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Before and After 
Peer Coaching

School-based peer coaching in two
Ann Arbor schools has improved

collegiality and encouraged teachers
to try new practices.

I n summer 1985 the Ann Arbor, 
Michigan, Public Sch<x>ls (AAPS) 
appointed a staff development 

consultant Shelley Brucler to de 
velop a peer coaching program in two 
elementary sch(x>ls.' At this time AAI'S 
also hired an evaluator Georgea 
Sparks to study the effects of peer 
coaching when implemented by all 
teachers in the two sch<x>ls The study 
focused on whether peer coaching 
would improve collegiality in the 
sch<x>ls, encourage experimentation 
with new practices, and enhance 
teaching effectiveness The study also 
examined teachers reactions to peer 
coaching and the benefits of the 
pr<x?e.ss.

In August the district presented the 
project requirements at principal 
meetings After consulting with their 
staffs, two principals volunteered  
Sch<x)l A to begin in the fall and 
Schcx)! B to start in the winter Both 
principals were proponents of effec 
tive teaching and peer coaching, and 
the teachers of both sch<x>ls had gone 
through at least 10 hours of training in 
research-based effective teaching prac 
tices (Hunter 19^6, Rosenshine and 
Stevens 19H6). Sch<x>l A hacl been 
involved in a two-year sch<x>l im
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provement project that emphasized 
effective teaching.

The two schools approached the 
Peer-Coaching Project from different 
perspectives. School A was committed 
to peer coaching before the project 
was proposed to them. The school 
improvement planning team and the 
principal had proposed the idea to the 
staff the prior spring, and all had been 
enthusiastic.

In contrast, School B's principal was 
the main proponent of peer coaching 
in that school. Since collaborative de 
cision-making was not an established 
norm in School B, many teachers were 
doubtful and had rejected the propos 
al in the fall. After what a few teachers 
called "considerable nudging" by the 
principal, they accepted the project in 
winttr. Some teachers in this school 
did not participate in the initial peer 
coaching sessions but joined the pro 
ject later after they saw how successful 
and nonthreatening it was.

The Peer Coaching Project
The 24 teachers in School A attended a 
short meeting with the consultant in 
October to learn about the project and 
its time requirements Before any peer 
coaching began, each teacher was vid 
eotaped teaching for 20 minutes. This 
videotape was for the teacher's use 
only, not for evaluation or outside 
analysis. Next, everyone met again 
briefly before school to learn how to 
observe, record events, and give feed 
back. The consultant reviewed select 
ed practices from the effective teach 
ing training (such as motivation, 
lesson design, or active participation), 
so that teachers could concentrate on 
these in their observations. Finally, 
teachers wrote down three preferred 
coaching partners, and the consultant 
made the assignments.

The consultant and the teachers met 
every few weeks throughout the se 
mester to discuss the peer coaching 
process and to review a new skill area. 
Each coaching pair did four to six 
observations using modified versions 
of Cummings' Interactive Teaching 
Map (Cummings 1983). The consultant 
substituted in the teachers' classes, 
demonstrated conferencing tech 
niques, and served as a coach upon

request. At the end of the semester 
each teacher was videotaped again and 
encouraged to analyze the tape.

The 17 teachers in School B fol 
lowed these same processes between 
January and May, but with a different 
order of review topics. During these 
months School A continued peer 
coaching with less outside support.

Results of die Study
All teachers completed rating-scale 
questionnaires before and after the 
project. In the spring, an outside eval- 
uator interviewed 19 teachers in 
School A and 17 teachers in School B. 
The results of the evaluator's analysis 
of the questionnaires and interview 
protocols are summarized here.

Observation, advice, and feedback 
from others. Several questions dealt 
with the frequency and helpfulness of 
feedback from administrators and col 
leagues When asked before the pro 
ject how often other teachers ob 
served them, 14 percent of the 
participants responded "frequently" 
or "occasionally " At the end of the 
year, 62 percent gave one of these 
responses.

Before the project, 25 percent said 
they received feedback on their in 
struction "frequently" or "occasional 
ly," compared to an 89 percent re 
sponse rate after peer coaching. Clear 
ly, peer coaching increased

"Before the project, 
25 percent said they 
received feedback 
on their instruction 
'frequently' or 
'occasionally,' 
compared to an 89 
percent response 
rate after peer
coaching. ft

teachers' opportunities for observa 
tion and feedback.

Before the project, 52 percent of the 
teachers in the two schools rated the 
advice they received regarding in 
struction as "very helpful. After peer 
coaching, 75 percent did so. Apparent 
ly, the reviews of effective practices 
and the collegia! sharing during the 
coaching sessions produced helpful 
professional interaction.

Teachers' comments during the in 
terviews illustrated these positive re 
sults. For example, one teacher said, "1 
could see so much more, and once 
you're able to see what you are do 
ing both plus and minus it's great." 
Another participant summed up the 
benefits of more and better feedback, 
"It's been great opening up to another 
member of the staff; 1 had never be 
fore explored teaching with another 
teacher, nor had I gone into depth 
regarding improving teaching."

Just having videotapes of their 
teaching was also seen as a valuable 
source of feedback. One teacher re 
ported her husband's reaction to the 
tape: "He walked in. watched for a 
while, and said, 'Boy, you really work 
hard.'" Another teacher showed the 
tape to her class and had them analyze 
it for their noise level and behavior.

Collegia/it} 1 . Two items on the ques 
tionnaire related to collegiality. Before 
die project, 25 percent of the sample 
as a whole reported that they dis 
cussed effective teaching "frequently" 
(as opposed to "occasionally," "rare 
ly," or "never") with their peers. After 
the project 40 percent said they dis 
cussed teaching "frequently." Before 
the project 18 percent said they "fre 
quently" turned to someone else to 
help them with an instructional need 
or concern; after the project, 45 per 
cent said they did so.

During the interviews, 13 teachers 
said that "having a professional col 
league as a partner" was one of the 
main personal benefits of the Peer 
Coaching Project. Several comments 
echoed this sentiment; for example, 
one teacher said, "The most important 
part is getting the chance to get into 
another teacher's room. My doors are 
now open and will remain so."
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The Peer Coaching Project succeed 
ed in increasing teacher-to-teacher in 
teraction in both schools. Both the 
principals and 25 teachers reported 
much more sharing of teaching ideas 
and discussion of instruction in the 
lounge, in the halls, and at lunch. 
Typical comments were, "Now people 
are talking more about their lessons 
and less about individual kids. They 
are sharing techniques for motivation 
and active participation. They are 
teaching and learning from each 
other."

Experimentation. Three queries on 
the questionnaire addressed experi 
mentation. Before peer coaching, 54 
percent of the teachers said they "fre 
quently" tried something new in their 
classrooms (all had been through 
effective teaching training recently). 
After peer coaching, this number went 
up to 70 percent. Before training, 35 
percent of the group said that when 
trying something new in their classes, 
they were "very confident" (as op 
posed to "confident," "somewhat con 
fident," or "very lacking in confi 
dence") After training, 67 percent said 
they were "much more confident" 
when trying new practices. One teach 
er said, "I have taught for nine years, 
and this is the biggest year of profes 
sional growth I've ever had."

Finally, teachers were asked, "When 
you try a new technique for the first 
time and it doesn't work well, how 
likely are you now to try it again? 
Before training, 13 percent responded 
"very likely" (as opposed to "some 
what likely," "not very likely," or "not 
at all likely"); after training, 59 percent 
were "very likely" to try again. As one 
teacher put it, "It brought to life a lot 
of things I know I should do and had 
tried, but had not continued. It gave 
me an impetus, having a colleague I 
respect critique my teaching."

Several teachers also commented 
on how much more "automatic" they 
were with the techniques they had 
reviewed as part of the peer coaching 
project. One teacher reflected, "Be 
fore the project, using lesson design 
was a conscious, deliberate effort. Now 
the concepts are much more a part of 
my daily teaching."

"During the 
interviews, 13 
teachers said 
that 'having a 
professional 
colleague as a 
partner' was one of 
the main personal 
benefits of the Peer 
Coaching Project."

Student learning. At the end of the 
first year, 70 percent of the teachers 
said that their students were "very 
likely" learning more as a result Of the 
skills they had gained from the Peer 
Coaching Project. In the interviews, 27 
teachers said that their students were 
definitely more attentive and more 
actively involved in lessons. One not 
ed that the work on motivation and 
reinforcement had "helped increase 
self-esteem and reduce behavior 
problems "

Nine teachers reported greater stu 
dent success, and some backed up 
their claims with specific examples. 
For example, one teacher reported all   
As and Bs on her test of fractions  
"better results than any comparable- 
group from prior years!" Another not-- 
ed, "The evidence of the effectiveness 
of these techniques is in the success 
levels on tests I gave after I taught 
something using lesson design. The- 
information used to go in one ear and 
out the other. Now they retain it so 
much longer."

Concerns and comfort with peer' 
coaching. Creating a supportive cli 
mate for participation is an important 
aspect of implementing peer coach 
ing. Teachers may feel threatened by 
the idea of having a peer in their 
classroom "observing" them. In the- 
Ann Arbor Schools Peer Coaching Pro 

ject, staff made every effort to create 
readiness and trust before any obser 
vations took place. Several factors con 
tributed to the healthy climate. First, 
the entire teaching staff had to agree to 
participate. Also, the consultant was 
on-site at least three days a week. And 
teachers' concerns were carefully at 
tended to.

When asked what was their greatest 
concern about participating in the 
Peer Coaching Project, 24 out of 36 
teachers mentioned competing de 
mands for their time, getting overcom- 
mitted, and so on. Eleven said they had 
been worried that the peer observa 
tions would be evaluative or judging: 
"1 don't mind making mistakes, but I 
don't like having an audience." Sur 
prisingly, 13 teachers said they had 
had no concerns at the beginning and 
were eager to try it.

Hall and Loucks (1978) have high 
lighted the importance of attending to 
the concerns of teachers as they are 
asked to implement something new 
How were these teachers' concerns 
about peer coaching attended to? Six 
teen teachers commented on the con 
sultant's supportiveness. Typical re 
marks are, "She did a nice job of 
anticipating our concerns and dealing 
with them' and "She made it 
painless."

Teachers also viewed as "very help 
ful" the substitute teaching provided 
by the consultant or a substitute while 
they did their observations (12 com 
ments). Other comments referred to 
the confidentiality of the process, the 
well-organized project, and the short 
modeling sessions. One teacher 
summed it up, "There was no pres 
sure. She told us, 'We'll take it step by 
step I'll help you.' "

Another factor that allayed teachers' 
concerns was that the principals were 
required to participate in the project. 
The principals were observed as they 
taught demonstration lessons and as 
they observed their coaching partners 
As one teacher put it, "If he can be that 
gutsy, I guess we can take some 
chances too." Interestingly, two teach 
ers who were being evaluated that 
year selected the principal as a part 
ner. Thev felt their evaluations would
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be more thorough when linked to 
peer coaching.

Colleglality and 
Experimentation
In spite of some initial differences 
between the two schools in their ap 
proaches to the Peer Coaching Project, 
the outcomes reflected by the ques 
tionnaires and interviews indicate that 
teachers in both schools became com 
fortable with the process and found it 
useful in improving collegiality, ex 
perimentation, and student learning.

If we want to ensure the success of 
school improvement and staff devel 
opment, creating school norms of col 
legiality and experimentation is cru 
cial. This study indicates that an entire 
school, with proper support, can imple 
ment peer coaching that results in great 
er communication about and experi 
mentation with teaching techniques.D

1 Sch<x>ls with successful staff devel 
opment programs are characterized by 
norms of collegiality and experimentation 
(Little 1982) One pnx'ess used to increase 
these norms is peer coaching.
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Consider this Complete Teaching
Package for Your Advanced 

Placement or Honors Program

the new 12th Edition of
TEXTBOOK OF ANATOMY

AND PHYSIOLOGY
by Anthony and Thibodeau

Major Changes in this 
Revision Include

  Learning objectives at the 
Beginning of Each Chapter

  New Illustrations
  Expanded glossary
  Attractively priced at 

$22.45 (10 or more copies)

Anatomy & 
Physiology

This well-illustrated college-level text provides all of the facts and ideas students 
need to gain a definitive understanding of the anatomy and physiology of the 
human body. There is an excellent balance between anatomy and physiology with 
specific material on histology and cell structure.
More than 700 superb illustrations including 250 full color anatomical drawings by 
the renowned medical artist, Ernest Beck add to the teaching and teaming value of 
this text.
An outline at the beginning and a summary at the end of each chapter along with 
pertinent review questions reinforce learning of material within mat chapter. 
Content is organized under major units. This 12th edition includes 29 chapters 
plus 3 appendices: Supplementary readings; Abbreviations, Prefixes and Suffixes; 
Glossary. This 887 page 12th edition carries a school price of $22.45 (10 or more 
copies), making it an attractive value for any school with an anatomy and 
physiology program.
1987, 887 pp. 8'fe" x 11", 789 ills, including 626 in 2 and 4 color. ISBN 
0-8016-0284. Hardcover. Price. $22.45 (10 or more copies); $24.95 (less than 
10 copies).

cffterteny ,VWue PKJmd Instructforwl ffeclcag* includes 
olchagt.

  Separate 226 pp. Instructor's Manual (includes 48 Overhead Paper 
Masters) Provided without charge to teachers adopting the text.

  Separate 38 pp. Test Manual. Provided without charge to teachers adopting 
the text.

  Separate Anatomy and Physiology Laboratory Manual. 284 pp., 221 ids. 
ISBN 0-801640283. Paperback. Price, $1 1 .65 (10 or more copies), $12.95 (less 
than 10 copies).

  Separate Answer Book to accompany Lab Manual listed above. Provided 
without charge to teachers adopting the text.

  Overhead Transparencies   Set of 52 full color overhead transparencies  
illustrations from book. Provided without charge to teachers adopting the text. 25 
copies or more   minimum.

Evaluate this teaching package tor your AP or Honors program. Complimentary 
copies limited to course adoption situation. Please specify title of text currently in 
use, course title, enrollment, and adoption decision date.

THE C V MOS6» COMPANY
11830 WCSTUNE INOUSTWAL DWVE
ST LOUIS, MISSOUW 63146
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