for effective ELL Professional 

Development for Prekindergarten Early Literacy Teachers? 

2) What impact of Professional Development did teachers who work in early 

intervention classrooms for students classified as ELL report? 

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

to the C3 Coaching project.  Three linked doctoral theses have been generated that 

analyzed the project’s outcomes in similar fashion.  One doctoral thesis 

(Villarreal, 2014) analyzed the 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 the 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, the 

presentation of outcomes, and action plans.  Beyer, Villarreal, 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 the outcomes of the C3 Coaching project from three different perspectives. 

 

 

 

 

 



 18  

 
 

Terms 

The following terms are defined for the purpose of this study: 

1. PEIMS-“The Public Education Information Management System (PEIMS) 

encompasses all data requested and received by TEA about public 

education, including student demographic and academic performance, 

personnel, financial, and organizational information” (Texas Education 

Agency, 2012). 

2. Highly qualified teacher in Texas: 

a. must have obtained full state certification as a special education 

teacher (University or ALT program and have passed the licensing 

exam); 

b. must have not had their certification waived in the past; and  

c. must hold at least a bachelor’s degree.  

(Texas Education Agency, 2012) 

3. AEIS- “The Academic Excellence Indicator System (AEIS) pulls together 

a wide range of information on the performance of students in each school 

and district in Texas every year. This information is put into the annual 

AEIS reports, which are released each fall” (Texas Education Agency, 

2012). 

4. TEA-“The Texas Education Agency provides leadership, guidance, and 

resources to help schools meet the educational needs of all students. 

Located in Austin, Texas, TEA is the administrative unit for primary and 

secondary public education. Under the leadership of the commissioner of 
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education, the agency manages the textbook adoption process, oversees 

development of the statewide curriculum, administers the statewide 

assessment program, administers a data collection system on public school 

students, staff and finances, rates school districts under the statewide 

accountability system, operates research and information programs, 

monitors for compliance with federal guidelines and serves as a fiscal 

agent for the distribution of state and federal funds” (Texas Education 

Agency, 2012). 

5. NCLB- No Child Left Behind, “passed by Congress in 2001, supports 

standards-based education reform. The Act requires states to develop 

assessments in basic skills to be given to all students in certain grades, if 

those states are to receive federal funding for schools. The Act does not 

assert a national achievement standard; standards are set by each 

individual state” (Texas Education Agency, 2012).  

6. ELL-English Language Learner is one who reports their primary language 

other than English (Texas Education Agency, 2012). 
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Chapter II 

Literature Review 

Before a teacher can be beneficial to ELL students he/she must understand 

the underlying process of acquiring academic language.  In 1979, Jim Cummins 

from the University of Toronto helped educators understand the difference and 

expectations between social language and academic language English Language 

Learners take in within their first few years of exposure to a new language 

(Bylund, 2011).  According to Dr. Cummins Basic Interpersonal communication 

skills commonly referred to, as BICS is the social language acquired by an 

individual within two years of exposure.  BICS is not cognitively demanding, as 

concrete social clues exist to help with development (Bylund, 2011). Cognitive 

academic language proficiency, also known as CALP is needed for success in 

school and is cognitively demanding.  CALP generally takes 5-7 years for 

acquisition and is demonstrated by the ability to listen, speak, write, and read 

subject specific content (Bylund, 2011). Understanding the differences between 

BICS and CALPs should be the first step to help educators avoid misconceptions 

when a student appears to be fluent in the second language (Bylund, 2011).  

Removing ELL students from the appropriate language inclusive classroom 

before CALP development occurs can have the following implications; 

inappropriate placement in special education, inappropriate educational 

programming, and lack of exposure to their native language (McLaughlin, 1992).  

As previously reviewed The National Council on Reading has identified five 

pillars for quality reading instruction, which include instruction in Phonemic 
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Awareness, Phonics, Fluency, Vocabulary, and Comprehension. For the purposes 

of this research project time will be spent exploring early literacy concepts for 

ELL students, instructional support for ELL student, and features of quality 

professional development that help support ELL teachers. 

Research supports that one reason early literacy professional development 

remains important is that ELL students who are almost on par with English 

speaking counter parts at younger ages encounter gaps in reading instruction that 

widens as the children get older (Viadero, 2009).  The gap that exists for 

beginning struggling ELL readers will always exists without intervention 

(Viadero, 2009).  Thus without quality instruction these students will never really 

catch up to their monolingual peers (Viadero, 2009). Prekindergarten is the first 

opportunity to nurture and develop these struggling students.  In order to promote 

learning in Prekindergarten these early literacy teachers need quality professional 

development.  

Early Literacy Concepts 

Before explicit instruction in phonological awareness begins, “children 

should have extensive experiences with fun and appealing songs, poems, chants, 

and read-alouds that will allow them to hear and reproduce the sound patterns of 

English” (Irujo, 2007). The English language has 41 phonemes, which when 

combined form syllables and words. Phonemic Awareness is the ability of a 

student to isolate and manipulate the phonemes into spoken words (Antunez, 

2002). Considerations to remember when instructing ELL students on phonemic 

awareness requires the teacher to remember that the student’s native language 
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may not include the same phonemes; students will process phonemes in their 

native language before processing to English; and ELL students respond well to 

meaningful activities (i.e. language games and word walls) (Antunez, 2002). 

When a student is taught how sounds connect to letters and how to apply this in 

written language/spelling they are applying phonics instruction. In order for 

phonics instruction to be effective ELL teachers must explicitly instruct students 

in the relationship between phonemes (sounds) and graphemes (the physical 

representation of the letters and spellings that make the sounds) (Antunez, 2002).  

Research supports that when early literacy skills are developed through explicit 

instruction teachers can expect to see an increase in fluency, vocabulary, and 

comprehension skills in later school years (Antunez, 2002). 

Another study conducted by Mathes et al. (2007) concluded that 

meaningful instruction is required for ELL students to make gains in foundational 

reading skills.  This study provided instructional phonemic awareness guidance to 

professionals working with ELL students who were struggling to read.  Phonemic 

awareness was applied in English and Spanish, but predominately applied more 

for English words.  The researchers stated less emphasis was given to Spanish 

phonemic awareness, because Spanish words are phonemically apparent.  The 

types of activities used were phoneme discrimination and phoneme 

segmentation/blending.  These early activities required children to isolate initial 

sounds or identify the beginning phoneme. Activities after this focused on 

isolating final phonemes, followed by phoneme discrimination used to teach 

children to discriminate consonant and vowel sounds.  The researchers concluded 
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that all students benefited from explicit and systematic instruction.  Other research 

supports that effective ELL instruction should include explicit instruction in 

content domains and highly engaging intensive instruction with low teacher to 

student ratio (Crino, Vaughn, Linan-Thompson, Cardenas-Hagan, Fletcher, & 

Francis, 2009).  One year follow-up revealed that students who had received 

explicit and highly engaging intensive instruction in reading with a low teacher to 

student ratio demonstrated better performance in reading overtime than other 

typical at-risk students who received classroom interventions.  When evaluating 

quality professional development characteristics that research supports 

fundamental for ELL instruction includes explicit, meaningful, and highly 

engaging experiences.  
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Instructional support for ELL student 

 The National Early Literacy Panel has identified six variables that help 

predict success in reading and writing, which include alphabet knowledge, 

phonological awareness, rapid automatic naming of letters and digits, rapid 

naming of objects or colors, writing name/writing, and phonological memory 

(2009).   

 
Figure 4. National Literacy Panel. Six Variables that predict success in reading 

and writing. 

 

The panel also included five other skills that aid literacy development, 

which include concepts about print, print knowledge, reading readiness, oral 

language, and visual processing (2009).  In order to help ELL students make gains 

in early literacy instruction teachers will need to provide instructional supports 

that help these students understand and process the academic language. Research 

has identified the following instructional techniques to assist ELL students 

struggling in reading instruction: concrete gestures and visuals, consistent and 

Alphabet 
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Phonological 
Awarenss  

Rapid Naming-
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repeated routines, and use of repeated phrases, and consistent language (Mathes, 

Pollard-Durodola, Cardenas-Hagan, Linan-Thompson, and Vaughn, 2007).  

Another instructional technique supported by research puts an emphasis on the 

classroom environment.  Teachers can help ELL students build oral language 

skills by exposing their students to language rich environments, explicit 

vocabulary instruction, and building vocabulary in both native language and 

English (Restrepo & Towle-Harmon, 2008). Other research supports that ELL 

students should practice with proficient adults and children who scaffold 

conversations and expand their words to include application of the language 

(Restrepo & Towle-Harmon, 2008). Research also acknowledges that a child’s 

parent(s) are essential to the learning environment (Lopez, 2005).  The 

importance of understanding the background of ELL students is critical, as their 

life at home can and will play a pivotal role in their early literacy development.  

Quality professional development programs should work to incorporate these 

techniques to help ELL students understand and process early literacy instruction. 

Quality Factors of Professional Development  

Garet, Porter, Desimone, Birman, and Yoon (2001) maintain that teachers 

should be immersed in the content covered in professional development. Teachers 

should have the opportunity to develop critical thinking skills associated with the 

task acquired in professional development, as well as the opportunity to 

communicate and disseminate content specific information (Garet et al., 2001). 

When attending professional development the researcher can conclude that the 

teacher is the student.  Putman (2009) states “research has revealed that students 
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need a feeling of control over a situation/activity to promote motivation and, once 

motivated, they demonstrate greater effort and persistence-hallmarks of 

efficacious behavior-in comprehending material presented in the literature they 

choose” (p. 55). To help educators mature and delve deeper into the subjects they 

teach effective content specific professional development is imperative.  As noted 

by Garet et al. (2001): 

…shifting to a more balanced approach to teaching, which places more 

emphasis on understanding subject matter means that teachers must learn 

more about the subjects they teach, and how students learn these subjects. 

The continual deepening of knowledge and skills is an integral part of any 

profession. (p. 916) 

Another quality indicator of professional development is duration (Crim, 

Andrews, Hawkins, Thornton, & Copley, 2007; Darling-Hammond & 

Richardson, 2009). Research supports that professional development spread out 

over 6-12 months demonstrates the greatest effects on academic gains (Darling-

Hammond & Richardson, 2009).  Participants need the opportunity to synthesize, 

practice, and reflect on content acquired in professional development.  No longer 

can the profession support one-day workshops, as research is clear that they do 

not provide any gains on achievement (Darling-Hammond & Richardson, 2009). 

Quality professional development should begin in the months before a school 

year, which generally fall in the summer months.  Participating over the summer 

would allow for the participants to focus only on the professional development, as 

some participants would be less concerned about the day-to-day school functions.  
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Participants may feel more refreshed and willing to encounter professional 

development and how it would help them in their classrooms.    Quality 

professional development also requires the explicit support of the teachers 

involved, as well as administration.  Research supports collaborative professional 

development that encompasses the entire campus, rather than individual teachers 

is more likely to be accepted and integrated into the classroom (Darling-

Hammond & Richardson, 2009). All too often one group unknowingly disregards 

the intent and understanding of the professional development they are currently 

participating in.  This behavior would support that the techniques taught in the 

professional development do not always translate over into the classroom, which 

would be counterintuitive for the participant.  

Additionally Darling-Hammond & Richardson (2009) identified an 

assortment of collaborative professional learning activities that would help 

support professional development implementation, which includes peer 

observations of practice, analysis of student work and data, and study groups.  

Research supports that addressing how teachers learn by allowing active 

participation and practice provides the needed support for collaboration.  

Research supports that “the most useful professional development emphasizes 

active teaching, assessment, observation, and reflection rather than abstract 

discussions” (Darling-Hammond & McLaughlin, 1995).   Professional 

development that includes active participation and practice should help reinforce 

and support the participants understanding, thus allowing for appropriate 

application in the classroom.  Arming educators with collaborative professional 
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development does not only prove beneficial to students, but also leads to high 

motivation and increased teaching efficacy (Darling-Hammond & Richardson, 

2009 & Putman, 2009).   Research states that “sustained, job-embedded, 

collaborative teacher learning strategies” leads to effective professional 

development (Darling-Hammond & Richardson, 2009, p. 49). Participating in 

professional development that includes instructional leaders would help support 

this critical component of professional development.  As it would allow 

participants the opportunity to engage in conversations with instructional leaders 

and help the participant development a deeper understanding of the learning 

objectives established.  Putman (2009) conveys that effective professional 

development should be supported by constant unbiased views to help build and 

support the teacher and his/her understanding of the content, as this leads to 

teacher proficiency.  In addition, Putman (2009) agrees and supports the idea that 

individuals who are provided constant positive feedback and support improve 

their expertise, which has been shown to increase a teacher’s self-efficacy. If 

professional development participants are to help close the gaps anticipated by 

young ELL students then they need professional development that is explicit, 

collaborative, actively engaging, and sustained over a long duration of time.  

Another quality indicator supported by research stipulates that 

professional development should align with state and local content in order for it 

to be effective (Garet et al., 2001; Crim, et al., 2007). Professional development 

that does not connect content to state or local guidelines will not help support the 

participants.  In Texas, educators in public schools are bound by the components 
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outlined by the Prekindergarten Guidelines.  The Prekindergarten Guidelines 

support both the National Reading Panel and The National Early Literacy Panel.    

Quality professional development should adhere to these guidelines to ensure they 

carry over into the classroom.  Early childhood educators need quality 

professional development that aligns with these guidelines, so they can 

successfully implement the acquired content.  The correlation between 

professional development and content guidelines should allow for measurable 

progress, which should be observable through student academic gains. 

Another quality indicator identified in research supports that professional 

development should provide materials and manipulatives relevant to the 

instructional materials.  Research supports that professional development should 

ensure that all participants receive hands on, developmentally appropriate 

materials (Crim et al., 2007).  Teachers notoriously feel like they have to 

personally fund a majority of the manipulatives used at professional development 

trainings.  Participating in professional development that provides all materials 

should help support the participant in their effort to incorporate the content into 

their classroom. Participants are also able to work with the materials at the 

professional development sessions to ensure that they understand how and when 

to incorporate the various components in their classroom, which could help 

eliminate inappropriate instructional use.     
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Chapter III 

 

Method 

 

The Early Childhood C3 Coaching program was funded by the United 

States Department of Education and was 1 of 7 awarded from 114 eligible 

applicants across the United States for that competition.  The C3 Coaching 

Program was a two-year collaborative agreement between the University of 

Houston College of Education and Harris County Department of Education and 

was the 2
nd

 highest amount granted to a recipient by the US Department of 

Education at $2,630,053.  Potential outcomes for Harris County included an 

increased capacity for educators working with young children in poverty, who are 

identified as English Language Learners, and/or who have disabilities; over a 2-

year period, 700+ in-service teachers received professional development from C3 

Coaching Prekindergarten Academies and 34,000 young children impacted in 

Harris County over the period of the grant.  The contents of this project were 

developed under a grant from the US Department of Education. However, those 

contents do not necessarily represent the policy of the Department of Education, 

and the reader should not assume endorsement by the Federal Government. 

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

to the C3 Coaching project.  Three linked doctoral theses have been generated that 

analyzed the project’s outcomes in similar fashion.  One doctoral thesis 

(Villarreal, 2014) analyzed the 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 
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(Harydzak, 2014) analyzed the 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, the 

presentation of outcomes, and action plans.  Beyer, Villarreal, 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 the outcomes of the C3 Coaching project from three different perspectives. 

The C3 Coaching Model stands for Collegial, Cognitive, and 

Collaborative.  The first C of the C3 Coaching Model stands for Collegial.  The 

Collegial goal of the professional development was that teams of teachers with 

varied roles would work collaboratively to become Master Coaches. The second 

C of the C3 Coaching Model stands for Cognitive.  The Cognitive goal was for 

teachers to learn to design and implement research-based instructional strategies 

in literacy, mathematics, and socialization. And the third C of C3 Coaching 

Model stands for Collaborative.  The Collaborative goal aimed to work with Pre-

service and In-service Teachers and Content Experts work to improve outcomes 

for children.  The C3 Coaching Professional development worked to recruit all 

teachers, including PPCD, Bilingual, and Title I working with Prekindergarten 

children. The focus of this study is an analysis of the outcomes of the 

Prekindergarten Summer Academy (Phase I) and the development and pilot of an 

analysis tool to help teachers to determine the quality of professional development 

(Phase II). 
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Phase I  

Participants 

The selection process for participants included the following 

requirements-high needs population, PPCD Program, ELL students, and 

Prekindergarten for ages 3-5. School district partners involved included Houston 

ISD, East District; Northeast District, Humble ISD, Pasadena ISD, Spring ISD, 

Galena Park ISD, Spring Branch ISD, and Aldine ISD. In this study 419 teachers 

met the requirements for participation in the Prekindergarten Summer Academies. 

The focus of this study was to measure the perceived impact the C3 Coaching 

Summer Academies had on teachers who work with English Language Learners. 

In total 92 teachers met the criteria as being English Language Learning Teachers 

and constituted the sample for Phase I of this study.  

Instrument  

The C3 Prekindergarten Summer Academy included measuring teacher 

knowledge acquired within Phase I of the training. Teacher outcomes included the 

perceived impact the training had on teacher knowledge skills and confidence in 

the areas of oral language, emergent literacy, mathematics, and socialization. For 

the purposes of this research project focus was given to the survey sections that 

measured the teacher’s knowledge, skills, and confidence in emergent literacy in 

the areas of phonological awareness and alphabetic principles.  

The survey required participants to identify their school district, title, and 

years experience as a Prekindergarten teacher.  Additionally specific questions 

were given to assess the required components of essential emergent literacy 
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instruction identified by the National Early Literacy Panel, which includes 

phonological awareness, alphabetic principle, book/print awareness, and emergent 

writing.   The language and literacy survey was designed around the 

prekindergarten guidelines, which correlated to the National Early Literacy Panel. 

Thirty-eight questions were rated by having teachers’ designate the levels of 

impact from limited to major. Refer to Appendix A for the Language and Literacy 

Awareness Survey. 

Intervention 

The C3 Coaching Summer Academy Intervention included professional 

development sessions that lasted four consecutive days (Monday to Thursday or 

Tuesday to Friday) and targeted literacy, numeracy, and socialization in the 

prekindergarten classroom.  Teachers attended one of the five sessions that were 

offered throughout the county.  Each participant received a stipend for the four-

day academy attended, as well as classroom supplies, and materials. The 

academies were held in June and July, running from 8:30 to 3:30 pm.   

Procedures  

Phase I – Data Analysis 

Data from the C3 Coaching Summer Academy Awareness Survey were 

inputted into a statistical program (SPSS).  Ten percent of the data entries were 

randomly checked to verify that the information on the survey documents was 

entered correctly.  One hundred percent accuracy in data entry was attained. 

 This research study used items that related to the early literacy concepts of 

alphabetic principle and phonological awareness.  The recorded responses by the 
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ELL teachers were the subject of this analysis.  Initial analysis included 

computing descriptive statistics for the items on the survey.  Specifically, the 

means minimum, and maximum values for each questions were analyzed and 

reported.  Also standard deviations were computed and reported for each 

question.  Next, frequency analyses were computed to help understand the 

distribution of responses for each survey question.  Then graphic representations 

of the items were provided.  The graphical representation allowed for a visual 

analysis depicting the specific areas teacher’s perceived to have the highest or 

lowest impact.  These analyses helped determine the impact of the C3 Coaching 

Prekindergarten Summer Academies on teacher’s knowledge, skills, and 

confidence in the areas of phonological awareness and alphabetic principle. 

 The next phase evaluated the participants who attended the professional 

development.  Archival data from the C3 Coaching Summer Academy revealed 

that the participants had varying years of experience. Therefore the next step of 

the analysis correlated years of experience in teaching with overall impact, which 

led to the creation of a histogram.  The histogram visually details the years of 

experience of all participants.  To evaluate the impact these teacher’s perceived to 

experience descriptive statistics again were applied in the same manner as 

previously described.  The data reported the mean, minimum, maximum values, 

and standard deviations.  Finally, the variables were correlated and a correlation 

matrix was presented.     
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Phase II 

Sample 

The second phase of this study included a document analysis of materials 

prepared for the second phase of the C3 Coaching Summer Academy.  Thorough 

analysis of the initial Awareness Surveys revealed that teachers needed 

professional development that focused on application within the classroom.  

Results from Phase I of the C3 Coaching Summer Academies supported the 

development of the training materials used in Phase II of the C3 Coaching 

Summer Academy.  Training materials were developed to include thematic units 

and environmental print.  Researchers developed a training power point for each 

thematic units and environmental print unit, as well as lesson plans for use within 

the classroom. 

Four documents constituted the sample for this document analysis: 

1. Thematic Training Power Point 

2. Thematic Lesson 

3. Environmental Print Training Power Point 

4. Environmental Print Lesson  

Instrument  

One way to gauge effectiveness of professional development is through 

the use of surveys and rubrics.  These assessment tools allow participants the 

opportunity to provide input anonymously, which may allow for reliable input.  

As participants may not feel the threat of being judged by either positive and/or 

negative ratings, nor would they fear any type of retaliatory consequences for 
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input.  These types of assessment tools should allow a presenter to establish 

learning outcomes and then determine if expected proficiency levels were reached 

(Montgomery, 2000). In the article Instructional Design and Assessment the 

authors postulate that evaluations are essential part of teaching and learning. 

Rahman and Hassani (2011) explain that rubrics are a well-defined set of 

standards used to evaluate expectations for an outcome.  Rubrics provide 

numerous advantages, which include a way to assess weaknesses; explicit 

guidelines for assessment; and an easy and meticulous evaluation of material 

(Rahman & Hassani, 2011).  Hall and Salmon (2003) lay the foundation for 

developing a rubric, which include the following six guidelines: describe an 

exemplary response of all attributes that describe a quality performance, 

brainstorm exemplary qualities, categorize the criteria, select the rubric format 

(i.e. holistic vs. analytic), design the rubric by describing the levels, exemplary to 

poor, and select the scale to be used. Refer to Appendix B for ELL Professional 

Development Rubric. 

Phase II – Data Analysis 

 A document analysis was conducted using a custom-made rubric.  The 

document analysis involved four distinct sources of information.  These are: 

1.  Thematic Training Power Point 

2.  Thematic Lesson 

3.  Environmental Print Training Power Point 

4. Environmental Print Lesson 
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These four documents were created to meet the needs for high quality 

professional development for Prekindergarten teachers.  To determine the quality 

of these documents, a rubric was designed that focused on effective research-

based interventions and essential components of professional development. 

 The document analysis applied the rubric to each of the four documents 

separately.   

 

 

 

 

 

 

 

Figure 5. Checklist for rubric analysis. 

Consequently, four separate rubric analyses were provided to help to determine 

the quality of the professional development materials in early literacy 

components. 

 

 

 

  

Document Early  Literacy Components 

Thematic Training Power Point    

Thematic lesson 

 

  

Environmental Print Training 

Power Point 

 

  

Environmental Print Lesson   
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Chapter IV 

 

Results 

            Phase I of this research was conducted to help determine the level of 

perceived impact on ELL teacher’s skills, knowledge, and content of early 

literacy reading concepts acquired while participating in the C3 Coaching 

Summer Academy. Phase II of this research was conducted by applying a custom-

made rubric developed by the researcher. The rubric was used to measure the 

effectiveness of the materials used during Phase II of the C3 Coaching Summer 

Academy. To help determine the research goals, the researcher chose to review 

the survey instruments used to assess the perceived impact of the C3 Coaching 

Summer Academy. This is a thematic doctoral thesis that focuses on archival 

outcomes related to the C3 Coaching project.  Three linked doctoral theses have 

been generated that analyzed the project’s outcomes in similar fashion.  One 

doctoral thesis (Villarreal, 2014) analyzed the 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 the 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, the presentation of outcomes, and action plans.  Beyer, 

Villarreal, and Harydzak (2014) worked in a team to complete the design and 

implementation of the research analyses.   The three projects can be triangulated 
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to provide a rich picture of the outcomes of the C3 Coaching project from three 

different perspectives. 

Sample  

The original sample consisted of 92 respondents ELL Teachers from the 

C3 Coaching Summer Academy. However one participant’s survey was missing 

from the total responses. Participants were asked to answer a survey questionnaire 

ordered in Likert format. Participants were asked to record the years of experience 

they had in working in Prekindergarten. Figure 5 provides a visual analysis of the 

years of experience for ELL Teachers enrolled in the C3 Coaching Summer 

Academy. Table 3 is a summary of the descriptive results, which include a 

minimum, maximum, mean, and standard deviation.  Data analysis revealed that 

the experience of these ELL teachers ranged from pre-service to more than twenty 

years of experience with the bulk of participants reporting five years or less 

experience in the field. Appendix C provides a summary of the frequencies of 

ELL teachers’ years of experience.      
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Figure 6. C3 Coaching Years of Experience in PK. 

Table 3 

C3 Coaching Awareness Survey Years of Experience  

 

 N Minimum Maximum Mean Std. Deviation 

Years of experience in PK 

teaching 
91 .00 21.00 4.8681 4.89548 

Valid N (listwise) 91     

 

Instrument  

The instrument used for this data analysis phase included the C3 Coaching 

Summer Academy Awareness Survey.  This instrument was given to participants 

directly following the professional development.  This instrument measured the 

perceived impact participants experienced from participating in the C3 Coaching 

Summer Academy.  For the purposes of this research project data analysis will 

only be analyzed from participants identified as ELL teachers.  The results from 

this survey are archival data, as this information was originally composed at the 
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conclusion of the C3 Coaching Summer Academy.  The scale below was used to 

interpret the total responses of all ELL teachers for every survey question: 

Range                                                Interpretation 

4.01-5.00                                          Major Impact  

3.01 – 4.00                                         

2.01 – 3.00                                         

1.01 – 2.00                                         

0.00 – 1.00                                      Limited Impact  

 

Method of Analysis  

 The survey results were calculated using the Statistical Package for the 

Social Science, SPSS.  Responses obtained from the participants were entered 

from the archived data provided by the C3 Coaching Summer Academy 

Awareness Survey.  To ensure accuracy of data entered into the SPSS program, 

ten percent of the entries were randomly checked. Analysis reviewed that one-

hundred percent of entries entered were accurate.   For the purposes of this 

research project data analysis focused on ELL teachers’ perceived level of impact 

on their skills, knowledge, and confidence in teaching the early literacy skills of 

alphabetic principle and phonological awareness.  
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Results of the Survey-Alphabetic Principle 

Table 4 is a summary of the results from the C3 Summer Academy 

Awareness Survey of Alphabetic Principles. The table provides a summary of the 

minimum, maximum, and mean of all responses recorded by ELL Teachers. 

Additionally, standard deviations were calculated for each recorded response.  As 

previously mentioned each question was assessed using a Likert Scale.  
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Table 4 

 

Impact on Alphabetic Principle of Teachers who Support English Language 

Learners  

 

 

 N Minimum Maximum Mean Std. Deviation 

. . increased my knowledge about 

what the alphabetic principle means. 
92 1.00 5.00 3.6413 1.05436 

. . increased my knowledge of the 

link between the alphabetic principle 

and learning to read. 

92 1.00 5.00 3.6522 1.04234 

. . increased my skills so that I can 

help students to understand the 

systematic relationship between 

letters/words and speech sounds. 

92 1.00 5.00 3.7174 .97582 

. . learned a variety of activities that 

help students to improve their skills 

in linking letters/words with speech 

sounds. 

92 1.00 5.00 3.9565 1.00453 

. . learned how to create new 

activities that help students to 

improve their skills in linking 

letters/words with speech sounds. 

92 1.00 5.00 4.0326 1.04251 

. . acquired the skills to work with 

my students to improve their skills in 

linking letters/words with speech 

sounds. 

92 1.00 5.00 3.8370 1.01934 

. . acquired the skills to assess a 

student's letter/word sound 

correspondence. 

92 1.00 5.00 3.6413 1.08518 

. . acquired the skills to remediate 

letter/word sound correspondence 

problems using individualized 

instruction. 

92 1.00 5.00 3.5435 1.05261 

Valid N (listwise) 92     
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Visual analysis reveals that all questions asked received a mean score that 

was at or above 3.5, which indicates that ELL teachers professed there was a 

substantial impact on their skills, knowledge, and confidence in the area of 

alphabetic principle.  The highest mean score provides support that ELL teachers 

felt like their skills, knowledge, and confidence in creating new activities to help 

students to improve their skills in linking letters/words with speech sounds was 

substantially impacted.  Additionally there was at least one maximum and one 

minimum score provided by participants for each question. This data suggest that 

at least one teacher felt like the professional development had maximum impact, 

while at least one other teacher felt as if there was minimal impact. Figure 7 thru 

14 are histograms that provide visual analysis of score distribution of ELL teacher 

responses. Frequency tables are provided in Appendix D, which show the 

distribution of responses, collected using the C3 Summer Academy Awareness 

Survey.   
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Figure 7. Teacher Score Distribution on Alphabetic Principle Survey. 

 

Figure 8. Teacher Score Distribution on Alphabetic Principle Survey. 
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Figure 9. Teacher Score Distribution on Alphabetic Principle Survey. 

 

 

Figure 10. Teacher Score Distribution on Alphabetic Principle Survey. 
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Figure 11. Teacher Score Distribution on Alphabetic Principle Survey. 

 

 

Figure 12. Teacher Score Distribution on Alphabetic Principle Survey. 
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Figure 13. Teacher Score Distribution on Alphabetic Principle Survey. 

 

Figure 14. Teacher Score Distribution on Alphabetic Principle Survey. 
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These Alphabetic Principle graphical representations help relay the 

significance of the perceived impact the C3 Coaching Summer Academy had on 

teachers’ skills, knowledge, and confidence. The graphs reveal that teacher’s 

perceived the largest gain received from the professional development dealt with 

the newly acquired activities that would help facilitate a link between letter 

sounds/words and speech sounds.  The next largest perceived gain dealt with 

acquiring the skills set needed to facilitate instruction between letter sounds/words 

and speech sounds.  The data suggests that most participants were lacking in 

understanding the connection between alphabetic principle and speech sounds.  

This lack of understanding would explain the significant impact the C3 Coaching 

Summer Academy had on the teachers’ knowledge of the alphabetic principle and 

the connection to reading.   

Results of the Survey-Phonological Awareness  

Table 5 below is a summary of the results from the C3 Summer Academy 

Awareness Survey of Phonological awareness. The table provides a summary of 

the minimum, maximum, and mean of all responses recorded by ELL Teachers. 

Additionally standard deviations were calculated for each recorded response. The 

Likert Scale previously reviewed was applied with the same given weight.  
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Table 5 

C3 Summer Academy Awareness Survey of Phonological Awareness Results  

 

 N Minimum Maximum Mean Std. Deviation 

. . increased my knowledge 

about what phonological 

awareness means. 

92 1.00 5.00 3.6196 1.03608 

. . increased my knowledge of 

the link between phonological 

awareness and learning to read. 

92 1.00 5.00 3.6848 1.05798 

. . increased my skills so that I 

can help students to isolate 

speech sounds. 

92 1.00 5.00 3.3696 1.07639 

. . increased my skills so that I 

can help students to become 

more aware of rhymes, syllables 

in words, and words in 

sentences. 

92 1.00 5.00 3.7500 .96789 

. . learned a variety of activities 

that help students to improve 

their phonological awareness 

skills. 

92 1.00 5.00 3.9239 1.01887 

. . learned how to create new 

activities that help students to 

improve their phonological 

awareness skills. 

92 1.00 5.00 4.0109 1.02168 

. . acquired the skills to work 

with my students to improve 

their phonological awareness 

skills. 

92 1.00 5.00 3.8152 1.05798 

. . acquired the skills to assess a 

student's phonological 

awareness in my class. 

92 1.00 5.00 3.5217 1.03221 

. . acquired the skills to 

remediate phonological 

awareness problems using 

individualized instruction. 

92 1.00 5.00 3.4457 1.09308 

Valid N (listwise) 92     
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Visual analysis reveals that all but one questions received a mean score 

that was at or above 3.5, which indicates that ELL teachers professed there was a 

substantial impact on their skills, knowledge, and confidence in the area of 

phonological awareness.  The highest mean score provides support that ELL 

teachers felt like their skills, knowledge, and confidence in learning how to create 

new activities that help students to improve their phonological awareness skills 

was majorly impacted.  Additionally there was at least one maximum and one 

minimum score provided by participants. This data suggest that at least one 

teacher felt like the professional development had maximum impact, while at least 

one other teacher felt as if there was minimal impact. Figure 15 thru 23 are 

histograms that provide visual analysis of score distribution of ELL teacher 

responses. Frequency tables are provided in Appendix E, which shows the 

distribution of responses, collected using the C3 Coaching Summer Academy 

Awareness Survey.   

 

Figure 15. Teacher Score Distribution on Phonological Awareness Survey. 
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Figure 16. Teacher Score Distribution on Phonological Awareness Survey. 

 

 

Figure 17. Teacher Score Distribution on Phonological Awareness Survey. 
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Figure 18. Teacher Score Distribution on Phonological Awareness Survey. 

 

 

Figure 19. Teacher Score Distribution on Phonological Awareness Survey. 
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Figure 20. Teacher Score Distribution on Phonological Awareness Survey. 

 

Figure 21. Teacher Score Distribution on Phonological Awareness Survey. 
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Figure 22. Teacher Score Distribution on Phonological Awareness Survey. 

 

Figure 23. Teacher Score Distribution on Phonological Awareness Survey. 

The Phonological Awareness graphical representations relay the 

significance of the perceived impact the C3 Coaching Summer Academy had on 

teachers’ skills, knowledge, and confidence. The graphs reveal that teacher’s 
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perceived the largest gain received from the professional development dealt with 

learning new activities that would help facilitate an understanding of phonological 

awareness.  The next largest perceived gain dealt with acquiring the skill set 

needed to develop activities to promote an understanding phonological awareness.  

The data suggests that most participants were lacking in understanding the 

connection between phonological awareness and reading.  This lack of 

understanding would explain the significant perceived impact the C3 Coaching 

Summer Academy had in the area of phonological awareness.  

Self-Perceived Impact on Confidence in Emergent Literacy  

 The perceptions expressed by teachers in the areas of emergent literacy in 

the areas of phonological awareness and alphabetic principle were rated high.  

Review of the results and distributions reveal that the professional development 

had a major impact on a preponderance of the teachers that participated in the 

professional development.  Based on the data presented the C3 Coaching Summer 

Academy was needed for these early literacy professionals, as there was a 

perceived positive impact in their overall skills, knowledge, and confidence.  

Table 6 demonstrates the confidence reported by teachers in the areas of 

phonological awareness and alphabetic principle.   
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Table 6 

Confidence reported by teachers in the areas of phonological awareness and 

alphabetic principle 

Descriptive Statistics 

 N Minimum Maximum Mean Std. Deviation 

How confident are you in 

teaching Phonological 

Awareness? 

92 3.00 5.00 4.4022 .61232 

How confident are you in 

teaching The Alphabetic 

Principle? 

92 2.00 5.00 4.2391 .66909 

Valid N (listwise) 92     

The mean impact on confidence levels of the participants was 4.4 in 

phonological awareness and 4.2 in alphabetic principle. This data supports that 

the C3 Coaching Summer Academy had a major impact on teachers’ perceived 

confidence levels in both areas.  The data indicates that a least one participant 

perceived that the professional development had minimal impact on their 

confidence levels in both phonological awareness and alphabetic principle.  

Additionally the data indicates that at least one participant perceived that the 

professional development had a major impact on their confidence levels in both 

areas.   

Correlation of Self-Perceived Impact and Years of Experience  

Based on the data presented the C3 Coaching Summer Academy was 

needed for these early literacy professionals, as there was a perceived positive 

impact in their overall skills, knowledge, and confidence.  Table 7 demonstrates 
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the correlation between years of experience and perceived impact in the areas of 

phonological awareness and alphabetic principle.  

Table 7 

Correlation between years of experience and perceived impact in the areas of 

phonological awareness and alphabetic principle 

 

Years of 

experience in 

PK teaching 

mean response to 

phonological 

responses 

mean 

response to 

alphabetic 

principle 

responses 

Years of experience in PK teaching Pearson Correlation 1 -.108 -.199 

Sig. (2-tailed)  .307 .059 

N 91 91 91 

mean response to phonological 

responses 

Pearson Correlation -.108 1 .808
**
 

Sig. (2-tailed) .307  .000 

N 91 92 92 

mean response to alphabetic 

responses 

Pearson Correlation -.199 .808
**
 1 

Sig. (2-tailed) .059 .000  

N 91 92 92 

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

The perceptions expressed by teachers in the areas of emergent literacy in 

the areas of phonological awareness and alphabetic principle were rated high.  

Review of the results and distributions reveal that the professional development 

had a major impact on a preponderance of the teachers that participated in the 

professional development.  There were no significant relations for years of 

experience and each of the two outcome measures.  Both correlations were 

negative, as teachers with more years of experience were somewhat less impacted 

by the training.  However, the correlation is not significant.  There was, however, 

a positive and significant relation between the two outcome variables.  



 59  

 
 

Specifically, the impact of training in phonological awareness was strongly 

related to the impact on alphabetic principle. Based on the data it is clear that both 

were needed. 

Phase II-Document Analysis 

The second phase of this research project included a document analysis of 

the C3 Coaching Summer Academy materials.  The four documents reviewed 

were developed for use during the second phase of the C3 Coaching Summer 

Academy.  These four documents were individually rated using the research-

based rubric developed by the researcher.  The scale below was used to interpret 

quality of the professional development documents: 

Range                                                Interpretation 

19.00-24.00                                          Highly Efficient  

13.00–18.00                                         Efficient 

9.00 – 12.00                                         Emergent  

4.00 – 8.00                                    Ineffective   
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The rubric addressed six areas that are deemed crucial by the literature for 

quality professional development of early literacy ELL teachers. The literature 

review supported the following six areas needed for quality early literacy ELL 

professional development: 

1) Professional Development contributed to the skills, knowledge, and 

confidence to teach and implement quality emergent literacy lessons; 

2) Professional Development included opportunities for Collaborative/Active 

Learning; 

3) Professional Development had sustained Duration; 

4)  Professional Development included Research-Based ELL instructional 

strategies (i.e. concrete gestures/visuals, consistent/repeated routines, use 

of repeated phrases, & consistent language); 

5) The professional development provided lessons that connected to the state 

guidelines for Pre-k; and 

6) Developmentally appropriate materials were provided for use in the 

classroom. 

The four distinct sources of information used for the custom-rubric analysis 

included the following: 

1.  Thematic Training Power Point 

2.  Thematic Lesson 

3.  Environmental Print Training Power Point 

4. Environmental Print Lesson 
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Table 8 

 Thematic Power Point Rubric     

Table 9 

Factors of 

Quality 

Professional 

Development  

1-Ineffective    2-Emergent  3-Efficient   4-Highly Efficient  Raw Score  

The professional 

development 

contributed to 

the skills, 

knowledge, and 

confidence to 

teach and 

implement 

quality emergent 

literacy lessons 

Professional 

Development 

provided no 

evidence of 

increase in 

skills,  

knowledge, and 

confidence -

Novice    

Professional 

Development 

provided a 

modest 

increase in 

skills,  

knowledge, and 

confidence -

Beginner   

Professional 

Development 

provided 

substantial  

increase in 

skills,  

knowledge, and 

confidence -

Proficient    

Professional 

Development 

provided extensive  

increase in skills,  

knowledge, and 

confidence -Expert    

3 

The professional 

development 

included 

Collaborative/Ac

tive Learning  

Professional 

Development 

provided 0 

opportunities for 

Collaborative/Ac

tive Learning 

Professional 

Development 

provided 1 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 2 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 3 or more 

opportunities for 

Collaborative/Active 

Learning 

3 

The professional 

development has 

sustained 

Duration   

Professional 

Development is 

a One-Day 

Workshop  

Professional 

Development is 

2 to 3 days in 

length  

Professional 

Development is 

4 to 5 days in 

length  

Professional 

Development is 6 

days or longer   

3 

The professional 

development 

included 

Research-Based 

ELL 

instructional 

strategies (i.e. 

concrete 

gestures/visuals, 

consistent/repeat

ed routines, use 

of repeated 

phrases, & 

consistent 

language) 

Professional 

Development 

covered 0 ELL 

Instructional 

Strategies  

Professional 

Development 

covered 1-2 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 3-4 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 5 or more  

ELL Instructional 

Strategies 

4 

The professional 

development 

provided lessons 

that connected to 

the state 

guidelines for 

Pre-k 

Professional 

Development 

provided no 

connections to 

Pre-k Guidelines 

Professional 

Development 

referenced 1-2 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

referenced 3-4 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

provided a direct  

connection to Pre-k 

Guidelines 

4 

The professional 

development 

provided 

materials for use 

in the classroom  

Professional 

Development 

materials were 

not provided at 

all  

Professional 

Development   

materials were 

given for no 

more than one 

lesson  

Professional 

Development  

materials were 

given for 2-3 

lessons covered  

Professional 

Development  

materials were given 

for all 4 lessons 

covered 

4 

                                                                                                                                                                                                                                                                                                               

Total  

      21                                                                                                             
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 Thematic Lesson Rubric   

 

 

Factors of 

Quality 

Professional 

Development  

1-Ineffective    2-Emergent  3-Efficient   4-Highly Efficient  Raw Score  

The professional 

development 

contributed to 

the skills, 

knowledge, and 

confidence to 

teach and 

implement 

quality emergent 

literacy lessons 

Professional 

Development 

provided no 

evidence of 

increase in 

skills,  

knowledge, and 

confidence -

Novice    

Professional 

Development 

provided a 

modest 

increase in 

skills,  

knowledge, and 

confidence -

Beginner   

Professional 

Development 

provided 

substantial  

increase in 

skills,  

knowledge, and 

confidence -

Proficient    

Professional 

Development 

provided extensive  

increase in skills,  

knowledge, and 

confidence -Expert    

4 

The professional 

development 

included 

Collaborative/Ac

tive Learning  

Professional 

Development 

provided 0 

opportunities for 

Collaborative/Ac

tive Learning 

Professional 

Development 

provided 1 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 2 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 3 or more 

opportunities for 

Collaborative/Active 

Learning 

4 

The professional 

development has 

sustained 

Duration   

Professional 

Development is 

a One-Day 

Workshop  

Professional 

Development is 

2 to 3 days in 

length  

Professional 

Development is 

4 to 5 days in 

length  

Professional 

Development is 6 

days or longer   

3 

The professional 

development 

included 

Research-Based 

ELL 

instructional 

strategies (i.e. 

concrete 

gestures/visuals, 

consistent/repeat

ed routines, use 

of repeated 

phrases, & 

consistent 

language) 

Professional 

Development 

covered 0 ELL 

Instructional 

Strategies  

Professional 

Development 

covered 1-2 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 3-4 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 5 or more  

ELL Instructional 

Strategies 

4 

The professional 

development 

provided lessons 

that connected to 

the state 

guidelines for 

Pre-k 

Professional 

Development 

provided no 

connections to 

Pre-k Guidelines 

Professional 

Development 

referenced 1-2 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

referenced 3-4 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

provided a direct  

connection to Pre-k 

Guidelines 

4 

The professional 

development 

provided 

materials for use 

in the classroom  

Professional 

Development 

materials were 

not provided at 

all  

Professional 

Development   

materials were 

given for no 

more than one 

lesson  

Professional 

Development  

materials were 

given for 2-3 

lessons covered  

Professional 

Development  

materials were given 

for all 4 lessons 

covered 

4 

                                                                                                                                                                                                                                                                                                               

Total  

       23                                                                                                            



 63  

 
 

Table 10 

Environmental Print Power Point Rubric  

 

Factors of 

Quality 

Professional 

Development  

1-Ineffective    2-Emergent  3-Efficient   4-Highly Efficient  Raw Score  

The professional 

development 

contributed to 

the skills, 

knowledge, and 

confidence to 

teach and 

implement 

quality emergent 

literacy lessons 

Professional 

Development 

provided no 

evidence of 

increase in 

skills,  

knowledge, and 

confidence -

Novice    

Professional 

Development 

provided a 

modest 

increase in 

skills,  

knowledge, and 

confidence -

Beginner   

Professional 

Development 

provided 

substantial  

increase in 

skills,  

knowledge, and 

confidence -

Proficient    

Professional 

Development 

provided extensive  

increase in skills,  

knowledge, and 

confidence -Expert    

3 

The professional 

development 

included 

Collaborative/Ac

tive Learning  

Professional 

Development 

provided 0 

opportunities for 

Collaborative/Ac

tive Learning 

Professional 

Development 

provided 1 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 2 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 3 or more 

opportunities for 

Collaborative/Active 

Learning 

3 

The professional 

development has 

sustained 

Duration   

Professional 

Development is 

a One-Day 

Workshop  

Professional 

Development is 

2 to 3 days in 

length  

Professional 

Development is 

4 to 5 days in 

length  

Professional 

Development is 6 

days or longer   

3 

The professional 

development 

included 

Research-Based 

ELL 

instructional 

strategies (i.e. 

concrete 

gestures/visuals, 

consistent/repeat

ed routines, use 

of repeated 

phrases, & 

consistent 

language) 

Professional 

Development 

covered 0 ELL 

Instructional 

Strategies  

Professional 

Development 

covered 1-2 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 3-4 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 5 or more  

ELL Instructional 

Strategies 

4 

The professional 

development 

provided lessons 

that connected to 

the state 

guidelines for 

Pre-k 

Professional 

Development 

provided no 

connections to 

Pre-k Guidelines 

Professional 

Development 

referenced 1-2 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

referenced 3-4 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

provided a direct  

connection to Pre-k 

Guidelines 

4 

The professional 

development 

provided 

materials for use 

in the classroom  

Professional 

Development 

materials were 

not provided at 

all  

Professional 

Development   

materials were 

given for no 

more than one 

lesson  

Professional 

Development  

materials were 

given for 2-3 

lessons covered  

Professional 

Development  

materials were given 

for all 4 lessons 

covered 

4 

                                                                                                                                                                                                                                                                                                               

Total  

        21                                                                                                           
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Table 11 

 

Environmental Print Lesson Rubric  

Factors of 

Quality 

Professional 

Development  

1-Ineffective    2-Emergent  3-Efficient   4-Highly Efficient  Raw Score  

Domain I: 

The professional 

development 

contributed to 

the skills, 

knowledge, and 

confidence to 

teach and 

implement 

quality emergent 

literacy lessons 

Professional 

Development 

provided no 

evidence of 

increase in 

skills,  

knowledge, and 

confidence -

Novice    

Professional 

Development 

provided a 

modest 

increase in 

skills,  

knowledge, and 

confidence -

Beginner   

Professional 

Development 

provided 

substantial  

increase in 

skills,  

knowledge, and 

confidence -

Proficient    

Professional 

Development 

provided extensive  

increase in skills,  

knowledge, and 

confidence -Expert    

4 

Domain II: 

The professional 

development 

included 

Collaborative/Ac

tive Learning  

Professional 

Development 

provided 0 

opportunities for 

Collaborative/Ac

tive Learning 

Professional 

Development 

provided 1 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 2 

opportunities 

for 

Collaborative/

Active 

Learning 

Professional 

Development 

provided 3 or more 

opportunities for 

Collaborative/Active 

Learning 

4 

Domain III: 

The professional 

development has 

sustained 

Duration   

Professional 

Development is 

a One-Day 

Workshop  

Professional 

Development is 

2 to 3 days in 

length  

Professional 

Development is 

4 to 5 days in 

length  

Professional 

Development is 6 

days or longer   

3 

Domain IV: 

The professional 

development 

included 

Research-Based 

ELL 

instructional 

strategies (i.e. 

concrete 

gestures/visuals, 

consistent/repeat

ed routines, use 

of repeated 

phrases, & 

consistent 

language) 

Professional 

Development 

covered 0 ELL 

Instructional 

Strategies  

Professional 

Development 

covered 1-2 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 3-4 

ELL 

Instructional 

Strategies 

Professional 

Development 

covered 5 or more  

ELL Instructional 

Strategies 

4 

Domain V: 

The professional 

development 

provided lessons 

that connected to 

the state 

guidelines for 

Pre-k 

Professional 

Development 

provided no 

connections to 

Pre-k Guidelines 

Professional 

Development 

referenced 1-2 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

referenced 3-4 

connections to 

Pre-k 

Guidelines 

Professional 

Development 

provided a direct  

connection to Pre-k 

Guidelines 

4 

Domain VI: 

The professional 

development 

provided 

materials for use 

in the classroom  

Professional 

Development 

materials were 

not provided at 

all  

Professional 

Development   

materials were 

given for no 

more than one 

lesson  

Professional 

Development  

materials were 

given for 2-3 

lessons covered  

Professional 

Development  

materials were given 

for all 4 lessons 

covered 

4 

                                                                                                                                                                                                                                                                                                               

Total  

     23                                                                                                              
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Originally the intention was to apply the research based rubric to the four 

documents for analysis individually.  Upon completion of the rubric analysis it 

became clear that cohesion of the corresponding power point and lesson plans was 

needed.  The results indicate that lesson plans should be the primary means of 

learning, with the power point used as a guide to facilitate learning. Overall all of 

the materials used were rated in the highly efficient range, which supports the 

professional development was of high quality.  All four materials that were rated 

received a raw score of three in Domain III, which evaluated the length of the 

professional development. All four materials that were rated for this research 

project were implemented during four day training sessions, thus requiring a score 

of three.  Additional analysis reveals that both the thematic power point and 

environmental print power point both received ratings of 21.  Both power points 

received a rating of three in two additional domains assessed by the rubric.  These 

areas were Domain I and Domain II, which evaluated the contribution to the 

skills, knowledge, and confidence to teach and implement quality emergent 

literacy lessons and opportunities for collaborative/active learning. 
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Chapter V 

Discussion 

Overall, the purpose of this study was to determine the perceived impact 

from the C3 Summer Coaching Academy on teachers’ skills, knowledge, and 

confidence in the area of phonological awareness and alphabetic principle. Phase I 

of this research used archival data from the C3 Coaching Summer Academy 

Awareness Survey.  The data helped determine the level of perceived impact on 

ELL teacher’s skills, knowledge, and content in the early literacy reading 

concepts of alphabetic principle and phonological awareness.  Using SPSS the 

researcher was able to calculate the mean, median, maximum, and standard 

deviations for each question on the C3 Coaching Summer Academy Awareness 

Survey. In addition correlations between years of experience and professional 

development impact were measured for both phonological awareness and 

alphabetic principle.  During Phase II of this research project a custom-made 

rubric was developed by the researcher. The rubric measured the quality of 

instructional materials used during the C3 Coaching Summer Academy.  The 

quality factors identified in the custom rubric were supported by research, as 

outlined in the literature review.   

For the purposes of this research project, Phase I analyzed the results from 

the C3 Coaching Summer Academy Awareness Survey.  The Awareness Survey 

asked questions that assessed perceived skills, knowledge, and confidence in 

phonological awareness and alphabetic principle. The results revealed that 



 67  

 
 

participants perceived a major impact on their overall skills, knowledge, and 

confidence in both areas. Based on the data collected it is evident that the 

teacher’s needed exposure to the foundational concepts related to alphabetic 

principle and phonological awareness as it related to reading. The National Early 

Literacy Panel supports that both alphabetic principle and phonological awareness 

help students achieve academic success in reading (2008). This data supports that 

allowing teachers the opportunity to participate in quality early literacy 

professional development is beneficial to all parties involved.   

The data also supports that both the alphabetic principle and phonological 

awareness activities completed during the C3 Summer Coaching Academy 

contributed significantly to the teachers’ skills, knowledge, and confidence.  This 

supports that the activities associated with both alphabetic principle and 

phonological awareness added value to their teaching repertoire.  And in support 

on this information it is can be concluded that teachers appreciate and value 

activities that help support their lessons.   The data not only supports that this type 

of professional development is needed, but it can be done and the participants 

needed and valued the experienced.   

The second phase of this research project worked to evaluate instructional 

material from the C3 Coaching Summer Academy. Research supports that quality 

professional development should be content specific, sustained duration, 

collaborative/active, align with state/local guidelines, and provide 

developmentally appropriate manipulatives (Crim, et al., 2007; Darling-
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Hammond, et al., 2009; Darling-Hammond, et al., 1995; Putman, 2009, & Garet, 

et al., 2001).    The rubric was applied to the following four instructional materials 

used during the C3 Coaching Summer Academy: 

1. Thematic Training Power Point 

2.  Thematic Lesson 

3.  Environmental Print Training Power Point 

4. Environmental Print Lesson 

The results revealed that the power points should be assessed in 

conjunctions with the lesson plans.  The rubric analysis revealed that the power 

points should not be used individually for professional development purposes, as 

the gaps in information may not provide educators with the depth of knowledge 

needed for true understanding. Using both the power point and corresponding 

lesson plans together would have yielded top rated raw score in each domain of 

the rubric.   

 In conclusion, based on the data presented it is clear that teachers need 

active participation in order for professional development to be effective.  The 

data presented clearly demonstrates that teachers perceived the greatest skill 

impacted during the C3 Summer Coaching Academy was in the category that 

measured active participation.  The teachers’ perceived that learning how to create 

new activities to help students improve their skills in alphabetic and phonological 

awareness was the most successful component of the professional development.  
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This information undoubtedly should play a major role in future professional 

development models.   

Limitations  

 Although this study provides a platform for the development of future 

quality professional development programs there are limitations to the current 

research project to consider. The first limitation encountered in this research 

project includes the use of archival data.  When using archival data it is important 

to acknowledge that there is no control over the methodology that was used to 

collect the data.  Archival is considered secondary information and reliability of 

the original data should be taken into consideration.  Another limitation 

encountered in the current research project is the sample size.  The study 

participants in the C3 Coaching Summer Academy were limited to include only 

participants that lived in one geographic area and worked with kids aged 3-5.  

This limitation could potentially affect the ability to apply the results to other 

educators in the K-12 education system.          

Action Plan  

In order to promote healthy, meaningful, and quality professional 

development for future educators the researcher developed an action plan.  Based 

on the data presented the researcher developed this action plan should be regarded 

for use in future professional development preparation.  This plan includes 

strategies that should be consulted when developing professional development for 
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educators. This Professional Development Action Plan would be ideal for ELL 

Literacy Instruction for Prekindergarten participants. 

Participants  

 The targeted audience is Early Childhood Reading teachers who work 

with English as Second Language (ELL)/Bilingual students.  Ideally the 

participants currently work with children aged 3-5 years old and be employed by 

a public school Prekindergarten program, PPCD program, Childcare/Head Start 

program, as well as work directly with ELL/Bilingual children in low income 

areas.  Additionally the participants would have some level of formal education 

for working with young ELL/Bilingual children, such as certification in Early 

Childhood Education, Bilingual/ELL Education, etc.  Due to the composition of 

Houston, Texas the training would be offered locally to help teachers address the 

ELL/Bilingual students they serve within their classrooms.  In order to assess 

current grade levels taught, level of education, current certification, years of 

experience, level of knowledge in reading, and knowledge of ELL Reading 

instruction participants will be emailed a survey that would be completed prior to 

their arrival.  To check-in at the professional development they will have to 

submit their completed survey.  

Timeline for Professional Development  

The professional development will be maintained over the course of a 

school year, with the first session meeting in early July and the last session 

occurring at the end of June.  Large group professional development will occur 

monthly, which will fall on the 1
st
 Thursday every month.  To help support 
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participants involvement the professional development will establish learning 

communities.  These learning communities will help provide interim support 

between monthly meetings.  These small cohorts (i.e. no more than six 

participants and one instructional leader) will meet the 3
rd

 Thursday each month.   

Week 1 and 3:  Whole Group Professional Development & Small Group 

Meetings    

Since participants will come from various districts around Houston the 

first whole group professional development will be spent getting to know the 

participants and the knowledge they have prior to participating in the professional 

development.  One way to engage participants when beginning professional 

development is to begin with humor. According to Tate beginning a presentation 

with humor allows the participants to shift into a more welcoming and positive 

environment, which will encourage creativity and allow for a more memorable 

experience (2012).  Following the opening the presenter should explain the model 

that will be used to participate in the professional development.  One example of 

this would include giving participates a colored folder at check-in.  The presenter 

would explain that every participant would be group according to the folder given 

at check-in (i.e. blue, red, green, yellow, and purple).  The presenter would then 

point out the location of the colors and inform the participants that music would 

begin to play.  During this time all participants would move to their designated 

color for further instruction.  Once the participants were in their new groups they 

would immediately be required to work together to answer a single question 

within a given time frame “what skills are needed to teach a student to read?” 
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Tate states that movement is necessary for the adult brain, as this will increase 

procedural or muscle memory (2012).  Once the designated time has expired the 

participants will be given the opportunity to speak about their groups identified.   

Research shows that when individuals are given an opportunity to identify what 

they already know they will be more inclined to participate in what they need to 

learn (Ogle, 2009). The presenter would then record the Know on a graphic 

organizer referred to as the KWL chart.  Tate states that graphic organizers 

increase the chances that information will be embedded in memory (2012).  The 

presenter would then supplement the professional development with lecture.  This 

time would be spent addressing schedule, learning objectives, and outcomes.  The 

presenter would then provide a current copy of the Texas Prekindergarten 

Guidelines, as this state document is currently guiding Prekindergarten. The 

presenter will then review the Section iii (pgs. 9-12) of the Prekindergarten 

Guidelines.  This information will be reviewed with a concept map, as visuals are 

an important tool that can be easily implemented by ELL teachers (Tate, 2012).  

Allowing the teachers the opportunity to visually process information is another 

strategy useful during large group professional development. 

During the first small group meeting participates would engage in 

additional activities that would be designed to encouraged participation and help 

participates ‘buy into’ the professional development.  After introduction activities 

are completed the instructional leaders assigned to the small group would share 

their experiences working with ELL children and how their experiences have 

helped shaped their interactions within the classroom.  The instructional leaders 
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will be chosen based on experiences with curriculum, motivation, and direct work 

with ELL students.  Additional time spent in the small group learning 

communities will be spent answering the Prekindergarten Section iii (pgs. 9-12) 

questions.  Also instructional leaders would be available to clarify 

questions/concerns members may have had lingering from the whole group 

professional development.            

Strategies Applied: 

1. Humor-When humor is applied appropriately people are more 

cohesive, respond positively to material presented, are relaxed, and 

have higher students outcomes (Weimer, 2013).    

2. Music & Movement: Learners who physically engage in learning are 

more likely to retain information long-term thus increasing the 

changes of application of materials over time (Gage, 1995).  

3. Graphic Organizers: When information is provided through visual 

analysis the material can be summarized for the learner, which should 

allow for greater comprehension of information (Freiberg & Driscoll, 

2005).   

4. Story Telling:  According to Tate (2012) the brain remembers stories 

for various reasons some of which include personal connections, 

charisma of the speaker, and/or humor/emotional experiences.   
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Whole Group Meetings-Week 5, 9, 13, 17, 21, 23, 27, 31, 35, 39, 43, 47, & 51 

The participants will attend whole group instruction once a month for 

eight hours each meeting.  Each professional development will begin by 

celebrating accomplishments or success observed by the participant, as this is one 

strategy that continues to build group cohesion (Tate, 2012). Experience has 

shown that everyone loves to be celebrated, so allowing time to celebrate is 

important. To help participants engage in the professional development the 

purpose of learning will be shared at the beginning of each professional 

development, as well as the learning objectives (Tate, 2012). Setting the 

expectations should help the participants determine what knowledge they should 

have at the conclusion of each professional development session.  As a large 

group the participants will learn the specific content and instructional techniques 

identified as necessary for early literacy development for ELL students.    

Darling-Hammond and Richardson described that content “can make the 

difference between enhancing teacher’s competence and simply providing a 

forum for teachers to talk” (p. 47, 2009).    The authors contend that effective 

content in professional development requires: active engagement, observation, 

reflection, learner knowledge of content, and acknowledgement of student 

knowledge (Darling-Hammond et al., 2009).   To aid in facilitation of content the 

participants will actively engage in the development of lesson plans using the 

required components of early literacy.  The presenter and/or instructional leaders 

will rotate monthly and model a lesson after new content has been presented 

during weeks 1 through 21.  This will allow for teachers to gain knowledge on 
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how content should be presented and aligned with Prekindergarten Reading 

expectations, while acknowledging learning differences encountered by ELL 

students.  After week 21 the teachers will begin working in small groups, no more 

than five; to develop lesson plans that cover the content expected for early literacy 

development. The ELL teachers will then present the lesson plans to the whole 

group to engage the other ELL teachers and allow for applicable practice.  The 

ELL teachers who are participating will be able to observe the way in which the 

teachers move from one objective to the next while applying ELL instructional 

strategies.  The lesson plans developed will be applied to an ELL Literacy Rubric 

to ensure it meets standards set by the state and includes ELL instructional 

strategies.  Applicable practice, implementation, and observation will benefit the 

ELL teachers by increasing their teaching efficacy. At the conclusion of each 

large group professional development session reflective writing time will be 

encouraged.  Allowing teachers the opportunity to reflect through writing should 

allow for greater comprehension and analysis of new techniques learned during 

the session.   

Strategies Applied: 

1. Celebration: Allowing for celebrations allows for the opportunity to 

celebrate success in the classroom by acknowledging application of 

principles learned professional development.  This will help maintain a 

positive learning environment (Tate, 2012). 

2. Reciprocal Teaching and Cooperative Learning: “The best way to 

learn something is to teach it” (Freiberg & Driscoll, p. 217, 2005).  
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Allowing teachers the opportunity to synthesis and apply skills learned 

during professional development will help with application in the 

classroom. 

3. Project Based Learning: Providing opportunities for teachers to work 

in groups to develop lesson plans will provide the opportunity to learn 

the principles of project based learning.  As they work to develop and 

teach lessons the participants are learning both formally and 

informally (Freiberg & Driscoll, 2005). 

4. Manipulatives and Models:  When teachers are given the opportunity 

to develop and observe various lesson plans the required manipulatives 

and models needed for ELL instruction are identified.  Using 

manipulatives and providing models allows for a deeper understanding 

by the learner (Tate, 2012). 

5. Movement: Learners who physically engage in learning are more 

likely to retain information long-term thus increasing the changes of 

application of materials over time (Gage, 1995). As teachers engage in 

active involvement during the professional development they are 

developing the skills needed for use within their own classrooms. 

6. Writing and Reflection: Reflection at the end each large group 

professional development will allow an opportunity to absorb the 

material learned.  Freiberg & Driscoll (2005) support that a reflective 

practice allows for learners to discover and analysis new knowledge 

acquired.   
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Small Group Meetings-Week 7, 11, 15, 19, 25, 29, 33, 37, 41, 45, & 49  

An additional objective accomplished in the professional development is 

to help ELL teachers identify and learn the various levels of the Bloom’s 

Taxonomy within the ELL Classroom.  Bloom’s Taxonomy (New World 

Encyclopedia, 2008) was chosen because of its structure, which is divided into 

levels that are arranged from increasingly simple thinking, Knowledge, to the 

highest, Evaluation.  Upon the completion of professional development the ELL 

teachers will be able to understand the various levels of cognitive domains and the 

questioning that applies at each level. Small group meetings allows for smaller 

settings to ensure that teachers understand the levels of Bloom and how to 

incorporate instructional strategies to ensure that ELL students are given the 

opportunity to experience the higher levels of Blooms Taxonomy. Understanding 

the specific key words at each of the six levels will allow the teachers to develop 

specific content questioning required for understanding of the middle school 

curriculum.  Knowing the key words allows the teachers to help the students 

maintain a higher level of cognitive functioning in the academic environment.  It 

is theorized this will aid an ELL students’ development and understanding of 

academic language in the school environment.  During weeks 7 and 11 the small 

groups will participate in field trips to observe their instructional leader in the 

classroom.  This will allow participants the opportunity to observe direct early 

literacy instruction and application within an ELL classroom.  Teachers will have 

the opportunity to observe how the classroom is structured, which includes 

setting, participants, and proper instruction applying Blooms naturally within 
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instruction.  Once field trips have concluded the participants will then began 

focused learner centered sessions to learn how to apply Bloom’s Taxonomy.  

Timeline for Blooms Taxonomy 

Week 15: Blooms Level I is Knowledge, which includes Exhibiting memory of 

previously learned material by recalling fundamental facts, terms, basic concepts 

and answers about the selection. The ELL Teachers will make a visual that shows 

their understanding of Blooms Taxonomy-Knowledge.  This activity is one that 

recognizes a student’s prior knowledge in the learning environment. 

Week 19: Blooms Level II is Comprehension, which demonstrates understanding 

of facts and ideas by organizing, comparing, translating, interpreting, giving 

descriptors and stating main ideas. To aid in understanding Bloom’s 

Comprehension ESL teachers will work to answer the question “What does 

Comprehension mean?”  This activity will help the ELL teachers by organizing 

their thoughts to other information presumed. 

Week 25: Blooms Level III is Application, which includes solving problems in 

new situations by applying acquired knowledge, facts, techniques and rules in a 

different or new way. The ELL teachers will write in their own words their 

understanding of Level I and II of Blooms Taxonomy’s.  This allows the teachers 

to apply their knowledge should help develop their understanding Level III.    

Week 29: Blooms Level IV is Analysis, which includes examining and breaking 

information into parts by identifying motives or causes. Make inferences and find 

evidence to support generalizations. The ELL teachers will work to distinguish 
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between Analysis and Application.  Allowing the teachers to distinguish between 

these two levels will aid in their understanding of Analysis.   

Week 33: Blooms Level V is Synthesis, which includes compiling information 

together in a different way by combining elements in a new pattern or proposing 

alternative solutions. The ELL Teachers will be asked to revise Level I thru IV of 

Blooms Taxonomy. This will allow teachers the opportunity to review previous 

information and develop the required skills to transfer their knowledge of 

Synthesis. 

Week 37: Blooms Level VI is Evaluation, which includes presenting and 

defending opinions by making judgments about information, validity of ideas or 

quality of work based on a set of criteria. The ELL Teacher will be asked “Why 

do you think Blooms Taxonomy will help your ELL students?”  Participants will 

work together to develop a mnemonic to help establish and define their answers.  

This type of questioning allows the teachers to practice the highest level of 

Bloom’s Taxonomy, which will allow for an increased level of self-efficacy in 

Levels I thru VI.  

Weeks 41 through 49: The last sessions of small group meetings will include field 

trips to the various participants’ classrooms for observation and feedback.  This 

will allow the participant to be the lead and receive constructive feedback and 

praise from fellow participants and instructional leader.  
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Strategies Applied: 

1. Celebrations: Encouragement can be obtained and supported by 

celebrating participants as the endure student success (Tate, 2012).  

Improvement in the participant’s knowledge should transfer to student 

success. 

2. Mnemonic Devices:  Building the participants knowledge by developing a 

mnemonic will help aid memory of the materials (Tate, 2012).  Bloom’s 

Taxonomy can be overwhelming, but the hope is that the mnemonic will 

help participants remember each level and application in the classroom.  

3. Field Trips: Time spent observing an Instructional Leaders Classroom 

allows the participant the opportunity to see the practice in action.  

Individuals can hear how instructions should be provided, but observing 

allows for participants to connect their learning (Tate, 2012). 

4. Manipulatives and Models: Providing participants the opportunity to 

observe and apply Bloom’s Taxonomy will allow for manipulative 

development.  Each project completed during small group development is 

a principle that can be applied in there own classroom.  Manipulatives and 

models should help participants acquire knowledge and usefully apply 

within their own classrooms (Tate, 2012). 

5. Visuals: During the field trips participants will be able to observe visuals 

for ELL learners.  These visuals allow ELL learners the opportunity to 

bridge instructional language.  Visuals help learners retain information and 

allow for meaningful processing (Tate, 2012) 
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Content Delivery 

 

 “Adults come to all learning programmes with a range of expectations 

about the programme and its outcomes. And these expectations are created by the 

interface between their past experience and the publicity material they have 

received about the programme” (Rogers & Horrocks, 2010, p. 2).  Understanding 

the learners’ expectations will allow for recognition of the learner’s strengths and 

weaknesses, consequently guiding the professional development and its purpose.  

Professional Development for ELL teachers should become a major focal point 

for the education system as this subpopulation has demonstrated rapid growth in 

the past few decades (Sheng, Sheng, & Anderson, 2011).  Early childhood 

teachers should understand how children gain the skills needed to read.  To aid in 

knowledge the participants will review the Prekindergarten Guidelines for Early 

Literacy provided by the State of Texas and the National Reading Panel’s five 

pillars of effective reading instruction.  The five pillars identified as requirements 

for effective reading instruction are:  phonemic awareness, phonics instruction, 

fluency instruction, vocabulary instruction, and comprehension instruction 

(National Institute of Child Health and Human Development, 2000).  This will 

inform the participants of both State and National level expectations in regards to 

effective reading instruction for ELL students in Prekindergarten.  Participants 

will acquire research based literacy instructional strategies for applicable to ELL 

students. 
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Evaluation  

One way to gauge effectiveness of professional development is through 

the use of surveys and rubrics.  These assessment tools allow participants the 

opportunity to provide input anonymously, which may allow for reliable input.  

As participants may not feel the threat of being judged by either positive and/or 

negative ratings, nor would they fear any type of retaliatory consequences for 

input.  In the article Instructional Design and Assessment the authors postulate 

that evaluations are essential part of teaching and learning. Rahman and Hassani 

(2011) explain that rubrics are a well-defined set of standards used to evaluate 

expectations for an outcome.  Rubrics provide numerous advantages, which 

include a way to assess weaknesses; explicit guidelines for assessment; and an 

easy and meticulous evaluation of material (Rahman & Hassani, 2011).  The 

authors Hall and Salmon (2003) lay the foundation for developing a rubric, which 

include the following six guidelines: describe an exemplary response of all 

attributes that describe a quality performance, brainstorm exemplary qualities, 

categorize the criteria, select the rubric format (i.e. holistic vs. analytic), design 

the rubric by describing the levels, exemplary to poor, and select the scale to be 

used. 

In conclusion, implementing quality professional development that meets 

the rigorous requirements mandated by state and federal laws should help support 

classroom teachers.  This research study supports that quality professional 

development in early literacy is not only needed, but attainable.  Implementing 

programs of quality should be of utmost importance, as research supports the 
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positive long-term benefits children receive from a quality education. When an 

educator receives quality professional development the repercussions are 

seemingly felt by the students they teach.  To ensure students can meet the 

expectations mandated by state and federal law they need teachers ready to 

facilitate learning.  Attending quality professional development should be viewed 

as an investment in the future of America.  Arming children with a quality 

education will ensure that America is capable of sustaining its place in global 

markets in the years, centuries, and decades to come.  
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Appendix A 

C3 Coaching Summer Awareness Survey  
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Language and Literacy 

Ite

m 

# 

Item 

Content 

As a 

result of 

this 

training I 

have . . . 

Limite

d 

Impact 

----

- 

----

- 

----

- 

Major 

Impac

t 

1 . . increased 

my knowledge 

about the 

prekindergarte

n 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 

 

1 

 

2 

 

3 

 

4 

 

5 
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that I can help 

students to 

become more 

aware of 

rhymes, 

syllables in 

words, and 

words in 

sentences. 

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 

9 . . acquired 

the skills to 

assess a 

student’s 

phonological 

awareness in 

my class. 

 

1 

 

2 

 

3 

 

4 

 

5 
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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 

 

1 

 

2 

 

3 

 

4 

 

5 
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with speech 

sounds. 

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 

correspondence.   

 

1 

 

2 

 

3 

 

4 

 

5 

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 
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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 

 

1 

 

2 

 

3 

 

4 

 

5 
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my classroom’s 

level of 

meaningful print 

for the 

students I 

teach. 

26 . . acquired the 

skills to 

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      
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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 

opportunities to 

add to my room 

to help 

individualize 

instruction. 

 

1 

 

2 

 

3 

 

4 

 

5 

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? 
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  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 
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Appendix B 

ELL Professional Development Rubric 
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Factors of 

Quality 

Professional 

Development  

1-Ineffective    2-Emergent  3-Efficient   4-Highly 

Efficient  

Raw 

Scor

e  

Professional 
Development 
contributed to the 
skills, 
knowledge, and 

confidence to 
teach and 
implement 
quality emergent 
literacy lessons 

Professional 
Development 
provided no 
evidence of 
increase in skills,  

knowledge, and 
confidence -
Novice    

Professional 
Development 
provided a 
modest increase 
in skills,  

knowledge, and 
confidence -
Beginner   

Professional 
Development 
provided 
substantial  
increase in skills,  

knowledge, and 
confidence -
Proficient    

Professional 
Development 
provided 
extensive  
increase in skills,  

knowledge, and 
confidence -
Expert    

 

Professional 
Development 
included 

Collaborative/Act
ive Learning  

Professional 
Development 
provided 0 

opportunities for 
Collaborative/Act
ive Learning 

Professional 
Development 
provided 1 

opportunities for 
Collaborative/Act
ive Learning 

Professional 
Development 
provided 2 

opportunities for 
Collaborative/Act
ive Learning 

Professional 
Development 
provided 3 or 

more 
opportunities for 
Collaborative/Act
ive Learning 

 

Professional 
Development has 
sustained 

Duration   

Professional 
Development is a 
One-Day 

Workshop  

Professional 
Development 
was 2 to 3 days 

in length  

Professional 
Development is 4 
to 5 days in 

length  

Professional 
Development is 6 
days or longer  

 

Professional 
Development 
included 
Research-Based 
ELL instructional 
strategies (i.e. 
concrete 

gestures/visuals, 
consistent/repeate
d routines, use of 
repeated phrases, 
& consistent 
language) 

Professional 
Development 
covered 0 ELL 
Instructional 
Strategies  

Professional 
Development 
covered 1-2 ELL 
Instructional 
Strategies 

Professional 
Development 
covered 3-4 ELL 
Instructional 
Strategies 

Professional 
Development 
covered all 5 or 
more  ELL 
Instructional 
Strategies 

 

The curriculum 

provided a 
connection to the 
state guidelines 
for Pre-k 

Professional 

Development 
provided no 
connections to 
Pre-k Guidelines 

Professional 

Development 
referenced 1-2 
connections to 
Pre-k Guidelines 

Professional 

Development 
referenced 3-4 
connections to 
Pre-k Guidelines 

Professional 

Development 
provided a direct  
connection to 
Pre-k Guidelines 

 

Materials 
provided for use 
in the classroom  

Professional 
Development 
materials were 
not provided at 

all  

Professional 
Development   
materials were 
given for no 

more than one 
lesson  

Professional 
Development  
materials were 
given for 2-3 

lessons covered  

Professional 
Development  
materials were 
given for all 4 

lessons covered 

 

                                                                                                                                                                                                                                                                                                               

Total  
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Appendix C 

Frequencies Years of Experience in Pre-K Teaching 
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 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid .00 6 6.5 6.6 6.6 

.50 1 1.1 1.1 7.7 

1.00 17 18.5 18.7 26.4 

1.50 1 1.1 1.1 27.5 

2.00 11 12.0 12.1 39.6 

3.00 15 16.3 16.5 56.0 

4.00 10 10.9 11.0 67.0 

5.00 5 5.4 5.5 72.5 

6.00 3 3.3 3.3 75.8 

7.00 1 1.1 1.1 76.9 

8.00 3 3.3 3.3 80.2 

9.00 2 2.2 2.2 82.4 

10.00 2 2.2 2.2 84.6 

11.00 3 3.3 3.3 87.9 

12.00 1 1.1 1.1 89.0 

13.00 1 1.1 1.1 90.1 

14.00 1 1.1 1.1 91.2 

15.00 4 4.3 4.4 95.6 

16.00 1 1.1 1.1 96.7 

17.00 1 1.1 1.1 97.8 

19.00 1 1.1 1.1 98.9 

21.00 1 1.1 1.1 100.0 

Total 91 98.9 100.0  

Missing System 1 1.1   

Total 92 100.0   
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Appendix D 

Frequency Table-Impact on Alphabetic Principle of Teacher who Support 

English Learners 
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. . increased my knowledge about what the alphabetic principle means. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 3.3 3.3 3.3 

2.00 10 10.9 10.9 14.1 

3.00 25 27.2 27.2 41.3 

4.00 33 35.9 35.9 77.2 

5.00 21 22.8 22.8 100.0 

Total 92 100.0 100.0  

 

. . increased my knowledge of the link between the alphabetic principle and learning to 

read. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 3.3 3.3 3.3 

2.00 8 8.7 8.7 12.0 

3.00 29 31.5 31.5 43.5 

4.00 30 32.6 32.6 76.1 

5.00 22 23.9 23.9 100.0 

Total 92 100.0 100.0  

 

. . 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 2 2.2 2.2 2.2 

2.00 8 8.7 8.7 10.9 

3.00 24 26.1 26.1 37.0 

4.00 38 41.3 41.3 78.3 

5.00 20 21.7 21.7 100.0 

Total 92 100.0 100.0  

 

. . learned a variety of activities that help students to improve their skills in linking 

letters/words with speech sounds. 
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 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 1.1 1.1 1.1 

2.00 9 9.8 9.8 10.9 

3.00 15 16.3 16.3 27.2 

4.00 35 38.0 38.0 65.2 

5.00 32 34.8 34.8 100.0 

Total 92 100.0 100.0  

 

 

. . 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 1 1.1 1.1 1.1 

2.00 9 9.8 9.8 10.9 

3.00 15 16.3 16.3 27.2 

4.00 28 30.4 30.4 57.6 

5.00 39 42.4 42.4 100.0 

Total 92 100.0 100.0  

 

 

. . 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 1 1.1 1.1 1.1 

2.00 11 12.0 12.0 13.0 

3.00 17 18.5 18.5 31.5 

4.00 36 39.1 39.1 70.7 

5.00 27 29.3 29.3 100.0 

Total 92 100.0 100.0  

 

 

. . acquired the skills to assess a student's letter/word sound correspondence. 
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 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 5.4 5.4 5.4 

2.00 7 7.6 7.6 13.0 

3.00 25 27.2 27.2 40.2 

4.00 34 37.0 37.0 77.2 

5.00 21 22.8 22.8 100.0 

Total 92 100.0 100.0  

 

 

. . acquired the skills to remediate letter/word sound correspondence problems using 

individualized instruction. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 5.4 5.4 5.4 

2.00 8 8.7 8.7 14.1 

3.00 27 29.3 29.3 43.5 

4.00 36 39.1 39.1 82.6 

5.00 16 17.4 17.4 100.0 

Total 92 100.0 100.0  
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Appendix E 

Frequency Table: Impact on Phonological Awareness of Teacher who 

Support English Learners 
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. . increased my knowledge about what phonological awareness means. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 3.3 3.3 3.3 

2.00 10 10.9 10.9 14.1 

3.00 25 27.2 27.2 41.3 

4.00 35 38.0 38.0 79.3 

5.00 19 20.7 20.7 100.0 

Total 92 100.0 100.0  

 

 

. . increased my knowledge of the link between phonological awareness and learning to 

read. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 2 2.2 2.2 2.2 

2.00 12 13.0 13.0 15.2 

3.00 22 23.9 23.9 39.1 

4.00 33 35.9 35.9 75.0 

5.00 23 25.0 25.0 100.0 

Total 92 100.0 100.0  
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. . increased my skills so that I can help students to isolate speech sounds. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 5.4 5.4 5.4 

2.00 14 15.2 15.2 20.7 

3.00 28 30.4 30.4 51.1 

4.00 32 34.8 34.8 85.9 

5.00 13 14.1 14.1 100.0 

Total 92 100.0 100.0  

 

 

. . 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 1 1.1 1.1 1.1 

2.00 9 9.8 9.8 10.9 

3.00 24 26.1 26.1 37.0 

4.00 36 39.1 39.1 76.1 

5.00 22 23.9 23.9 100.0 

Total 92 100.0 100.0  

 

 

. . learned a variety of activities that help students to improve their phonological 

awareness skills. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 2 2.2 2.2 2.2 

2.00 7 7.6 7.6 9.8 

3.00 18 19.6 19.6 29.3 

4.00 34 37.0 37.0 66.3 

5.00 31 33.7 33.7 100.0 

Total 92 100.0 100.0  
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. . learned how to create new activities that help students to improve their phonological 

awareness skills. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 1.1 1.1 1.1 

2.00 9 9.8 9.8 10.9 

3.00 14 15.2 15.2 26.1 

4.00 32 34.8 34.8 60.9 

5.00 36 39.1 39.1 100.0 

Total 92 100.0 100.0  

 

 

. . acquired the skills to work with my students to improve their phonological 

awareness skills. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 4 4.3 4.3 4.3 

2.00 7 7.6 7.6 12.0 

3.00 16 17.4 17.4 29.3 

4.00 40 43.5 43.5 72.8 

5.00 25 27.2 27.2 100.0 

Total 92 100.0 100.0  

 

 

. . acquired the skills to assess a student's phonological awareness in my class. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 5.4 5.4 5.4 

2.00 9 9.8 9.8 15.2 

3.00 24 26.1 26.1 41.3 

4.00 41 44.6 44.6 85.9 

5.00 13 14.1 14.1 100.0 

Total 92 100.0 100.0  
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. . acquired the skills to remediate phonological awareness problems using 

individualized instruction. 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 4 4.3 4.3 4.3 

2.00 14 15.2 15.2 19.6 

3.00 28 30.4 30.4 50.0 

4.00 29 31.5 31.5 81.5 

5.00 17 18.5 18.5 100.0 

Total 92 100.0 100.0  
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Appendix F 

Assessing Thematic Learning  
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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. 
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When do I assess? 

 Before I start; 

 As we go through the concepts; 

 In large and small groups; and, 

 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:   
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 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? 

 

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 assed 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; 
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 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.  
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(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 

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.  
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 (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.  

 (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.  
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(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 

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
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(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, 

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.  
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 (5) Response/evaluation. The student responds to and evaluates theatre and 

theatrical performances.  

 

Not listed:  Health, Physical Education, Technology 
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Student Name____________________         Date_______________   Theme_____________ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Area of 
Study 

 

PK objective Objective 
Achieved 

Yes/No 

Notes 

 

Literacy 
 
 

TSW show a steady 

increase in listening and 

speaking vocabulary 
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Appendix G 

 

Assessing with Environmental Print 
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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.



 128  

 

 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?  

 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 part
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 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 

 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).
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 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 

 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”). 
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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)  

 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 
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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
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Activity 

 Using the 4 levels we discussed, how can you transfer that to your classroom? 
o 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, 

 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. 
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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 
 
 
 
 
 
 
 
 
 
 
 
 
 
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.  

 

 

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.   
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Appendix H 

Power Point-Environmental Print 
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Appendix I 

 

Power Power-Thematic 
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Appendix J 

Survey of Prekindergarten Reading Teacher Professional Development 
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Current Grade Level Taught (Put a check next the appropriate grade)  

____Prek      _____Kindergarten    _____1
st
  _____other (list which grade) 

 

Certification (Check all certifications held) 

 EC-4 General  Early Childhood 

Certification 

 ESL  Pre-k-6
th
 

 Bilingual   Special Education EC-12 

  Other _________  Other ________________ 

 

Education 

Degree  Concentration of Study  

Associates   

Bachelors  

Masters  

Doctoral   

 

Answer the following questions on a scale of 1 to 4 
4 is strongly agree. 1 is strongly disagree. 

 
1.  Overall I feel like my content knowledge of reading instruction prior to professional 

development is strong. 
 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 
2. Currently I know the National Reading Panels 5 Pillars to Reading Instruction. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 
3. Overall I feel I can teacher phonemic awareness to ELL Students. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

4.  Overall I feel like I can teach phonics instruction to ELL Students. 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 
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Appendix K 

Survey of Prekindergarten Reading Teacher Professional Development 
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Answer the following questions on a scale of 1 to 4 
5 is strongly agree. 1 is strongly disagree. 

 
1.  Overall I feel like my content knowledge of reading instruction before professional development 

was strong. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
2. Overall I feel like my content knowledge of reading instruction after professional development 

has been enhanced. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
3. Overall the strategies (i.e. mnemonic devices, graphic organizers, brainstorming, drawing, & 

games) used during the professional development helped with retention of learned material.  

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
4. Overall the strategies (i.e. humor, movement, storytelling, visualization, and writing and 

reflection) used during the professional development helped maintain attention during the 

professional development.  
 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
5. Overall the materials provided will be useful with reading instruction in my classroom. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
6. Overall the length of each professional development module was appropriate in length.  

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

  
7. Overall I feel like my level of understanding has increased in phonemic awareness instruction. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 

7.  Overall I feel like my level of understanding has increased in phonics instruction. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
8. Overall I feel like my level of understanding has increased in reading fluency instruction. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
9. Overall I feel like my level of understanding has increased in reading comprehension instruction. 
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1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 
10. Overall I feel like the professional development correlated the Texas Prekindergarten Guidelines 

to the National Reading Panels 5 Pillars to Reading Instruction. 

 

1-strongly disagree    2-Disagree    3-Agree   4-Strongly agree 

 


