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ABSTRACT 

The purpose of this transcendental, phenomenological study was to describe the experiences of 

13 teachers who have transitioned from the role of classroom teacher to instructional coach.  All 

participants were actively involved in at least one of two online instructional coaching forums.  

At this stage in the research, the teacher to instructional coach transition experience can be 

described as the decisions and circumstances that led a classroom teacher to pursue the role of 

instructional coach.  The instructional coach can be defined as a collaborative teaching partner 

that helps build teacher capacity and provides teachers individualized professional development 

to meet their learning.  Using Schlossberg’s (1981) transition theory to examine the teacher 

decision-making process and the transition to instructional coach and Bandura’s (1994) social 

cognitive theory to examine self-efficacy and its relation to transitions, the study sought to 

answer the central research question: What are the experiences of teachers who transitioned from 

the role of classroom teacher to instructional coach?  Interviews, online focus groups, and 

hypothetical letters from participants to teachers considering transitioning from a classroom 

teacher, explained their experience with the transition.  I analyzed the data to determine 

emerging themes that explored teachers’ decisions to transition from the classroom to the role of 

instructional coach.  Themes from the research that emerged as the essence of the phenomenon 

are presented as: (a) need for change; (b) call to support teachers; (c) transition is difficult but 

rewarding; (d) relationships matter.  Using participant’s shared experiences the study revealed 

the transition, although difficult at first, yielded personal and professional rewards for each 

participant.  

Keywords: classroom teacher, instructional coach, professional development, teacher 

expectations, teacher transitions. 
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CHAPTER ONE: INTRODUCTION 

Overview 

  There is a lack of research describing teacher experiences transitioning from the 

classroom to pursue a role that allows them the opportunity to provide on-site individualized 

coaching to their peers, both inside and outside their classroom.  Teachers may feel the pressures 

of federal and state mandates regarding student achievement and school accreditation, leaving 

some with a desire to transition to different roles within education to continue to impact student 

achievement and address those mandates.  The purpose of this transcendental, phenomenological 

study was to explore the experiences of teachers who transition from the classroom to the role of 

instructional coach. 

The purpose of this chapter is to provide comprehensive background of the problem that 

informs the purpose of the study and shapes the research questions.  Chapter One of this study 

will provide comprehensive historical, social, and theoretical backgrounds of the problem that 

informs the purpose of the study and shapes the research questions.  This chapter will describe 

my personal connection to the study, in addition to identifying the practical, empirical, and 

theoretical significance of the study.  Additionally, the research questions and definitions 

pertinent to the study are given and this chapter concludes with a summary.   

Background 

Since the implementation of No Child Left Behind Act (NCLB, 2002) and Every Student 

Succeeds Act (ESSA, 2015), schools and teachers have been held accountable for student 

achievement and growth.  To affect an increase in student achievement, teachers must increase 

time to instruct in core subject areas and avoid teaching to the test, seek engaging instructional 

strategies to impact student learning, make data-driven decisions, and continually work to change 
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the learning environment (Ambler, 2015; Grissom, Nicholson- Crotty & Harrington, 2014; 

Kalin, Cepic, & Steh, 2017).  Although school leaders may provide teacher professional 

development, current research indicates that schools often have a lack of professional 

development opportunities to improve instruction (Avidov-Ungar, 2016; Ignat & Clipa, 2010; 

Rush & Young, 2011) and that one-day seminars and conferences are ineffective and limited in 

their ability to provide sustainable instructional practices to impact student achievement and 

learning (Knight, 2009a; Marsh, Sloan McCombs, & Martorell, 2012; Rivera-McCutchen & 

Panero, 2013).  Policymakers and practitioners have expressed the need for improving educator 

quality in schools (Bickmore, 2014; Easton, 2015; Learning Forward, 2017) and instructional 

coaching can assist in addressing that need.  The instructional coach is a research-based learning 

design (Easton, 2015; Knight 2009) that can be utilized to support a systematic change to 

improve instructional practices and provide on-site, professional development opportunities to 

meet individual teacher needs (Desimone & Pak, 2016; Mangin & Dunsmore, 2015; Thomas, 

Bell, Spelman, & Briody, 2015).  

In the past decade, as noted by Knight (2009a) and Rivera-McCutchen & Panero (2013), 

instructional coaches are a growing trend that allow educators the opportunity to use their 

instructional skills to build teacher capacity and professional growth in an individualized 

manner.  Research suggests that teachers are lifelong learners who need to stay challenged and 

be encouraged to explore different opportunities in the field of education (Brooks, 2016; 

Carlyon, 2014; Price & Weatherby, 2017).   

According to Ingersoll (2003), although family and personal reasons contribute to teacher 

turnover, a larger percentage of teacher turnover can be attributed to dissatisfaction or a desire to 

pursue other jobs (including jobs within education).  Teacher attrition and retention could be a 
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result of job dissatisfaction, but could also include stressors involving student achievement 

(Grissom et al., 2014; Ingersoll, 2016; NCLB, 2002), lack of support from administration 

(Ingersoll, 2016; Kapa & Gimbert, 2017), lack of time pressure (Skaalvvik & Skaalvvik, 2009), 

lack of student motivation (Shen et.al., 2015; Ingersoll, 2016), lack of personal accomplishment 

(Ingersoll, 2016; Skaalvvik & Skaalvvik, 2017; You & Conley, 2014), and teacher burnout 

(Skaalvvik & Skaalvvik, 2009).  Although some teachers leave the field (You & Conley, 2014), 

others pursue careers in the educational field beyond the classroom (Barnatt et al., 2017; Olsen & 

Anderson, 2007; Rinke & Mawhinney, 2017).  Many studies have explored why teachers leave 

the classroom (Farmer, 2017; Ingersoll, 2003, 2016; Loeb, Darling-Hammond, & Luczak, 2005; 

Mawhinney & Rinke, 2017), yet there are no known studies that specifically explore why 

teachers transition from the classroom to become instructional coaches.  This phenomenological 

study seeks address the gap in the literature and give a voice to the experiences of teachers who 

transitioned from the classroom to become an instructional coach. 

Historical  

Instructional coaching was designed to assist school administration in providing high-

quality learning for teachers that will impact student achievement and instructional practices 

(Heineke & Polnick, 2013).  Instructional coaching and the role of the coach began emerging as 

researchers and developers recognized the importance of providing teachers individualized 

professional development to improve instructional practices through their “Pathways to Success 

Program” (Knight, 2004).  Instructional coaching began emerging after the inception of NCLB 

(2002) and continued to flourish with ESSA (2010) to address the individualized needs of 

teachers through dialogue, reflective questioning, and coach/teacher collaboration (American 

Institute for Research, 2005).  Utilizing an instructional coach allows schools the opportunity to 
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have site-based professional development that addresses the complexities of mandates and 

expectations within NCLB (Desimone & Pak, 2016).  Student achievement is largely impacted 

by teacher quality (Darling-Hammond, 2000; Tivnan & Hemphill, 2005).  According to research 

(Mangin & Dunsmore, 2015), instructional coaches have been employed in schools as systematic 

change agents to improve instructional practices through individualized professional 

development.  Instructional coaches have also addressed the need for data-driven research to help 

teachers interpret data and identify instructional strategies that will positively impact an increase 

in student achievement (Marsh et al., 2009).  Instructional coaches may currently function not 

only as a systematic change agent (Mangin & Dunsmore, 2015), but also as a peer evaluator to 

build teacher capacity through observation, modeling, and reflection of instructional practices 

(Woulfin & Rigby, 2015).  Instructional coaches can be considered reflective partners for 

teachers and work to help build teacher capacity to affect student learning and improve 

instructional practices through individualized, on-site, professional development.  Although there 

is research defining the role of instructional coaches and the purpose they serve to help teachers 

increase student achievement and improve their instructional practices, there is no known 

research regarding why a teacher would transition from classroom teacher to instructional coach. 

Social 

 As teachers grapple with identity in education, job satisfaction, and the pressures of state 

and federal mandated student achievement goals, there is a need to examine why teachers 

transition roles (Allen, 2018).  Although some teachers leave education (You & Conley, 2014), 

others choose different roles within the field (Bogler & Nir, 2014; Cooley & Shen, 1999; 

Ingersoll, 2016).  Teacher identity (Allen, 2018; Ellis, Skidmore, & Combs, 2017; Rinke & 

Mawhinney, 2017) directly correlates to how teachers identifies themselves as an educator in 
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terms of professional knowledge, subject knowledge, and professional practices (Brooks, 2016).  

As noted by Brooks (2016), “Teachers’ values can operate like a professional compass in that 

they give teachers a sense of purpose, on the basis of which they can evaluate other influences on 

their practice” (p. 63) and can contribute to why a teacher may stay in education, rather than 

leave (Papay, Bacher-Hicks, Page, & Marinell, 2017; Rinke & Mawhinney, 2017).  Research 

indicated that teacher turnover has been a significant problem and that inadequate resources and 

support contribute to the problem (Ingersoll, 2001).  Additionally, research indicated that new 

teachers struggle with increasing student achievement and classroom management, and often feel 

isolated (Ingersoll & Strong, 2011; Richter et al., 2013).  Those new teachers who utilized an 

instructional coach felt supported and student achievement increased (Ingersoll & Strong, 2011; 

Richter et al., 2013).  Research indicated the one-day seminars that administrators and school 

divisions may use do not support sustained instructional practices (Rivera-McCutchen & Panero, 

2013).  Instructional coaches can be utilized to provide professional development that focuses on 

observation of instructional practices tailored to specific teacher needs (Garcia, Jones, Holland & 

Mundy, 2013) and positively impact student achievement and instructional practices (Mangin & 

Dunsmore, 2015).  Although there is extensive research regarding the need for instructional 

coaches in the classroom (Knight, 2009; Woulfin & Rigby, 2015) and how they can improve 

instructional practices (Desimone & Pak, 2016; Hartman, 2013) and student achievement 

(Denton, Swanson, & Mathes, 2007; Marsh, McCombs, & Martorell, 2009), there is a lack of 

research giving voice to teachers who decide to leave the classroom, specifically to those 

choosing a role of instructional coach.  

Theoretical 

Transition theory (Schlossberg, 1981, 2011) supports the idea of transitions as teachers 
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move in and through the role of instructional coach.  The idea of transitions can be loosely 

defined as events that prompt an individual to think about and reflect upon changing their path 

based on a change in assumptions about themselves and/or the world (Schlossberg, 1981).  How 

teachers describe and interpret the transition and the motivations with the transition will help to 

examine the experiences of the teachers turned coaches and why they made the decision to 

transition roles.  Carlyon (2014) suggested that administrators should assist teachers to transition 

roles in education to impact self-efficacy and professional development.   

Bandura’s (1994) social cognitive theory adds to the examination based on the premise 

that an individual’s beliefs about themselves can influence changes and other events in their 

lives.  Through the transition, some teachers may experience emotions ranging from surprise to 

confusion (Carver, 2016).  In addition, teachers who transition to instructional coach may feel 

they have multiple roles (teacher, mentor, teacher leader) (Chval et al.., 2010) causing them to 

struggle with identity (Bullough, 2005; Birmingham, Pineda, & Greenwalt, 2013) and question 

their self-efficacy (Bandura,1994; Ignat & Clipa, 2010; Skaalvik & Skaalvik, 2014).  Examining 

how self and situation frame the decision-making process (Fouad & Bynner, 2008; Moltusky, 

2010) and the experiences of the teacher’s decision to change roles can assist in a deeper 

understanding of why the teacher moved from classroom instructor to instructional coach 

(Schlossberg, 2011).   

Anderson, Goodman, and Schlossberg (2012) and Schlossberg (1981, 2011) indicated 

that transitions and individuals may be different, but understanding individuals in transition 

involves identifying the transition, examining the transitional process, and studying how the 

individual adapts throughout the transition process (Rudolph, Lavigne & Zacher, 2016).  There is 

a lack of research describing the phenomenon of transition between classroom teachers to 
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instructional coach.  This study seeks to explore the experiences of classroom teachers who 

transition to instructional coach.  

Situation to Self 

My desire to study the phenomenon of teachers who transition from the classroom to the 

role of instructional coach stemmed from a curiosity to understand what motivates teachers to 

grow and what helps them grow as educators.  As an administrator and former instructional 

coach, I felt it was important to know what teachers need and want.  When I applied to be an 

instructional coach, I knew it would help me grow as an educator and allow me a break from the 

pressures and stresses of helping students pass a test to graduate.  I wanted to know if others 

experienced growth and what drove the decision within the phenomenon of transitioning from 

classroom teacher to instructional coach.  I wanted to better understand the experiences of the 

classroom teacher as they transition from the classroom into the role of instructional coach, what 

they have experienced as a coach, and what they may take out of their coaching role and into 

future roles.  The study helped provide me insight about the realities of the decision-making 

process for teachers; I hoped to understand the reasons that teachers make decisions to change 

roles and to define what changes can be made to retain teachers in the classroom.  This study was 

intended to provide school administrators a greater understanding of why teachers decide to 

transition from one role to another and what changes can be made to help prevent teacher 

leavers.   

Through this phenomenological study, I approached the study using the ontological 

assumption that realities are constructed through the lived experiences of individuals (Creswell, 

2013) and how multiple realities exist based on those individual experiences (Moustakas, 1994).  

I approached this phenomenological study using the epistemological assumption that spending 
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time with participants and examining what they describe about their transition will provide 

evidence (Creswell, 2013) to inform the study.  Although I may have had biases and pre-

conceived ideas about the phenomenon, I used the axiological assumption that my values and the 

values and experiences of the participants are important to the study and its findings.  I utilized 

the rhetorical assumption that I am not seeking the truth, but rather examining the phenomenon 

through what the participants experienced and shared in a narrative that informs the study 

(Creswell, 2013).  Throughout the research, I brought the paradigm of constructivism to allow 

participants to construct meaning of their experiences as they transitioned from classroom 

teacher to instructional coach, what they experienced as an instructional coach, and what they 

will bring with them as they move out of the role of instructional coach.   

Problem Statement 

Teacher burnout and the many pressures and stressors related to increasing student 

achievement to meet federal (NCLB, 2002) and state mandates (Grissom et al., 2014) can affect 

not only student learning, but also educational processes and instructional practices 

(Pishghadam, Adamson, Sadafian, & Kan, 2013).  Studies indicated that teacher job satisfaction 

can be impacted by the pressure of increased student achievement (Grissom et al., 2014, 

Pishghadam et al., 2014) and the school environment (lack of administrative support, time 

pressures, school climate) (Bogler & Nir, 2015; Malinen & Savolainen, 2016; Skaalvik & 

Skaalvik, 2017; Van Maele & Van Houtte, 2014).  Other research suggested that teachers who 

are lifelong learners need to remain challenged (Avidov-Ungar, 2016; Carlyon, 2014; Gravani, 

2012) and discover opportunities for personal accomplishment (Sklavvik and Sklavvik, 2017; 

You & Conley, 2014).  Current research falls short because it fails to address that although 

teachers may leave the educational field entirely (You & Conley, 2014), others transition to 
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different roles within education (Bogler & Nir, 2014; Ingersoll, 2016).  Instructional coaching is 

a growing trend to assist administrators and school systems to provide individualized 

professional development (Knight 2009a; Mangin & Dunismore, 2015), to improve instructional 

practices (Rush & Young, 2011), and to increase student achievement (Rivera-McCutchen & 

Panero, 2013; Marsh et al., 2009).  The problem for this study is to address the absence of the 

teachers’ voices regarding the lived experiences of those teachers who transitioned into an 

instructional coach role.   

Purpose Statement  

The purpose of this transcendental, phenomenological study was to describe the 

experiences of 13 teachers who transitioned from classroom teacher to instructional coach.  The 

instructional coach can be defined as a collaborative teaching partner (Knight 2011; 2016) who 

helps build teacher capacity (Mangin & Dunsmore, 2015; Tschannen-Moran & Carter, 2016) and 

provides teachers individualized professional development to meet their learning needs (Mangin 

& Dunsmore, 2015; Tschannen-Moran & Carter, 2016).  At this stage in the research, the 

classroom teacher to instructional coach experience is defined as the decisions and circumstances 

that led a classroom teacher to pursue a role of an instructional coach.  The theories guiding this 

study are Schlossberg’s (1981, 2011) transition theory and Bandura’s (1994) social cognitive 

theory.  Transition theory (Schlossberg, 1981, 2011) provides a framework to explore the 

decision-making process and experiences of teachers transitioning from their role as instructional 

practitioner in the classroom to a catalyst for professional development of instructional 

practitioners in their classroom.  Bandura’s (1994) social cognitive theory provides a lens to 

explore teacher self-efficacy and a teacher’s individual experiences and motivations in relation to 

the transition.  
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Significance of the Study 

Although studies have explored why teachers leave the classroom (Ingersoll, 2001; 

Mawhinney & Rinke, 2017; Rinke & Mawhinney, 2017) and how job satisfaction (Bogler & Nir, 

2014; Kapa & Gimbert, 2017; Skaalvik & Skaalvik, 2010) and burnout (Farmer, 2017; Shen et 

al., 2015; Skaalvik & Skaalvik, 2017) can contribute to teacher leavers, there is a lack of 

literature exploring why teachers stay in education and change roles.  Instructional coaching is a 

growing trend that allows educators to use their skills and knowledge of instruction to build 

teacher capacity and professionalized growth in an individualized manner (Desimone & Pak, 

2016; Knight, 2009; Rivera-McCutchen & Panero, 2013).  By examining teacher’s decisions to 

leave the classroom, administrators and schools will have a better understanding of teacher 

needs.  The significance of this phenomenological study is to provide an understanding of why 

teachers transition from the classroom to instructional coach.  Using a transcendental 

phenomenological design will allow me to describe the experiences of individuals who have left 

the classroom to become an instructional coach, what they experienced as they moved in and 

through the phenomenon, and what they would share with other teachers considering a transition 

from classroom to instructional coaching. 

Practical Significance 

This transcendental phenomenological study will assist administrators to understand why 

teachers decide to transition from one educational role to another and possibly affect the current 

decline in attrition/retention of teachers (Ingersoll, 2001, 2016; Ingersoll & Merrill, 2012) to 

create an environment where teachers can thrive (Barnatt et al., 2017).  School administrators 

face the challenge of retaining effective, qualified teachers, and research suggests improving and 

exploring why teachers leave or stay could impact lower teacher turnover rates, staffing 
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problems, and aid in school performance (Ingersoll, 2003).  Giving a voice to teachers who leave 

the classroom and transition to a role of instructional coach can assist administrators in retaining 

teachers, keep them in an educational role, improve instructional practices in the building, and 

increase student achievement (Desimone & Pak, 2016; Woulfin & Rigby, 2015).  More 

importantly, the experiences of teachers who left the classroom to become instructional coaches 

could assist in the decision-making process for those teachers who are considering a transition 

from the classroom to the role of instructional coach.   

Empirical Significance 

This study will add to the current literature as a practical understanding of why teachers 

leave the classroom, for there is a lack of understanding as to when and why teachers leave the 

classroom to pursue other educational roles (You & Conley, 2014).  Previous research has 

focused on teachers who leave the classroom based on student achievement (NCLB, 2002; 

Grissom et al., 2014), discipline issues (Kapa & Gimbert, 2017), lack of time/time pressures 

(Skaalvik & Skaalvik, 2010), lack of student motivation (Shen et al., 2015), and lack of personal 

accomplishment (Sklavvik & Sklavvik, 2017; You & Conley, 2014).  This qualitative study will 

build on the research and provide insight regarding why teachers decide to leave the classroom 

but remain in education.  Stakeholders that will benefit from the study include not only those 

considering a transition from the classroom to the role of instructional coach, but also 

administrators who are invested in retaining quality teachers who might be considering changing 

roles or leaving education.   

Theoretical Significance 

Using Schlossberg’s (1981, 2011) transition theory as a lens to view teacher decisions to 

change roles, this study seeks to provide an exploration of teacher experiences as they transition 
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from their role as classroom teacher to instructional coach.  Although transition theory 

(Schlossberg, 1981, 2011) includes moving in, moving through, and moving out of transitions, 

for the purpose of this study, I will be examining the stages of moving in and through the 

transition of teachers to instructional coach roles.  Although some studies focus on teacher 

transitions to leadership roles (Carver, 2016; Ross et al., 2011; Smith, Hayes, & Lyons, 2017) or 

between grade levels (Carlyon, 2014), this study seeks to examine the transition from classroom 

teacher to instructional coach.  Adult transitions and the decisions to make a transition include 

examining self, situation, and how the individual adapts through the transitional process 

(Anderson et al., 2012; Fouad & Bynner, 2008; Moltusky, 2010; Rudolph et al., 2016; 

Schlossberg, 2011).   

In addition to transition theory (Schlossberg, 1981, 2011), Albert Bandura’s (1994) social 

cognitive theory can assist in providing a supplementary framework to explore teacher  

self-efficacy as it encompasses a teacher’s individual beliefs, past experiences, and extrinsic 

motivations, and how these factors can impact the transition.  Teacher efficacy can assist in 

affirming the transition “is the product of a dynamic interplay of personal and situational 

influences” (Bandura, 1999, p. 155).  Additionally, teacher beliefs on self-efficacy relate to the 

efforts they invest in instructional practices, professional goals, and persistence/resilience when 

challenges arise (Tshannen-Moran & Carter, 2009).  Social cognitive theory and self-efficacy 

(Bandura, 1994) complement the study’s theoretical framework because the choices teachers 

make are most likely determined by the beliefs they hold about themselves and what they 

experience as they engage in the choices (Bandura, 1993).  

 Exploring this phenomenon will have theoretical significance for teachers considering 

transitioning to the role of instructional coach.  The extrinsic and intrinsic motivations of a 
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classroom teacher who has transitioned into the role of instructional coach can provide context to 

those considering the same transition.  This study will provide insight from teachers who have 

transitioned to coach, what they experienced as an individual, and how it impacted them 

professionally and personally.  Additionally, the study will provide insight from former teachers 

turned instructional coach and what they feel teachers who may be considering transitioning to 

instructional coach should know about the experience.   

Research Questions 

Research questions within the study are designed to explore the experiences of teachers 

who moved into the role of instructional coach and their perceptions as they moved through the 

role.  A central question and three sub-questions frame the exploration of what teachers 

experienced and their understandings as they experienced transitions within their changing role.  

The central research question is: 

What are the experiences of teachers who transitioned from the role of classroom teacher 

to instructional coach? 

In studies by Barnatt et al. (2017), Hong (2012), Ingersoll (2016), Price and Weatherby 

(2018), and You and Conley (2015), the researchers explored career trajectories of teachers and 

why some choose to stay in the profession although others leave.  Although studies have 

examined how some teachers may choose to move to administrative (Cooley & Shen, 1999) or 

leadership (Allen, 2018) roles or move to different schools (Hancock, 2015), there is no unique 

contribution to the literature regarding why teachers decide to leave the classroom to become an 

instructional coach.  In addition to the central research question, sub questions one through three 

provide context to the study through exploring teacher turned coach experiences and situations. 
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1.  What key motivational factors influence teachers to transition from the role of 

classroom teacher to instructional coach? 

According to Schlossberg (2011), when examining transitions, it is important to explore 

the perspective of the individual, in addition to the context of the transition.  Making meaning 

and the individual’s internal value system and self-efficacy can affect teacher’s decisions to 

make different career choices (Bandura, 1994; Hong, 2012).  Exploring teacher perspectives of 

prior circumstances and situations they experienced that led them to leave the classroom will 

assist in an understanding of why they moved into the position of instructional coach.   

2.  What practical knowledge do teachers acquire about instructional coaching and the 

role of instructional coach as they fully transition into the role?  

As adults transitioned from what they knew in their past role and move towards a new 

role, they may differ in how they experienced the transition (Schlossberg, 2011).  How the 

teacher turned instructional coach experienced the role change, how it impacted teacher turned 

coach perspectives of the classroom and culture in a school, and how it affected teacher turned 

coach sense of self (Bandura, 1994) could help researchers better understand why teachers stay 

in education and negotiate their roles in schools (Barnatt et al., 2017).  Examining the 

experiences of moving from teacher to instructional coach will help create an understanding of 

multiple perspectives of what they are taking from the experience and how it relates to the 

decision to move from the classroom to the role of instructional coach.  

3.  What valuable advice or information would instructional coaches find significant to 

share with current classroom teachers who are considering the same transition? 

As adults move in, through and out of transitional phases, the transition will ultimately 

impact their lives (Schlossberg, 2011) and what they believe about their own efficacy and how it 
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affects their decision (Bandura, 1994).  This question seeks to explore how the experiences of a 

former classroom teacher turned instructional coach will impact those considering a transition 

from classroom teacher to instructional coach.  Using the insights and data gathered from this 

question will assist me to explore how the experiences could assist in an understanding of why 

and how teachers pursue their own interests and expand their professional horizons (Olsen & 

Anderson, 2007).  

Definitions 

 The terms pertinent to the study listed below are grounded in literature related to the 

topic, theoretical framework, or research design of the study.  

1. Instructional coach - Instructional coaches are educators, mostly former classroom 

teachers, who impact instructional practices in the classroom and student learning 

(Knight, 2016).  The instructional coach is also a collaborative partner for teachers who 

encourages reflective thinking to build teacher capacity and professional growth (Knight, 

2016). 

2. Moving in – Defined as the first stage in the process of moving from one role to another 

(Anderson et al., 2012; Schlossberg, 2011), moving in is the point at which a teacher 

decides to leave the classroom to become an instructional coach.  In this stage, the person 

becomes familiar with their new role and the expectations of the role (Anderson et al., 

2012; Schlossberg, 2011) 

3. Moving out – This stage could signal a need for a change in roles (Anderson et al., 2012, 

p. 57) or a time to reflect on their transformation from classroom teacher and what they 

learned as an instructional coach (Anderson et al., 2012; Schlossberg, 2011). 
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4. Moving through – The second stage of the process relates to how a person finds balance, 

support, and challenge in their new role (Anderson et al., 2012; Schlossberg, 2011).  The 

experiences within this stage may allow the instructional coach to “know the ropes” 

(Anderson et al., 2012, p. 57), yet still allow for professional growth. 

5. Self-efficacy – An individual’s beliefs about their abilities and self and how it impacts 

decisions and actions (Bandura, 1994; Klassen, 2011). 

6. Transition – Transitions are non-events or events that bring forth a change in one’s 

assumptions about themselves and the world and requires a change in behavior and 

relationships (Schlossberg, 1981). 

Summary 

This qualitative, transcendental phenomenological study seeks to address the 

phenomenon of teachers that transition from the classroom to instructional coach and will 

hopefully provide insight as to why teachers decide to transition from the classroom but remain 

in education.  Although some teachers leave the field entirely (You & Conley, 2014), others 

transition to different roles within the educational field (Bogler & Nir, 2014; Carlyon, 2014; 

Ingersoll, 2016).  Studies have identified many pressures and stressors contributing to teacher job 

dissatisfaction/burnout (Farmer, 2017; Ingersoll, 2003, 2016) and the need to consistently 

improve instructional practices to meet state/federal mandates regarding student achievement 

(Grissom et al., 2014; NCLB, 2002).  Current research notes that teachers seek opportunities for 

professional growth (Sklavvik & Sklavvik, 2017; You & Conley, 2014) and remain challenged 

as lifelong learners (Conley, 2015).  Instructional coaching allows teachers who have 

transitioned from the classroom an opportunity to address the needs of their peers by providing 

on-site, individualized professional development.  Although some teachers transition from the 



31 
 

 
 

classroom to a role of instructional coach, there is little research giving a voice to the experiences 

of teachers and why they decided to transition from the classroom to coach.   
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CHAPTER TWO: LITERATURE REVIEW 

Overview 

Chapter Two will provide an understanding of the Schlossberg’s (1981) transition theory, 

as it will be used as a framework for studying the phenomenon.  How adults move in/through 

transitions, how the experiences impact them, personal influences and how they affect the events 

and situations in an individual’s life, is essential to this study.  Transition theory (Schlossberg, 

1981) provides a lens to examine the decision-making process, teacher decisions to transition, 

and what teachers experience through the transition.  Literature relevant to the study respects the 

contributions already made regarding instructional coaching, the development of instructional 

coaching, and the roles of instructional coaches.  This chapter also provides an overview of the 

literature that provides context to the study exploring the experiences of teachers who leave the 

classroom to transition to the role of instructional coach.   

A review of the literature includes contextual research and studies involving teacher self-

efficacy and identity in education, teacher attrition and retention, adult learning, teacher 

professional development, adult career transitions, and professional transitions in education.  

There is a lack of literature capturing teacher voices and their own decisions to transition within 

or out of education (Carlyon, 2014; Carver, 2016; Chval et al., 2010; Mawhinney & Rinke, 

2017).  Teachers’ professional identity and self-efficacy is an underlying factor in professional 

growth and development (Avidov-Ungar, 2016; Mahmoudi-Gahrouei, Tavakoli, & Hamman, 

2016), and contextual factors such as identity and self-efficacy (Brooks, 2016; Flores & Day, 

2006; Ignat & Clipa, 2010) can influence teacher transitions in education (Anderson et al., 2012).  

Few studies have described the influence teachers feel they can have in education (Barnett et al., 

2017), more specifically those who transition from the classroom to instructional coach.  This 
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chapter will conclude with a summary of the content and will establish the gap in the literature 

this study seeks to fill.  

Theoretical Framework 

This transcendental phenomenological study consisted of research based on the 

experiences of teachers who transitioned from the classroom to the role of instructional coach.  

Schlossberg’s (1981) transition theory can be linked to the teacher transition from the classroom 

to instructional coach because it examines “an event or non-event that results in change in 

assumptions about oneself and world and thus requires a corresponding change in one’s behavior 

and relationships” (p. 5).  Bandura’s (1994) social cognitive theory can also be linked to the 

transition from the classroom to instructional coaching because the decision was most likely 

impacted by negative and positive experiences (Bandura et al., 2001). 

Adult transitions can be examined based on the complexities associated with the 

transition process and how they could be impacted by a number of factors that include 

dissatisfaction with current state and a search for identity and meaning in their current role or 

desire to seek another pathway/role (Plimmer & Schmidt, 2007).  Teacher transitions and 

experiences in role changes in education can be examined using transition model (Anderson et 

al., 2012; Motulsky, 2010; Plimmer & Schmidt, 2007; Schlossberg, 1981, 2011).  The transition 

model is a framework this study uses to listen to the unique stories of teachers to examine the 

transition from classroom to instructional coach.  Examining the transition will assist in 

facilitating the development and support for future instructional coaches, and address the gap in 

literature, because establishing a new professional identity is a process that has not been 

examined and is often overlooked (Chval et al., 2010; Mahmoudi-Gahrouei et al., 2016).  As 

teachers transition roles in education, their perspectives and understandings of their role and how 
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they experience the transition could impact their identity and how they identify themselves in 

education (Chval et al., 2010; Plimmer & Schmidt, 2007).  This study will examine the process 

of transition assuming that “the process of leaving one set of roles, relationships, routines, and 

assumptions and establishing new ones takes time.  For some, the process happens easily and 

quickly”  (Schlossberg, 2011, p. 160).  The transitional model examines the types of transition, 

how the transition may have altered the individual’s life, where the individual is in the process, 

and how they have used resources in the transition (Anderson et al., 2012; Damle, 2015; 

Motulsky, 2010; Schlossberg, 1981, 2011).  Additionally, social cognitive theory (Bandura, 

1994) will assist in examining the transition and how personal, behavioral, and environmental 

determinants impacted the transition.  The processes and strategies an individual uses as they 

transition are all important to this study because they will allow me to explore different facets of 

the experiences of teachers who transitioned from the classroom to the role of instructional 

coach.  

Transition Theory 

Schlossberg’s (1981) transition model assumes that when one makes a transition, it can 

be due to an event or nonevent that is result of one’s assumptions of self and/or the world in 

which they live in.  Events in one’s life can be defined as anticipated transitions such as 

graduation from high school or college, getting married, becoming a parent, starting a first job, 

changing careers, and retiring (Schlossberg, 2011).  Non-events can be defined as events that fail 

to occur, such as not getting married, not being promoted, and not being able to retire 

(Schlossberg, 2011).  Through the process of transition, the variables can include role changes 

(gain or loss), effects (positive or negative), sources (internal or external), timing (on time or off 

time), duration (permanent, temporary, or uncertain), onset (gradual or sudden), and degree of 
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stress (Schlossberg, 1981).  All of these defined variables may not always be a part of the 

transition process for an individual, but are influential in how one adapts to a transition.  

Schlossberg’s (1981) transition model delineates that “different factors have different salience 

depending on the transition and on the subgroup being studied” (p. 16).  Using Schlossberg’s 

(1981) transition model as a framework, this study will seek to define variables in the process of 

transition from classroom teacher to instructional coach. 

The onset of a transition may be linked to an event or nonevent and be influenced by 

variables as defined by Schlossberg (1981), but it is a process that takes place over time that 

“includes phases of assimilation and continuous appraisal as people move in, through and out of 

it” (Anderson et al., 2012, p. 59).  Anderson et al. (2012) and Schlossberg (1981, 2011) defined 

the process of transition using three steps: moving in, moving through, and moving out.  Moving 

in is the beginning stage of the transition process and is the point when a person transitions to a 

new situation (Anderson et al., 2012; Schlossberg, 1981).  In this study, moving in is the point at 

which a classroom teacher moves into the role of instructional coach and includes the 

experiences that led them to moving in (Anderson et al., 2012; Schlossberg, 1981).  Moving in is 

the process in which an individual establishes new roles, relationships, routines, and assumptions 

(Anderson et al., 2012).  When one transitions into a new role, they learn about and become 

aware of the role they are moving into, such as the rules, norms, and expectations of that new 

role.  The process of moving in is designed for the individual’s understanding of what is 

expected of them in the new situation or role they assume (Anderson et al., 2012) and will be 

utilized to explore a teacher’s transition from the classroom to instructional coaching. 

Moving through (Anderson et al., 2012; Schlossberg, 1981) can be defined as when an 

adult learner “knows the ropes” (Anderson et al., 2012, p. 57) and establishes their new role.  
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Within this stage, the individual can question if this was a positive transition and how the 

transition affected their life.  The individual learns to find balance in the new role or situation 

during the moving through phase and it can be a long process in the transition.  In the moving 

through stage, individuals may question if they made the right choice in the transition of roles or 

new situation and how that may affect a move out of the transition or situation.  This study will 

explore the experiences of teacher turned coach as they are moving through the role. 

Moving out signifies the end of the transition and possible movement into the next 

transition, whether it be a new role or new start (Anderson et al., 2012; Schlossberg, 1981).  As 

individuals transition out in this process, they may begin to ask themselves what is next or 

disengage from the relationships and routines of the new role or situation (Anderson et al., 2012). 

For the purpose of this study, moving out will include what the teacher turned instructional coach 

will take from the experience as they move into the next transition/role.   

Transitioning from one role to another takes time and can be influenced by the four S 

factors, which can be defined as: situation, self, supports, and strategies (Anderson et al., 2012; 

Plimmer & Schmidt, 2007; Schlossberg, 2011).  Situations a teacher experienced that led to the 

transition can be examined using multiple facets that include triggers for the transition, the 

timing of transition in regards to the teacher’s need (emotional, social, intellectual), aspects the 

teacher may or may not be able to control, changes in roles, how long the transition will last, 

previous experiences with transitions, stressors related to the transition, and individual 

perceptions of the transition (positive, negative, or neutral) (Anderson et al., 2012; Plimmer & 

Schmidt, 2007; Schlossberg, 2011).  When examining a transition and the process of transition, it 

is important to note that every situation is different and can be examined using the facets listed 

above.  When an individual transitions, examining the situation includes triggers (external and 
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internal factors that may have impacted the transition), timing (where in the individual’s life did 

it take place), duration (how long did the transition take), and source of control (how the 

individual managed the transition) (Anderson et al., 2012; Schlossberg, 1981, 2011). The 

situation is a factor within the transition process and can connect to the experience of moving in 

and moving through the process and will be examined through the experiences of a teacher 

transitioning to instructional coach. 

Using self as a factor in the transition requires looking at “what the individual brings to 

the transition” (Anderson et al., p. 73).  Self in the transitional model (Anderson et al., 2012, 

Plimmer & Schmidt, 2007; Schlossberg, 2011) includes, but is not limited to, their outlook 

(pessimism, optimism, and self-efficacy) and their values.  Focusing on the self when examining 

individual transitions includes identity (how the person defines who they are in the transitional 

process), autonomy (the individual’s ability to control and make meaning within the transition), 

past experience (experiences they can bring to the transition and use it as a coping mechanism), 

self-efficacy (the confidence one brings into the transition) (Anderson et al., 2012; Plimmer & 

Schmidt, 2007; Schlossberg, 1981, 2011).  The way a person thinks about and explains a 

transition can provide information about what Seligman (2002) refers to as their explanatory 

style; a person with a positive explanatory style is an optimist, contrarily, a person with a 

negative explanatory style is a pessimist (Anderson et al., 2012; Plimmer & Schmidt, 2007).  An 

individual’s outlook can help me explore how they view the transition from teacher to 

instructional coach.   

Additionally, social cognitive theory (Bandura, 1994) and self-efficacy asserts that when 

a transition occurs, one’s beliefs will help determine how opportunities and obstacles are 

perceived.  Using self as one of the four factors allows me to examine how the teacher 
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experienced the transition moving in and moving through role changes and how they felt about 

it.  When a teacher moves from classroom to the role of coach they will could experience a shift 

in identity and self-efficacy because it is a new, unfamiliar role.  Validation of this study and self 

is important because “qualitative research might present a better place to start in that transitions 

could be viewed holistically, as perceived by individuals experiencing them” (Evans, Forney, 

Guido, Patton, & Renn, 2010, p. 226). 

The third factor of influence in the transition model can be defined by supports and 

support systems (Anderson et al., 2012; Schlossberg, 2011).  Supports throughout the experience 

are important to hear about from teachers turned instructional coach because there is little 

knowledge about their learning process and supports associated with instructional coach’s 

professional growth (Gallucci, Van Lare, Yoon, & Boatright, 2010).  Through the process of 

transition, supports are critical to one’s well-being/adaptation to the transition (Schlossberg, 

2011) and the types of support can vary (family unit, networks of friends, individual’s 

community).  An individual’s experience with transition and supports can include individuals 

and groups one uses in the transitional process.  Resources and training the teacher turned coach 

receives can impact their experiences as they move in and move through their role and what they 

may share with others considering a transition from classroom to coaching. 

The fourth factor of influence in transitions, strategies, indicates the practices and habits 

the teacher used to cope with the transition as they moved into and through their new role and 

how they might use them as they transition to their next role.  Coping is the major strategy 

Schlossberg (2011) identifies in this facet of the process.  Using Pearlin and Schooler’s (1978) 

types of coping in their research, Anderson et al. (2012) and Schlossberg (2011) identify that 

coping could include changing the situation, reframing the situation, or reducing stress in the 
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situation.  This study will explore the experiences of teachers who transitioned from the 

classroom to coaching and the facets of how they coped with the transition.  

 Teachers who transition from the classroom to an instructional coaching role will 

experience cognitive, emotional, and social development as they move in and through the 

experience.  Through the facets of the four S factors and transition, I can gain a better 

understanding of change, how it affects individuals, and how it can apply to others considering 

the same transition.  Schlossberg’s (1981) transition theory and the four S factors that influence 

transition (Anderson et al., 2012; Schlossberg, 2011) are appropriate lenses to study the 

experiences of teachers who transition from the classroom to instructional coach because they 

utilize situation, self, supports, and strategies to examine the experiences of the transition.   

Social Cognitive Theory 

Social cognitive theory can add to the phenomenon of transitioning to a new role because 

it asserts that personal and situational influences affect human actions (Bandura, 1999).  Social 

cognitive theory can be defined as how individuals interact in their environment and how they 

react to situations (Eun, 2018).  Through the lens of social cognitive theory, researchers can 

explore personal influences and how they affect the events and situations in an individual’s life 

(Bandura, 2018).  The interplay of personal, behavioral, and environmental determinants help 

frame the causal model of social cognitive theory (Bandura, 1986).  Factors such as situation, 

one’s knowledge, and skills influence how people will experience transitions and adapt to them.  

One’s own unique intellectual talents and the environment in which they can build upon or share 

those talents are factors when individuals have to make decisions.  Additionally, as a facet of 

social cognitive theory (Bandura, 1994), examining what the classroom teacher turned 

instructional coach experienced as the teacher moved through the transition using the 



40 
 

 
 

observational learning process could provide a secondary lens specific to the journey.  The 

observational learning process includes exploring what the teacher turned coach experienced 

through attention (observing teaching/learning), retention (reflection), production (identifying 

plans), and motivation (following through with the plan) (Miller, 2011).  Using the observational 

learning process as a lens, I can explore the experiences of teacher turned coach and how their 

work with teachers affected their sense of self and the transition.  The interactions the 

instructional coach experiences as they move through the transition when working with teachers, 

administration, and whole schools and the roles they play within schools is impacted by the 

observational learning process.  Instructional coaches and the role they play include observation, 

reflection, planning, and implementing plans with teachers, but can also apply to what they 

experience and how that translates to their own sense of self and the role they play.   

Self-efficacy is directly correlated to social cognitive theory, self in the four S factors and 

the process of transition (Anderson et al., 2012; Schlossberg, 2011).  One’s perception of self 

contributes to the decisions one makes and can impact how they respond to the decisions.  Self-

efficacy refers to an individual’s perception of self, the individual’s apability to adjust to 

situations, and carry out courses of action in their lives (Klassen, 2011).  Self-efficacy directly 

affects an individual’s goals, the types of goals they set for themselves, and their commitment to 

achieving those goals (Bandura, 2018).  A teacher’s self-efficacy helps them grapple with 

decisions they make and includes the persistence and perseverance they employ when faced with 

difficulties, and the amount of apprehension or tranquility they experience with the decisions 

they make (Usher & Pajares, 2008). 

Through the lens of social cognitive theory (Bandura, 1994) and its connection to teacher 

efficacy and identity, it is important to note that “the abilities of an individual and group are 
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essential to a building [and the learning/instruction that takes place in that building] and can be 

connected to social learning theory, more specifically self-efficacy and collective efficacy” 

(Graham, 2018, p. 25).  How one internalizes their capabilities can provide motivation and assist 

in decisions to transition (Bandura et al., 2001).  Decisions are often impacted by consequences 

associated with both positive and negative experiences (Bandura et al., 2003).   

A teacher’s decision to transition to the role of instructional coach can be affected by 

self-efficacy and identity because both impact the decision through cognitive, motivational, and 

affective factors (Bandura et al., 2003).  Through self-efficacy, teachers are engaged in making 

decisions that shape their lives and the course of their careers (Bandura, 2018).  The interplay of 

personal determinants (Bandura, 2018) can correlate to Anderson et al. (2012) and Schlossberg’s 

(2011) Four S model, as the model uses self, situations, and supports as a framework for 

examining adult transitions.  Bandura’s (1994) theory provides an additional lens to the 

theoretical framework based on his assertion that an individual will make decisions based on 

their own unique intellectual talents and the environment in which they can build upon or share 

those talents. 

Related Literature 

Although there is a lack of research describing teacher experiences transitioning from the  

classroom to a role that allows them to coach their peers, there is a wealth of literature related to 

instructional coaching, the roles of an instructional coach, teacher self-efficacy and identity, 

teacher attrition and retention, adult learning, professional development in schools, adult career 

transitions, and transitions within education (Cox, 2015; Galluci et al., 2010; Knight, 2009; 

Rinke & Mawhinney, 2017; Skaalvik & Skaalvik, 2010).  Examining related literature also 

provided a deeper, richer understanding of things that could influence a teacher’s decision to 
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change roles.  All of the related literature is important to the study because it provides 

background to the gap in the research and provides context for exploring the experiences 

classroom teachers who transitioned to a role of instructional coach. 

Federal Mandates 

In 2002, President George W. Bush signed the No Child Left Behind Act (NCLB) as a 

reauthorization of the Elementary and Secondary Education Act (ESEA) of 1965.  One of the 

major facets of the law included ensuring all teachers were highly qualified, which required all 

teachers in core subject areas to have bachelor’s degree, to demonstrate subject-matter 

knowledge in the area(s) they teach and hold a certificate or license in the subject they instruct 

(NCLB, 2002).  Additionally, the law emphasized that professional learning as a key strategy for 

improving teachers’ skills and effectiveness (ASCD, 2015).  State and district leaders are 

responsible for ensuring professional learning opportunities for teachers will assist in improving 

teacher content knowledge in the area(s) they teach, will assist teachers to become highly 

qualified, and will improve teacher understandings of instructional strategies (ASCD, 2015).  

Most importantly, the act focused on student accountability and school improvement that is data 

driven and monitored by states and districts.   

Based on the mandates established through NCLB and the increasingly complex 

challenges educators and schools face, there was a need for more personalized learning for 

teachers.  Instructional coaching was impacted by the signing of NCLB because the act required 

schools and districts to incorporate more personalized professional learning for teachers, like 

coaching, to assist in impacting instructional strategies and increase school improvement/student 

achievement.  The challenges of school accountability and the need for personalized teacher 

learning based on mandates within the NCLB forced educational leaders to invest in professional 
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learning practices that address the diverse levels of educators and influence teachers’ ability to 

change practices (Joyce & Showers, 2002).  Instructional coaching has been encouraged as a 

form of professional development because of NCLB (Hartman, 2013; Marsh et al., 2009; 

Woulfin & Rigby, 2015).   

A decade after NCLB was enacted, “the Obama administration joined a call from 

educators and families to create a better law that focused on the clear goal of fully preparing all 

students for success in college and careers” (USDOE, 2017, p. 1).  President Obama signed the 

Every Student Succeeds Act (ESSA) into law on December 10, 2015.  The act reduced the 

federal role in K-12 education and replaced/updated NCLB.  ESSA’s mandates supported 

educators by prioritizing excellence and equity in student learning (USDOE, 2017).  Recognizing 

the role of the teacher in the success of every student, the Federal Government continued to 

support educational research and the need for quality professional learning for all educators 

(ESSA, 2015; NCLB 2002). 

Replacing and updating NCLB, ESSA included removing the highly qualified teacher 

requirement (beginning in 2016-2017) and continuing to support the need for evidence based 

professional learning (ASCD, 2015).  The act changed the landscape of professional 

development by updating the current act with sustainable activities that are intensive, 

collaborative, transferable to the classroom/job embedded, and data driven (Learning Forward, 

2017).  Additionally, ESSA dictated that professional learning should meet the needs of 

educators through personalization and embedded in the educators work day (ASCD, 2015).  This 

act allowed for job embedded professional learning, such as instructional coaching, to continue 

to support scholarly findings that indicate professional learning should be research based and 

support teachers to enhance instructional practices and increase student achievement.  ESSA is 
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important to note in the related literature, because it directly impacted professional learning and 

teacher growth to affect student learning.  

Instructional Coach  

Instructional coaches were designed as a personalized strategy to develop teacher 

practices (Coburn & Woulfin, 2012) and to provide onsite professional development for teachers 

(Aguilar, 2013; Desimone & Pak, 2016; Knight 2016; Mangin & Dunismore, 2015).  

Professional development that addresses the needs of teachers facing mandates of the NCLB Act 

(2001) requires more than the one-day seminars or conferences (Knight, 2009; Marsh et al., 

2009; Rivera-McCutchen & Panero, 2013), and instructional coaches were designed to address 

the demands of student assessment (Denton et al., 2007).  Literature from the 1980s and 90s 

regarding teacher coaching reported an increase in teacher practices with regards to curriculum 

pacing, classroom management, and meeting instructional objectives (Kohler, Ezell, & Paluselli, 

1999). 

As teacher demands progressed, so did the need for a different definition of instructional 

coach.  Research in the early 2000s indicated that instructional coaches helped improve school 

culture and teacher collaboration (Guiney, 2001; Neufeld & Roper, 2003).  As time progressed, 

so did the many facets of instruction, teaching, and professional growth in education.  An 

instructional coach is beneficial to the teacher, just as the coach benefits from experiences with 

the teacher; there is a mutual benefit for both to grow as professional educators (Desimone & 

Pak, 2016).  Because both the coach and teacher have classroom experiences of their own, the 

experiences they share with eachother allows for a safe learning community (Aguilar, 2013).   

The instructional coach not only provides the teacher with instructional support for 

student achievement, but the coach serves as a reflective partner to build on their current 
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practices, share ideas, conduct action research, and problem solve (Rhodes & Beneicke, 2002; 

Suarez, 2018).  Ultimately, the instructional coach was designed as a systemic and individualized 

initiative for reform (Mangin & Dunsmore, 2015).  Jim Knight (2016b), a name commonly 

associated with instructional coaching and its development, defines instructional coaching as 

coaches who partner with teachers to “analyze current reality, set goals, identify and explain 

teaching strategies to hit the goals, and provide support until the goals are met” (para. 1).  A 

review of the literature suggests that the definition of instructional coach is multi-facet and 

changes with time, location, and teacher needs (Wolpert-Gawron, 2016).  A synthesis of the 

definition of instructional coach provides background about the intent of a coach.    

Instructional Coaching and Roles of the Coach  

An instructional coach can take on many roles in a school, it is often dependent on the 

needs of the school (Hartman, 2013; Teemant, Wink, & Tyra, 2015), the administration 

(Wolpert-Gawron, 2016), or the division (Marsh, McCombs, & Martorelli, 2012).  The role of 

the instructional coach can vary from classroom to classroom and can morph over time.  While 

some teachers may need assistance with classroom management, others may need assistance 

with curriculum and planning.  The instructional coach is often viewed as a highly skilled 

classroom teacher, with at least five years of classroom experience (Aguilar, 2013).  The role an 

instructional coach may fill is determined by the experiences they have had in the classroom and 

their ability to help identify teacher needs.  Studies have indicated that coaching roles attend to 

the instructional and collaborative needs of a teacher and include peer mentor, data coach, 

content expert, reflective partner, and professional learning facilitator (Chavel et al., 2010; 

Knight, 2009).  Additionally, the instructional coach could positively affect a teacher’s identity 

and self-efficacy utilizing Bandura’s observational process to impact instructional practices 
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through attention (observing teaching and learning); retention (reflecting/thinking about what is 

observed); production (identifying/creating a plan); motivation (implementing a new 

plan/adjusting instruction) (Miller, 2011). 

The instructional coach’s role in instructional practices is designed to assist teachers with 

implementing new practices or observing current practices and providing feedback.  When an 

instructional coach serves to assist with instruction, it can be multi-faceted.  Not only can the 

coach observe instruction, they can assist teachers in creating meaningful assessments after 

observation, provide them feedback, or be a reflective partner (Desimone & Pak, 2016; Knight, 

2009).  Instructional coaches can utilize their expertise to provide teachers research-based 

instructional practices that can be modeled (Mangin & Dunsmore, 2015).  Instructional coaches 

can use their experiences with curriculum to assist in pacing instruction and planning for 

assessment.  Ultimately, the instructional coach can serve many different instructional roles, 

including: reflective partner (of instructional practices), organizer (lessons, pacing), observer, co-

teacher, and analyst (assessment and student learning) (Margolis, Ryoo, & Goode, 2017).  The 

literature provides a clear understanding of why coaches were instituted in schools, but there is 

not a clear understanding of teacher experiences as they transitioned to coach.    

Collaborative Roles of the Instructional Coach 

Although the coach exists as expert, the coach role as collaborative partner should be 

identified as a partner by the teacher, not an evaluator (Rhodes & Beneicke, 2002).  Creating a 

collaborative environment for teachers to share their thoughts and ideas requires the coach to 

establish trust with their assigned teachers (Huston & Weaver, 2007; Knight, 2016).  Through 

the role of collaborative partner, there must be mutual respect, trust, and an understanding of 

confidentiality by both the coach and the teacher (Huston & Weaver, 2007).  Research has 
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indicated that collaboration between teacher and instructional coach and the discourse they 

engage in through collaboration not only leads to increases in content knowledge, pedagogy, and 

positive student outcomes (Aguilar, 2013; 2014; Henieke & Polnick, 2013; Mangin & 

Dunsmore, 2015), but also an opportunity for individualized collaboration and mentorship to 

affect those increases (Desimone & Pak, 2016; Knight, 2016).  The collaborative essence of the 

instructional coach indicates that a coach should remain a collaborative partner, establishing 

themselves as equals with teachers they work with both inside and outside the classroom 

(Knight, 2009).  Additionally, studies indicated that instructional coaches must remain aware of 

their role in the collaborative partnership and adjust their approaches when they collaborate, 

based on the needs of each individual teacher (Huston & Weaver, 2007; Knight, 2016; Rhodes & 

Beneicke, 2002).   

The instructional coach is a collaborative partner for teachers (Aguilar, 2013; Knight, 

2009,n2011).  Instructional coaches collaborate with teachers to reflect, analyze, observe, 

experiment, and adjust instruction to impact student learning (Desimone & Pak 2016; Knight, 

2004, 2011; Kraft, Blazer, and Hogan, 2018).  Teachers should trust the instructional coach in 

order to discuss and share their experiences and collaborate (Knight, 2011; Margolis et al., 

2017).  Trust is essential to the teacher/coach relationship (Aguilar, 2013).  If a teacher knows 

they are an equal partner with the coach, they will be more willing to change and share (Knight, 

2009, 2011).  Teachers must feel their opinions, experiences, and feelings are valued (Thomas, 

Spelman, Bell, & Briody, 2015) in a coaching relationship.  As a reflective partner, the coach can 

play the role of confidential counselor.  A teacher must trust the instructional coach to provide 

them feedback and collaboration in a non-judgmental manner to assist in building their capacity 

(Mangin & Dunsmore, 2015; Woulfin & Rigby, 2015). 
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 A study by Vanderburg and Stephens (2010) found that teachers would make changes to 

instruction because of the collaborative support provided by an instructional coach.  

Additionally, the study indicated that a collaborative partnership between teacher and coach 

allowed teachers to learn about their colleagues and their instructional strategies, share the 

strategies they were using, and discuss individual students with the coach to solve problems 

involving those individual students.  A case study by Margolis et al. (2017) indicated a 

collaborative relationship between instructional coach and teacher helped impact changes in 

pedagogy, enriched content knowledge, and provided them an opportunity to interact with peers, 

rather than feel isolated in their classroom.  The instructional coach can also provide a 

collaborative bridge to facilitate learning between grade levels and content areas (Desimone & 

Pak, 2016; Margolis et al., 2017).  The literature reviewed defines the importance of 

collaboration between teacher and instructional coach, but it neglects to examine and explore the 

lived experiences of teachers who transitioned from teacher to coach and how their classroom 

experiences may translate into the role of coach. 

Instructional Coach as Facilitator of Professional Development 

Instructional coaches can assist in establishing transferable professional development 

opportunities for teachers and affect change in instructional practices through the professional 

development.  Teachers are more likely to change their classroom strategies and structures when 

coaches come into their classrooms and model strategies or observe (Knight, 2009; Poglinco & 

Bach, 2004).  Johnson (2009) indicated that instructional coaching could assist in increased 

instructional capacity in schools through transferable professional development that provided 

professional dialogue and reflection, observation to improve instructional practices, and 

assistance with planning and curriculum.  Aguilar (2013) described instructional coaching as 
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professional development that helps teachers build instructional toolboxes and increase their 

capacity in the classroom.   

Instructional coaches and their ability to serve as a facilitator of professional development 

in a school building helps create a paradigm shift in instructional practices.  Kretlow and 

Barthomew’s (2010) study examined the impact of coaching and how teachers found it more 

effective than the typical one-day workshop or afterschool training.  Additionally, Darling -

Hammond and Rothman’s (2011) report found that instructional coaching met the criteria for 

effective professional development.  Mangin and Dunsmore (2015) found that instructional 

coaches can be effective facilitators of professional development that impact both systematic and 

individual reform in schools.  Desimone and Pak’s (2016) study implicated instructional 

coaching as high-quality professional development that addressed the needs of federal mandates 

and noted its effectiveness through content focus and its ability to provide active learning for 

teachers that was sustainable and coherent.  More specific to what teachers may find as 

productive activities for professional growth, Gibbons and Cobb (2017) identified that engaging 

in the discipline and lesson study, examining student work, and analyzing videotaped lessons 

were all activities highly valued by teachers and their professional development.  Based on 

federal mandates, the need for personalized professional development, and increasing effective 

instructional practices, instructional coaching and the literature related to coaching as a form of 

professional development correlates to teachers transitioning from the classroom to coaching.  

Transition from Classroom Teacher to Instructional Coach 

As teachers grapple with identity, there is a need to examine why teachers transition roles 

(Allen, 2018), more specifically why they transition to instructional coaching.  Teachers also 

struggle with the many stressors of state and federal mandates, increasing student achievement, 
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finding new/innovative instructional strategies to impact student achievement, and they may 

desire a transition to a different role in education, rather than leaving education entirely (Smith et 

al., 2016).  Additionally, teachers who transition to instructional coaches may have felt stagnant 

in their current role and wanted to find new paths for learning and growth (Cox, 2015; Wax & 

Wertheim, 2015).  The instructional coach can serve many different instructional roles that 

impact teacher professional development, including: reflective partner (of instructional 

practices), organizer (lessons, pacing), observer, co-teacher, and analyst (assessment and student 

learning) (Margolis et al., 2017).  The transition from the classroom to coaching could correlate 

to the former teacher’s need to utilize his/her strengths as a highly qualified teacher to not only 

assist fellow teachers to grow as educators, but also to use what he/she has learned as he/she 

works with teachers to grow and learn themselves.  A strength of a teacher’s transition to coach 

lies in prior classroom experiences, expertise, and how he/she can use that to assist other teachers 

with the many demands they face from state, federal, and local mandates.   

There is a lack of literature specifically addressing the experiences of a teacher who 

transitions to coach.  Literature relating to an early childhood teacher’s personal journey to 

instructional coach and how she perceived her new role indicated a balance of mentoring 

classroom teachers, working with students in the classroom, and finding new resources to share 

with teachers (Cataldo, 2013).  In contrast, a description of an experienced teacher who 

transitioned to math coach and how the four components of the math coach’s identity reveals that 

he felt he was a supporter of teachers’ and students, he continued to learn as an educator, and he 

was a supporter of the school as a whole (Chval et al., 2010).  Much of the literature focuses on 

teacher transitioning to coach/mentor to school leader or relationships between the 

teacher/administrator/instructional coach and instructional leadership (Neumerski, 2014).  
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Examining the transition from teacher to coach and how one constructed identity indicated that 

the coach had multiple identities through the eyes of a literacy coach (Rainville & Jones, 2008).  

Suarez’s (2017) personal testament from classroom to literacy coach defined her fear of not 

being successful and how she recognized that fear was unfounded and instead it was a decision 

she would never regret.  Teacher identity, how it impacts personal and professional histories 

(Flores & Day, 2006), and understanding educator’s (teachers and instructional coaches) work in 

school can be affected by the professional landscape (Hargreaves, 2010) and could correlate to 

the transition from classroom teacher to instructional coach.  

The reasoning as to why a classroom teacher could have transitioned to instructional 

coach is evident in the literature that discusses the attempt for the instructional coach to function 

as onsite professional development for teachers (Aguilar, 2013; Desimone & Pak, 2016; Knight 

2016; Mangin & Dunismore, 2015) and to improve school culture and teacher collaboration 

(Guiney, 2001: Neufeld & Roper, 2003).  Based on the role of instructional coach and their 

former role as an experienced classroom teacher, the transition could be connected to classroom 

experiences and how they could utilize those experiences to impact peer’s instructional strategies 

(Aguilar, 2013).  

There are numerous studies that discuss and define instructional coaching, the role of the 

coach, and the impacts of federal and state mandates to utilize the instructional coach as a 

catalyst for increasing student achievement and impacting instructional practices, but there is a 

lack of literature exploring the experiences of teachers who transitioned from the classroom to 

the role of instructional coach.  Additionally, although the teacher turned coach is a highly 

qualified classroom educator, more research is needed to understand teachers’ experiences as 

they moved into and through the role of instructional coach.   
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Teacher Self-efficacy and Identity 

Teachers’sense of efficacy is affected by the values he/she holds, what they experience, 

and the contexts in which they work (Brooks, 2016).  Additionally, how teachers are treated and 

supported contributes to self-efficacy.  Teacher efficacy impacts decisions teachers make and 

professional choices (Woolfolk, 2013).  Self-efficacy and identity are important for teachers to 

develop because they are both required in the decision-making process (Ignat & Clipa, 2010).  

Self-efficacy can be connected to teacher career trajectories (Clandinin et al., 2015).  Although 

self-efficacy affects teacher perceptions of their abilities to provide quality instruction, it can be 

impeded by internal and external factors.   

 A teacher’s sense of worth can be impacted both internally (self) and externally (others) 

and can impact their role in education.  Teachers who do not meet state or federal assessment 

scores often feel they are inept and suffer feelings of guilt, or loss (Pishghadam et al., 2013).  

Although Grissom et al.’s study (2014) indicated a positive trend regarding teachers’ 

satisfaction/self-efficacy and the implementation of NCLB, many teachers feel the stress of 

assessment contributes to their sense of self as educators (Grissom et al., 2014; Lerous & 

Theoret, 2014).  Teacher identity and self-efficacy (Allen, 2018; Ellis et al., 2017; Mawhinney & 

Rinke, 2017) contributes to why a teacher may stay in education or leave.  Performance in the 

classroom, commitment to teaching, and remaining in education is influenced by teacher efficacy 

(Ware & Kitsantis, 2007).  A teachers’ self-efficacy is often viewed as their ability to plan, 

organize, and carry out activities to attain educational goals (Skaalvik & Skaalvik, 2010).  As 

teachers may internally struggle with self-efficacy, there are also external factors that can impact 

both as well.   
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The demands of teaching and the support teachers receive from administrators can be 

correlated to self-efficacy.  Teachers who do not feel supported by administration with 

discipline, time pressures, and classroom autonomy often feel they are undervalued and 

unworthy of praise (Skaalvik & Skaalvik, 2010).  If a teacher feels undervalued or inept because 

of lack of support from administration, it can lead them to leave or change roles.  Additionally, if 

a teacher feels there is a lack of trust, they may experience negative feelings of self-efficacy and 

struggle in the school (Van Maele & Van Houtte, 2014).  The negative feelings a teacher could 

experience because of inadequate support and understanding from administration is documented 

in research and literature (Ingersoll, Merrill, & Stuckey, 2014; Skaalvik & Skaalvik, 2010; 

Tickle, Chang & Kim, 2011) and is an external factor that impacts the self-efficacy of teachers.  

Teachers’ professional identities are mediated by their personal and professional histories 

(Flores & Day, 2006).  As noted by Brooks (2016), “understanding teacher identity is an 

important part of understanding teacher’ work and how it can be affected by the professional 

knowledge landscape” (p. 63).  Hargreaves’ (2010) research emphasized the importance of 

emotion and how they can contribute to teacher identity and professional practice.  There is a 

lack of knowledge connecting how teacher self-efficacy could correlate to professional 

transitions in education, specifically the transition from classroom teacher to instructional coach. 

Teacher Attrition and Retention  

Although some teachers leave the field entirely (You & Conley, 2014), others choose 

different roles within the educational field (Bogler & Nir, 2015; Ingersoll, 2016).  Recurring 

themes in the literature suggest that a lack of satisfaction in their role as a classroom teacher 

(Barnatt et al., 2017; Bogler & Nir, 2014; Ingersoll, 2003, 2016; Kapa & Gimber, 2017; Roch & 

Sai, 2016; Skaalvik & Skaalvik, 2010) often leads teachers to leave education (Ingersoll, 2001; 
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Hancock, 2015; Mawhinney & Rinke, 2017; Rinke & Mawhinney, 2017; Struyven & 

Vanthournout, 2014; You & Conley, 2014).  Many teachers struggle with satisfaction in the 

classroom for the same reasons they may struggle with self-efficacy and identity.  Research 

indicated that a lack of support from administration and the consistent demand to provide 

instructional practices that meet the diverse needs of students contributes greatly to teacher 

retention and attrition (Kapa & Gimbert, 2018; Skaalvik & Skaalvik, 2011; Tickle, Chang & 

Kim, 2011).   

Estimates of the attrition and retention of teachers varies, but an analysis of the National 

Schools and Staffing Survey indicated that between 17-46% of new teachers leave in the first 

five years (Gray & Taie 2015; Ingersoll, 2003).  Teachers new to the profession often leave 

because of unrealistic expectations (Simos, 2013), lack of support (Ingersoll & Strong, 2011), 

and emotional exhaustion (Richter et al., 2013).  Novice teachers may have unrealistic 

expectations because they may have completed their student teaching in a school that is 

completely different from the school they first, officially teach in; they may experience a 

different set of values and expectations within the school culture of their first teaching job and be 

unable to cope or deal with the stressors involved.  New teachers benefit from mentors and if 

they do not have a reflective partner or resource for professional growth, it could impact their 

decision to stay or leave education (Richter et al., 2013).  Additionally, new teachers, like 

veteran teachers, can become exhausted from the consistently growing demands in education, 

such as differentiating learning for diverse learners, teaching to the test, providing innovative 

instructional practices, and attending to a myriad of student behaviors in the classroom (Tickle et 

al., 2011). 
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 Veteran teachers who leave the classroom prior to retirement often do so because they 

are more satisfied with work/life balance and their ability to make a difference outside of the 

classroom (Goldring, Taie, & Riddles, 2014), although they may struggle if they transition to a 

new career (Rinke, 2013).  Research contends that there is an issue, in education, to retain and 

recruit teachers (Ingersoll, 2001, 2016; Ingersoll et al., 2014; Olsen & Anderson, 2007).  It is 

important to explore the reasons teachers (both novice and veteran) leave the profession because 

it could correlate to the experiences of the transition from classroom teacher to instructional 

coach. 

Although some teachers stay in education (Allen, 2018; Lankford, Loen, McEachin, 

Miller & Wyckoff, 2014; He, Cooper, & Tangredi, 2015; Hong, 2012; Ellis et al., 2017), there is 

little research to analyze why teachers stay and change roles, more specifically, why teachers 

transition from the classroom to instructional coach.  The gap in literature implores the question, 

why do teachers transition from the classroom to a role in peer classrooms as an instructional 

coach?  

Teacher Transitions 

Studies concerning professional transitions in education focus on mentorship and 

leadership roles (Ingersoll, 2001, 2016; Ingersoll et al., 2014; Olsen & Anderson, 2007).  

Although the literature does provide studies about teacher mentors (Bullough 2005; Rhodes & 

Beneicke, 2002), who hold a role similar to that of an instructional coach and primarily work 

with new teachers, there is a lack of research about their experience when they transition to 

mentor and why they made the transition.  Research about transitions in education also includes 

teachers who transition to different grade levels or buildings (Carlyon, 2014), teachers who 

transition from teacher to literacy or math coach (Chval et al., 2010).    
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Studies about teachers who transition to a role of mentor indicated the need for 

professional development and a clearer understanding of mentor roles (Leshem, 2014; Smith, 

2011).  Teachers who transition into leadership roles often do so because of encouragement to do 

so or have a desire to lead (Carver, 2016; Smith, Hayes, & Lyons, 2016).  Teacher leaders, 

although they are considered highly qualified educators, often experienced frustration over 

organizational challenges, resistance from peers, and lack of professional development for their 

new role (Carver, 2016; Ross et al., 2011; Smith et al., 2016).  Those teachers who seek roles as 

mentors or instructional coaches are often seeking to promote and foster change that positively 

impacts student learning and instructional practices (Collett, 2012) through individualized 

professional development (Desimone & Pak, 2016; Rhodes & Beneicke, 2016).  Self-efficacy, 

professional identity, and self-perception also factor into why a teacher may choose to transition 

from the classroom to a mentor or instructional coach (Huston & Weaver, 2007; Leshem, 2014) 

Studies about literacy coaches and math coaches have explored their sense of identity and 

the roles they filled (MacPhee & Jewett, 2016; Chval et al., 2010).  Findings from both studies 

indicate the need for professional development in the first years of coaching, a clear 

understanding of expectations of the coach in a school building, and a support structure to reflect 

with other coaches.  Additionally, the studies indicated both the literacy coach and math coach 

were often expected to be the content expert, creating an imbalance of power between teacher 

and coach and ultimately changing the dynamics of a collaborative environment.  Instructional 

coaches, unlike content area coaches, work with any content area or grade level; exploring the 

experiences of a teacher who transitioned from the role of classroom teacher to (a multiple 

content area expert) instructional coach will fill the gap in the literature.  

Teacher Professional Development 
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 Professional development in schools often lacks the ability to produce outcomes that 

address individual teacher needs, work to increase student achievement, and improve 

instructional practices.  One-day seminars are viewed as ineffective because they are limited in 

their ability to support consistent, sustained improvement (Rivera-McCutchen & Panero, 2013).  

Professional development is often designed to reflect school and division goals, rather than 

teacher goals; it is often seen as a process, rather than an event (Avidov-Ungar, 2016).  Teachers 

tend to resist or do not implement professional development unless they see the relevance or 

necessity in the learned practices.  Effective professional development in schools should meet the 

growing need to individualized teacher learning that can be effectively implemented in the 

classroom in a sustainable manner (Avidov-Ungar, 2016; Desimone, 2009; McDonald, 2014).  

Traditional professional development in schools often consists of a workshop approach, 

carried out in isolation from the natural learning environment.  Teachers often complain that this 

approach is not helpful because it either does not address what they need to improve, it is not 

sustainable, nor consistently practiced after the workshop (Rivera-McCutchen & Panero, 2013).  

To address the need for professional growth, professional development needs to be transferable 

to instructional practices that impact student growth.  Teachers engaged in meaningful 

professional development can take what they have learned, apply it to their current practices, and 

build their teaching toolkit.  The literature suggested that the process of professional 

development, as it takes place throughout teachers’ professional lives, needs to be grounded by 

individual motivation and reflect their commitment to improvement and growth as an educator 

(Desimone et al., 2002; Furner & McCulla, 2018; Girvan, Conneely, & Tangney, 2016)   

Professional development must include activities, beyond the traditional 

conference/workshop approach, to promote teacher growth.  Collaboration with other teachers in 
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the form of a professional learning community allows teachers to work together to grow as 

professionals.  When teachers collaborate and learn together as a group, it can allow them a 

chance to exchange ideas and share their experiences with colleagues.  Collaborative 

professional development opportunities give teachers the chance to learn from one another 

through observation, reflection, and experimentation (Gravani, 2012; Meirink, Imants, Meijer, 

&Verloop, 2010).  Additionally, professional development opportunities should include activities 

that teachers are interested in, such as developing curriculum, assisting with the school 

improvement plan, or inquiry/action research (Desimone, 2009).   

Instructional coaching, as noted in previous sections, is an individualized form of 

professional development for teachers that allows teachers to work with a highly qualified 

colleague to impact instructional practices.  Instructional coaches also work with teachers to 

build capacity.  Professional development correlates to one’s sense of self as an educator and 

reflects their commitment to education.  Professional development is important to explore in this 

study because it may provide context within the experiences of teachers who transitioned from 

teacher to instructional coach; the transition of roles could be viewed as professional growth. 

 Guiding Adult Learners 

A teacher who transitions from classroom teacher to instructional coach also must 

transition from teaching students to teaching adults.  Adult learners need to be actively involved 

in learning to acquire new knowledge and skills (Knowles, Holton, & Swanson, 2011).  Adult 

learners need to be presented opportunities to share knowledge and experience with others 

(Henschke, 2011; Hill, 2014; Peterson & Ray, 2013) and experience scenarios that allow them to 

observe, reflect, and explore (Ambler, 2015; Owens, Pogodzinski, & Hill, 2016).  On an 
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individual level, the teacher who transitions to coach is providing professional development that 

correlates to the adult learning needs of the peer they are coaching (Cox, 2015).   

 An instructional coach, as they work with adult learners, should understand that adults 

use their prior learning to assist in new learning, they learn when they are ready, and that they 

need to be heard (Cox, 2015; Wax & Wertheim, 2015).  Because there is a difference between 

the learning processes of adults and children, the teacher transitioning from classroom to 

coaching will need to shift how they approach teaching and learning as they work with adults.  

Teacher turned instructional coach needs to adapt how they taught in the classroom to address 

the needs of the adult learners they serve by attuning themselves to the learner’s agenda through 

non-judgmental listening and open questioning (Cox, 2015).   

Adult learners are more willing to engage in the learning process if they can use the 

newfound knowledge to heighten levels of personal or professional success (Knowles, 1970).  

The former classroom teacher who transitioned to instructional coach, as an adult learners may 

have felt a stall in their career as a result of remaining in a position for too long and are therefore 

seeking new paths for learning and growing professionally (Cox, 2015; Wax & Wertheim, 2015).   

Adult Career Transitions 

A growing amount of research regarding career adaptability and career construction 

(Savickas et al., 2009) can aid in studying the experiences of a teacher as they move in and 

through the transition of classroom teacher to instructional coach.  One of the constructs within 

career construction includes how one copes with transitions in their occupation (Savickas & 

Porfeli, 2012).  Adults, as they transition from one career to another, could benefit from hearing 

the transitional experiences of others as they construct their career path (Del Corso & Rehfuss, 

2011).  Studies beyond Savickas’ career construction note the importance of relating career 
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decisions to our relationships with others, our sense of self, and our connection to society 

(Motulsky, 2010).  Del Corso and Rehfyss’ (2011) study on narrative approaches to adult career 

transitions and viewing them in the context of one’s individual needs, interests and abilities 

provides an understanding of the importance of an individual’s story as they construct career 

choices throughout their lives and transition from one role to another.  Career construction and 

adaptation to adult career transitions assumes that people prepare for, enter and exit roles through 

examining and reflecting upon social expectations and personal expectations within the roles 

(Rudolph et al., 2016).  Work and careers are central to the life of an adult and shaping identity 

(Fouad & Bynner, 2008).  Adult career transitions can be voluntary or involuntary and can be a 

result of the individual making the transition in optimal circumstances, in voluntary 

circumstances, and using the capabilities and resources to make the transition (Fouad & Bynner, 

2008).  The literature involving adult career adaptability and career construction can assist in 

providing context to the study of teachers who transition from the classroom to instructional 

coaching as it relates to the phenomenon and how others experienced.  There are multiple studies 

about career transitions in the health field, military to civilian, college to first job, and transitions 

that include substantial changes in occupation (Damale, 2015), but there is a lack of research into 

the study of the experiences of teachers who transitioned to instructional coach.   

Summary 

The literature review of this study focused on instructional coaching (definitions and 

roles) and contextual research about teacher self-efficacy/identity, why teachers stay or leave 

education, guiding adult learners and career transitions, and teacher professional development.  

The research within the literature review helped to provide context as the study sought to 

examine the experiences of teachers who transitioned roles from the classroom to instructional 
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coach.  Examining and exploring their experiences included, but were not limited to: their 

personal journey through the transition, how they transitioned from educating students to adults, 

and what they will take from the transition. 

The instructional coach can offer schools on-site professional development to meet the 

individual needs of teachers.  An experienced teacher, as a coach, can assist in increasing 

engaging instructional practices and student achievement.   A strength of a teacher transitioning 

to coach lies in their prior classroom experiences, expertise, and how they can use that to assist 

other teachers with the many demands they face from state, federal, and local mandates.  A 

teacher who transitions from the classroom to a coach has proven to be a more effective resource 

for professional development than traditional professional development (conferences/seminars).  

There is little research to analyze why teachers stay and change roles, more specifically, what are 

the experiences of teacher’s transitioning from the role of classroom teacher to instructional 

coach.  The literature reviewed establishes that there is an issue, in education, to retain and 

recruit teachers, although some teachers stay in education.  Although there is a multitude of 

literature relevant to the contributions already made regarding instructional coaching, the 

development of instructional coaching, and the roles of instructional coaches, there is a lack of 

research exploring the experiences of teachers who leave the classroom to transition to the role 

of instructional coach. 
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CHAPTER THREE: METHODS 

Overview 

The purpose of this transcendental, phenomenological study was to describe the 

experiences of 13 teachers who transitioned from the classroom to become instructional coaches.  

Instructional coaches chosen for this study include group members from two online forums and 

are located throughout the United States and across the world.  The classroom teacher to 

instructional coach experience can generally be defined as the decisions and circumstances that 

led a classroom teacher to pursue a role of instructional coach, what they experienced as they 

moved through the role, and what they will share with other teachers considering the transition 

from classroom to instructional coaching.  

The theories that guided this study were Schlossberg’s (1981, 2011) transition theory as it 

provides a framework for the decision-making process for the experiences of teachers 

transitioning from the role as a classroom practitioner to a catalyst for professional development 

of peer educators in their classrooms (instructional coach) (Knight 2011, 2016; Mangin & 

Dunsmore, 2015; Tschannen-Moran & Carter, 2016), and Bandura’s (1994) social cognitive 

theory as it provides a lens for examining how an individual’s beliefs about themselves 

influences changes and other events in their lives.  Chapter Three of this study provides a 

comprehensive look at the research design for the study, a detailed description of the process for 

selecting participants, and inclusive descriptions of the research sites.  Additionally, research 

procedures, to include detailed descriptions of data collection and analysis methods, are 

addressed, as well as steps taken to ensure trustworthiness.  The chapter concludes with a 

discussion of ethical considerations of the study.  
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Design 

A qualitative study was conducted using a transcendental phenomenological approach to 

describe teacher’s experiences as they transitioned from the role of classroom teacher to the role 

of instructional coach.  A qualitative research approach was appropriate for this study as it 

focused on teacher perspectives and the significance of their experiences (Creswell, 2013) as 

they transitioned.  This study provides a holistic description of the experiences of teachers who 

transitioned from classroom teacher to instructional coach from textual and structural 

descriptions, found through data analysis, using a phenomenological research design 

(Moustakas, 1994).  Phenomenological research can be defined as human science research 

conducted to examine the individual experiences of a phenomenon.  In a phenomenological 

research study, the researcher determines structures within the experiences through “descriptions 

of the situation in which the experience occurs” (Moustakas, 1994, p. 13).  This study focused on 

the perspectives of teachers and their experiences as they transitioned through the phenomenon.  

As they described their individual experiences, I determined structures and themes established 

from data collection to inform the phenomenological study.  The data collected from interviews 

conducted face to face, an online bulletin board focus group, and a hypothetical letter to teachers 

considering a transition to instructional coach are organized into themes to help answer research 

questions.    

Through the lens of transcendental phenomenological research, I examined the 

descriptions of individuals who experienced the phenomenon by setting aside my own 

prejudgment’s (epoche) and prior beliefs to remain open and receptive to the individual’s 

experiences of the phenomenon (Moustakas, 1994).  Within the conceptual framework of 

transcendental phenomenological research, I was guided by Moustakas’ (1994) approach that 



64 
 

 
 

includes epoche (setting aside prejudgments and beliefs), phenomenological reduction (textual 

descriptions of meanings and principles within the phenomenon), and imaginative variation 

(structural descriptions and principles of the phenomenon), as a process to gain understanding, 

awareness, and knowledge informing the study.  This framework allowed me to examine the 

experiences and the situations that precipitated the experiences.  Moustakas described the three 

processes of phenomenological reduction, horizonalization, and imaginative variation used in the 

conceptual framework of transcendental phenomenology that will allow me to examine the 

experiences of an individual as they describe their experience with the phenomenon.  The 

primary purpose of a qualitative phenomenological study is to describe and clarify the complex 

experiences of an individual (Polkinghorne, 2005).   

Using transcendental phenomenology as the design for this study was appropriate 

because it describes the experiences of individuals that have left the classroom to become an 

instructional coach, what they experienced as they moved in and through the phenomenon, and, 

and what they would share with other teachers considering a transition from classroom to 

instructional coaching.  This qualitative study provides rich, thick data, as it relies on verbal and 

written data and analysis to study the phenomenon in the natural setting (Denzin & Lincoln 

(1994), as cited in Creswell, 2013).  Examining the phenomenon allowed me to focus less on my 

interpretation of the phenomenon and focus more on the individuals who have experienced the 

phenomenon (Moustakas, 1994).  The results of the research holistically describe the experiences 

of the teachers moving from their role in the classroom to their role of instructional through 

textual descriptions formed in the data analysis using a phenomenological research design 

(Moustakas, 1994).   
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Research Questions 

The central research question for this study is: 

What are the experiences of teachers who transitioned from the role of classroom teacher 

to instructional coach? 

The sub-questions are as follows: 

1.  What key motivational factors influence teachers to transition from the role of 

classroom teacher to instructional coach? 

2.  What practical knowledge do teachers acquire about instructional coaching and the 

role of instructional coach as they fully transition into the role?  

3.  What valuable advice or information would instructional coaches find significant to 

share with current classroom teachers who are considering the same transition? 

Setting 

The setting used for the study were two online forums focused on instructional coaching 

and sharing resources, ideas, and reflecting upon the practices used in instructional coaching.  

Group members in each of the two online forums included coaches from different areas of  the 

United States.  Each of the forums used was a closed group, meaning group members requesting 

to join must be vetted by administrators of the forums to ensure accountability of group 

members.  Accountability of the group protects group members from online soliciting of 

products, inappropriate posts, scams, fake profiles, and monitoring of discussions.  The 

administrators were notified of my intent to gather participants using each of the forums and 

accepted my request to use the forums to find participants for the study.   

Both forums included instructional coaches from elementary and secondary schools and 

former instructional coaches.  The forums were designed for collaboration of instructional 
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coaches in different educational settings with varying levels of experience as a coach.  Forum 

One includes 1,336 members, was established in March of 2017, and is part of an initiative to 

promote and implement (but discussion in the forum is not limited to) research based digital 

learning in classrooms.  Forum Two includes 3,433 members, was established in August of 2017, 

and is designed for open collaboration and sharing of educational and instructional information 

between instructional coach members.  Each of the forums includes online storage for members 

to share videos, files, events, and photos related to instructional coaching and coaching practices.  

The forums were purposefully chosen because each of groups contain different demographics of 

instructional coaching models/roles, a range of grade levels and content areas, and a variety of 

areas where coaches are located.  

Participants  

I used purposeful sampling, for it provides information rich data to inform the 

phenomenon of a study (Gall, Gall, & Borg, 2014).  The participants included former classroom 

teachers who have become instructional coaches and are members of online instructional 

coaching forums.  The goal of sampling in a qualitative study is to select participants who can 

provide significant contributions to achieve thematic saturation of the phenomenon to the extent 

that no new emerging themes can be extracted from the data (Moustakas, 1994).  Purposeful and 

criterion-based sampling were used to increase the richness of data (Creswell, 2013).  

Participants in this study came from a variety of geographical locations and serve in a diverse 

population of schools and are currently instructional coaches.  Purposeful sampling included 

only instructional coaches who had previously taught for at least five years prior to becoming a 

coach and who are currently serving as an instructional coach (Creswell, 2013).  Criterion 

sampling ensures that “all participants have the experience of the phenomenon being studied” 
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(Creswell, 2013, p.155); all participants in the study need to be teachers who transitioned from 

the classroom to instructional coach and currently serve as an instructional coach.  The study 

included a sample size of 13 instructional coaches from different areas of the United States who 

have transitioned from classroom teacher to instructional coach.  Although there were 13 

participants for the interview, 10 participants completed the hypothetical letter, and 11 

participants comleted the focus group criteria.  Those who could not complete all three data 

collection tasks were unable to do so because of familial, work, or personal obligations. 

Maximum variation in this study was increased based on participants from a variety of ethnic 

backgrounds, previous grade level/content area experience as former teachers, and gender; 

essential criteria for participant selection included that the participant has experienced the 

phenomenon (Moustakas, 1994) and multiple perspectives on a topic and diverse views are 

important aspects of the qualitative research process (Creswell, 2013).  
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Table 1  

Participant Demographics 

Pseudonym Age Years Teaching Years Coaching Grade Level(s) 

Marjorie 

Bianca 

Veronica 

Martin                

58 

35 

31 

32 

31 

11 

7 

8 

2 

1 

2 

2 

Elementary/ Middle School 

Middle School 

Elementary/Middle School 

Elementary/Middle School 

Jane 34 9 4 Elementary 

Lisa 38 9 4 High School 

Anne 42 17 1 Elementary/Middle School 

Helen 45 21 3 Middle School/High School 

Betty 39 9 2 Elementary 

Sally 42 14 6 Elementary 

Sabrina 52 25 9 Elementary/Middle School 

Tina 42 14 1 Elementary 

Nanette 48 15 10 Elementary/Middle School 

 
Procedures 

  Prior to seeking Institutional Review Board (IRB) approval for this study, I procured 

approval (see Appendix A) from the administrators of two online forums whose purpose is to 

ensure solicitation within the forum is ethical and will not harm the intent of the forums or the 

participants.  After administrators approved my request, I posted a message on the forum’s 

Online Focus Groups asking members to private message me if they would be interested in being 

a participant of a doctoral study regarding teachers who moved from the classroom to 
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instructional coach.  Interested members privately messaged me their email and were told they 

would be contacted again after IRB approval and completion of a pilot study.  No data, other 

than email addresses, was collected.  Pre-solicitation of possible participants was conducted to 

ensure there would be enough participants for the study.  Additionally, two experts in the field 

reviewed the questions for the Interviews and the online bulletin board focus group.  One of the 

individuals holds a doctoral degree in instruction and curriculum from the University of Virginia.  

He currently serves as the Director of Instructional Design and Advanced Placement with the 

College Board.  He was formerly a U.S. History teacher and department chair and worked with 

instructional coaches.  The other individual currently serves as a director of teaching and 

learning and was previously an assistant principal and principal in two middle schools in 

Virginia.  She holds an Ed.D. in organizational leadership, works with instructional coaches in a 

school division in central Virginia, and assists with retention and recruiting new teachers.  Each 

of the expert reviewers have background knowledge to assist me in ensuring data collection and 

research questions support and address the study’s validity.  One of the experts suggested I 

ensure that my research questions directly correlate to transitional theory (Schlossberg, 1981) 

and social cognitive theory (Bandura, 1994), and suggested that I keep up with my reflexive 

journal to avoid bias and my own opinions to emerge through the data collection.  I reviewed the 

interview questions and the online bulletin board questions to ensure they directly correlated to 

the two theories.  The other expert indicated that the data collection was unique and supported 

the study’s validity.  

Immediately after IRB approval, I completed a pilot study.  The procedures for the pilot 

study were identical to the procedures of the actual study.  Data collected and participants in the 

pilot study will not be included in the study.  The pilot study was designed to “refine data 
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collection plans and develop relevant lines of questions” (Creswell, 2013, p. 165) and assisted 

me in making any adjustments needed prior to the actual study.  Two participants in the pilot 

study completed all three of the data collection activities.  Interviews took place to assist me with 

timing, to ensure online interviewing using web-based video worked correctly, to confirm data 

can be recorded and played back for analysis, to measure timing of the interviews, and provided 

me an opportunity to transcribe the interviews into text.  Additionally, interviewing individuals 

during the pilot study helped me to avoid sharing my own thoughts and focus on asking 

questions and actively listening to the participant’s descriptions and reflections.  Using the online 

bulletin board focus group in the pilot study helped me determine if there are enough interactions 

between participants to gather data for the study and how to facilitate the discussion and timing 

of the discussions to gather data.  The hypothetical letter to a teacher considering the transition to 

instructional coach provided me an example of the length and depth of information participants 

may provide me and also assist with adjusting the questions/guidelines for the letter, should I 

need to. 

After the pilot study was completed and adjustments were made to the activities, I posted 

on the two Facebook groups asking for possible participants to privately message me their email 

address (see Appendix B for the Social Media Post) and I emailed possible participants an 

overview about the study through a recruitment letter (see Appendix C) and Google Form 

Demographics Survey (see Appendix D).  In the recruitment letter, participants  were informed 

about the intent of the study, their role in the study, the requirements/time frame for the study, 

and a link to the Google Form Demographic Survey (see Appendix D).  All participants were 

given the option to leave the study at any time should they wish to do so.  Participants were 

given the opportunity to read transcripts of the data compiled to ensure honesty and credibility, 
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in addition to the opportunity to receive the results of the qualitative study.  

The demographics survey (see Appendix D) was purposefully designed to obtain 

biographical and demographic information, in addition to how many years they taught prior to 

becoming an instructional coach and indicate times/dates they are available for interviews and 

specific dates for participation in an online bulletin board focus group.  A survey was used in this 

study strictly to obtain biographical and demographic information about individual participants 

in the study.  The survey included information such as participant gender, years in the classroom, 

years as an instructional coach, age, potential times/dates for interviews and focus group, and if 

they had access to specific web video applications.  Information gathered from the survey is 

included in descriptions of the participants and will help me determine viable candidates for the 

study.  Pseudonyms will be used for individual participant descriptions.  The criteria for 

purposeful sampling in this study included teachers who have at least five years classroom 

experience and now hold a position as an instructional coach.  Instructional coaches who have 

not had at least five years teaching experience were not included in the study.  A qualitative 

study using a transcendental phenomenological design requires thick, rich data collection 

(Creswell, 2013).  Data collection in a transcendental phenomenological study begins with 

selecting appropriate participants. 

After obtaining participants for the study, I shared a Google Document Consent Form 

(see Appendix F) with those chosen.  Participants not chosen received a thank you email for 

offering to be participant (see Appendix E).  The consent form included the purpose of the study, 

the procedures of the study (interview, focus group, and hypothetical letter to teacher considering 

a transition from classroom teacher to instructional coach), the risks and benefits of participating 

in the study, compensation for participating in the study, confidentiality within the study, the 
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voluntary nature of the study, and contact information for questions.  Participants were able to 

immediately sign the form using HelloSign and a copy of the form was sent to me and the 

participant.  The consent form delineated the risks and benefits of the study, steps to ensure 

participants remain anonymous using pseudonyms, steps to ensure data collection and analysis 

would be safe and protected, and the ability for participants to gain access to findings of the 

research.  Participants in the study must have experienced the phenomenon, be willing to 

participate in the study, and understand that their experiences will be recorded, documented, 

analyzed, and published (Moustakas, 1994).   

As a professional courtesy to instructional coaches, they selected times and dates for the 

interview based on both researcher and participant availability.  The time frame for interviews to 

take place included a two-week period.  Individual participants were asked to answer 14 open-

ended questions (see Appendix G) regarding prior circumstances and situations which led them 

to the transition into the role of instructional coach, their experiences with the transition from 

classroom teacher to instructional coach, what they experienced as they transitioned, what they 

are currently experiencing, and what they would share with other teachers considering the 

transition from the classroom to coaching.  The interviews utilized a web video application 

(Google Hangouts, Skype, or WebEx, etc.) dependent upon which the individual had access to) 

and each interview was recorded using a Sony voice recorder.  Interviews were audio recorded to 

protect the data.  Each interview was saved on a password protected hard drive.  

The online bulletin board focus group took place over a period of a 10 days.  The online 

bulletin board focus group took place using a web-based Online Focus Group platform named 

Padlet.  Focus group participants answered a total of five, open-ended questions (see Appendix 

H) related to their experiences transitioning from teacher to instructional coach.  Each day, 
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during Week #1, a focus group question was posted for participants to answer on Padlet.  

Participants were asked to respond to one question a day and to return to comment or add to 

another participant’s post.  Focus groups allowed participants to share their experiences with 

each other and provided me information that was missed or not communicated in interviews.  

Participants were given a total of 10 days to respond to the question and another participant’s 

post.   

Participants were given the guidelines (see Appendix I) for the hypothetical letter to a 

teacher considering a transition from the classroom to coaching upon being selected as part of 

the study and the deadline for submitting the letter to me will be the week after the focus group 

Online Focus Group has been completed.  Allowing participants to complete the interview, and 

the online bulletin board focus group, allowed them the opportunity to reflect upon what they 

may want to share with another in a virtual setting.  Participants shared their letter using a 

Google Document or emailed it to me as an attached Word Document.  

Verification of dates, times, and locations for the interviews and focus group discussion 

were sent to each participant prior to initiation of data collection.  During the interview and 

online bulletin board focus group process, instructional coaches were reassured that all 

data/information obtained will be kept secure and there are no incorrect or correct answers.  

Additionally, instructional coaches were told that the interviews will be audio-recorded using a 

Sony voice recorder with USB capability.  Data was saved on a hard drive and protected by a 

password.  After all interviews took place, I transcribed the data.  When I finished transcribing 

the interviews and the online bulletin board focus group discussion was completed, I sent thank 

you emails (see Appendix J) and copies of  interview transcription(s) to each individual for 

approval.  Data was collected through interviews, a focus group, and hypothetical letter to 
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teachers considering transitioning from classroom to instructional coach to provide me realities 

constructed through the lived experiences of individuals (Creswell, 2013) and multiple realities 

based on individual experiences (Moustakas, 1994). 

The intent of using the interview first, the focus group next, and the letter submission 

throughout interviews and the online bulletin board focus group discussion was to allow the 

participants ample time to reflect on their experiences on their own first, to share their 

experiences with the group next (using what they reflected on during the interview), and use 

reflections from their own experiences and peer’s experiences to help formulate a hypothetical 

letter to teachers who may want to transition to the role of instructional coach. Through a deep, 

rich, analysis of the data collected orally from individuals and a group, and a written reflection 

from the individual, I was able to triangulate the data and use horizonalization to construct 

meaning units that indicated themes within the experiences of teachers who transitioned from the 

classroom to a role of instructional coach.  

The Researcher's Role 

The researcher is a human instrument (Lincoln & Guba, 1985) collecting data for this 

transcendental phenomenological study.  It is important for me, a former instructional coach, to 

bracket previous experiences and set aside preconceived notions or ideas in relation to the study 

(Moustakas, 1994).  Moustakas recommended using epoche to set aside judgements allowed the 

researcher to use the data to provide a fresh view of the experience (see Appendix L).  As I 

transitioned from teacher to coach, I knew that the many stressors of being a classroom teacher 

greatly contributed to my decision.  I also know that one of my administrators realized that I had 

a natural path to become an administrator and instructional coaching was part of that path, 

therefore I believe that is part of the decision I made to transition from teacher to instructional 
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coach.  Additionally, in my experiences moving through instructional coaching, I found I craved 

a more productive role in helping other teachers avoid frustration and stress.  I enjoyed working 

with teachers, reflecting with them, and helping them grow using my own classroom 

experiences.  Setting aside my own personal convictions was essential to understanding the 

experiences of the participants involved in the study.  

Other than being members of the instructional forums, I had no professional relationship 

with the participants in the study.  Although shared experiences with participants (Creswell, 

2013) could skew the data, I employed epoche (Moustakas, 1994, p. 34) to ensure my 

experiences were bracketed from those participating in the study (see Appendix L).  As I 

collected data and analyzed it, I kept a reflexive journal (see Appendix L) to safeguard the data 

from being skewed and ensure the data spoke for itself.   

Data Collection 

A qualitative study using a transcendental phenomenological design requires thick, rich 

data collection (Creswell, 2013).  This study included a screening survey (see Appendix D) used 

to vet possible participants and the following data collection tools: demographic survey, 

interviews, online bulletin board focus group discussion, and a hypothetical letter to a teacher 

who may want to transition to instructional coach.  Data collection did not begin until IRB 

approval was established.  After IRB approval, participants were selected based on a screening 

survey (see Appendix D) that provided information about whether or not they met the criteria of 

being a classroom teacher for at least five years and currently serve as an instructional coach.  

Triangulation of the collected data, noted above, helped confirm findings or resolved 

discrepancies (Gall et al., 2014) in this study.  Open ended, interview questions consisted of 14 

open-ended questions (see Appendix G) designed to explore the experiences of teachers who 
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transitioned from the classroom to instructional coach.  A focus group was conducted in an 

online setting and used questions noted in the online bulletin board focus group discussion 

questions (see Appendix H).  All of the study participants responded to the open-ended questions 

to share their experiences as they transitioned from teacher to coach, what they are experiencing, 

and what they would share with teachers considering the transition.  Focus groups were 

important to this study because they allowed participants the opportunity to express feelings or 

opinions, they may not have shared in a more intimate setting such as interviews (Gall et al., 

2014).  Focus group discussions allowed for “generation of new ideas formed within the social 

context, whereas interviews encourage self-reflection on issues that could be distorted if social 

pressure were placed on the individual” (Breen, 2006, p. 9).  Online Focus Groups allow for  

deeper learning opportunities where individuals can think critically, make connections to what 

others have shared, and share what they have learned with others (Johnson et al., 2017).  

Participant’s hypothetical letters to teachers who may be considering transitioning from 

classroom teacher to instructional coach provided me narrative reflections of the transition and 

were analyzed for themes.  Participants were given guidelines for writing (see Appendix H) their 

letters to assist me in gathering data.  

Interviews 

Data collection typically consists of the long interview method (Moustakas, 1994).  The 

interview is considered an informal, interactive process consisting of open-ended questions and 

reflections (Moustakas, 1994).  Using semi-structured interview questions in open-ended 

interviews allowed for modification and further participant reflection and were designed to 

collect thick, rich data critical to a transcendental phenomenological study (Creswell, 2013).  

Interviewing individuals allowed participants to describe the phenomenon and what they have 
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experienced (Creswell, 2013).  Interviews were conducted individually, using Google Hangouts 

at an agreed upon time.  The interview included social conversation and a “meditative activity 

aimed at creating a relaxed and trusting atmosphere” (Moustakas, 1994, p. 114) to provide the 

participant a trustworthy environment to share honest and comprehensive reflection regarding 

their experience with the phenomenon.   

The interview process included interview questions (see Appendix G) that explored the 

individual experiences of teacher transitioning to coach and sought to provide “rich, vital, 

substantive descriptions” (Moustakas, 1994, p. 116) of the experience of the phenomenon.  

Interview questions were open ended and recorded to allow teachers who transitioned from the 

classroom to instructional coach to explore their experiences orally and assisted me in exploring 

themes and realities of participant’s experiences.  Participants answered 14 open-ended questions 

about their transition from classroom teacher to instructional coach.  Using Schlossberg’s (1981) 

transition theory and Bandura’s (1994) social cognitive theory as a framework, interview 

questions were created for the participants to discuss how they moved in and through the 

transition from classroom teacher to instructional coach, and what they would share with 

teachers considering a transition from classroom to coaching.  Interview questions (see Appendix 

G) for the study are listed below: 

Standardized Open-Ended Interview Questions 
 

1. Please tell me a little bit about yourself – where you grew up, your family, what led you 

to pursue a career in education. 

2. What were your impressions of instructional coaches while you were a classroom 

teacher?  

Questions related to the decision to transition: 
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3. Describe your experiences and attitudes while you were a classroom teacher that existed 

within the walls of your classroom – frustrations, successes, areas for growth, etc. 

4. Describe your experiences and attitudes while you were a classroom teacher that existed 

outside the walls of your classroom – interactions with administration, professional 

development, collegial relations, peer interactions/collaboration. 

5. What key motivational factors influenced you to transition from the role of classroom 

teacher to the role of instructional coach?  

Questions related to the role of instructional coach: 
 
6. What specific qualities or skills do you feel were necessary to be successful in your new 

role of instructional coach? 

7. What fears or concerns did you have as you considered making the transition are some of 

your challenges as an instructional coach coming from the classroom?  How would you 

describe them? 

8. Please describe your initial feelings or attitudes pertaining to your role as instructional 

coach. 

9.  Describe some successes and/or areas of growth that you faced as a new instructional 

coach.  

10. Describe some challenges you faced as a new instructional coach. 

11. What helps you succeed in your role as a coach? 

a. What skills or strategies do you use as you coach? 

b. How did you learn to connect with teachers/form relationships? 

c. How do you feel you affect others and their instructional practices as an instructional 

coach? Teachers? Whole school? Students? Other coaches? 
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Questions related to what they would want teachers thinking about transitioning to coach to 

know:  

12. Did your thoughts about your own strengths or weaknesses as an educator change as a 

result of being in the role of an instructional coach?  

13. How would you describe your successes and challenges of being an instructional coach to 

a current classroom teacher considering this transition? 

14. Is there anything else you would like to share about your transition from a classroom 

teacher to the role of instructional coach? 

Through the lens of transition theory, the teacher turned instructional coach can 

experience three types of transitions: anticipated, unanticipated, and non-events (Anderson et al., 

2012; Schlossberg, 2011) and those transitions occur through the process of moving in, though, 

and out.  Within the process of transitions, individuals can use a coping process defined by the “4 

S’s” – situation, self, support, and strategies (Schlossberg, 2011).  Bandura’s (1994) social 

cognitive theory can also be used as a lens, as it relates to situation and self and how self-efficacy 

impacts transitions through an individual’s beliefs about self, past experiences, and extrinsic 

motivations.  The interview questions were designed and organized to capture the experiences of 

a teacher who transitioned from the classroom to the role of instructional coach, what the 

instructional coach experienced as they moved through the role, and what the instructional coach 

will share with teachers considering a transition from the classroom to instructional coach.  Not 

only did  the questions allow me to view the transition from the lens of transition theory, but also 

to explore the phenomenon through teacher’s descriptions/reflections of the experience/transition 

and how the transition is a “product of a dynamic interplay of personal and situational 

influences” (Bandura, 1999, p. 155).  Opening questions 1 and 2 provided me the opportunity to 
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break the ice and allow participants to share some background information about themselves.  

Questions 3 through 5 were related to the instructional coach’s experiences when they decided to 

move out/transitions out of their role as a classroom teacher into the role of instructional coach.  

Questions 6 through 11 related to the instructional coach’s experiences as they moved through 

their new role.  Questions 12 through 14 related to what the instructional coach could share with 

a teacher thinking about transitioning from the classroom to the role of instructional coach.  Each 

of the interview questions were designed to explore the transitional experiences of moving in and 

through the role of classroom teacher turned coach, what the instructional coach would share 

with teachers thinking about the same transition, and also to explore facets of situation, self, 

support, and strategies within the transition.  

  In respect to the instructional coach’s schedule, I conducted the interviews during a two-

week period.  Participants chose times and dates to interview.  Interviews were conducted using 

Google Hangouts and audio recorded using a Samsung audio recorder to protect the data both 

auditorily.  I conducted 13 Interviews with participants that lasted approximately 20-45 minutes.  

I will determines that follow up interviews were not necessary after reading through interview 

transcriptions.   

Online Bulletin Board Focus Group  

Online focus groups allow participants to discuss feelings and opinions they may not 

have felt comfortable discussing in an individual, face-to-face, interview (Gall et al., 2014).  

Using instructional coaches from different demographics, geographical areas, schools, and 

divisions provided synergy and allowed me to uncover the essence of the experience from 

different perspectives.  The focus group discussion took place using a web-based discussion 

platform named Padlet and will take place over the course of 11 days.  Participants were asked to 
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respond to five questions and to return to comment or add to another participant’s post over the 

course of the 11 days.  The group shared their experiences related to the phenomenon and 

reflected on their experiences together.  Focus group questions captured information related to 

teacher turned instructional coach experiences that may not have been discussed in Interviews or 

provided additional information to inform the study.  

Online Bulletin Board Focus Group Questions (see Appendix H) 
 

1. What internal or external factors motivated you to transition from classroom teacher to 

instructional coach? 

2. What were some of the successes and/or challenges that you faced when you were 

deciding to transition from the classroom to coaching? 

3. What were some of the successes and/or challenges that you experienced as you 

transitioned into the role of instructional coach?  Did your attitudes about education and 

instruction change and if they did, how so? 

4. Now that you have completed one year or more as an instructional coach, what are some 

successes and/or challenges that you would share with other teachers considering such a 

transition?   

5. How did the experiences/situations/stories you encountered as a classroom teacher turned 

instructional coach challenge or highlight your role as an educator?  

The online bulletin board focus group discussion took place online using a web-based 

platform named Padlet.  The focus group took place over a time period of 11 days and included 

online discussions in a trustworthy environment to share honest and comprehensive reflections 

regarding their experience with the phenomenon (Moustakas, 1994).  Padlet allows the 

administrator of the group and selected participants a transcription of the Online Focus Group.  



82 
 

 
 

As a part of member checking, the online bulletin board focus group participants were able to 

view the individual Padlet questions and answers  to correct any incomplete or incorrect data.  I  

ensured focus group data was protected by only allowing participants access to each Padlet 

question and storing the finished Padlets  on an external hard drive that was password protected.  

Hypothetical Letter to Teacher Considering Instructional Coaching 

A qualitative study using phenomenology as its design benefits from using data outside 

of the context of the research (Creswell, 2013).  Participants in this study were asked to submit a 

hypothetical letter addressed to teachers who are considering transitioning from the classroom to 

a role of instructional coach.  Participants received a suggested format and content for crafting 

the letter (see Appendix H).  The format for the letter was informal in nature, rather than 

business format and included narrative information for those teachers considering a transition 

from classroom teacher to instructional coach.  The letter included guidelines (see Appendix I): 

1. What situations/experiences led you to transition from the classroom to working with 

peers in their classroom? 

2. What did you experience in your role as an instructional coach, what were some of your 

successes, struggles, and questions you still have about the transition? 

3. What skills or strategies (etc) do you feel you have gained from the transition? 

4. What are your hopes and suggestions for others who transition from classroom teacher to 

instructional coach? 

The intent of the letter was to gather data establishing what prompted the teacher to leave 

the classroom, how they identified themselves as they moved through the transition from the 

classroom to instructional coaching, and what they learned from the experience thus far.  The 

letter could be written throughout the process of the Interview and the focus group to allow the 
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instructional coach the opportunity to reflect and explore their experience and also allow for 

horizonalization of data for “we [researcher and participant] can never exhaust completely our 

experience of things no matter how many times we reconsider or view them” (Moustakas, 1994, 

p. 95).  The letter provided the participant the opportunity to share in a semi-private manner 

through written word and was submitted as the interviews and the focus group took place and 

were completed.  Participants could email their letter to me or share it as a Google document.  

Data Analysis 

Data collection included Interviews, an online bulletin board focus group, and a 

hypothetical letter to a teacher considering a transition to instructional coach.  Each Interview 

was transcribed to prepare for data analysis and analyzed for emerging themes.  Document 

analysis followed the same process as the Interviews and online bulletin board focus group.  Data 

analysis of all three data sources followed the procedures Moustakas (1994) outlines for 

conducting a transcendental phenomenological study. Additionally, Saldana’s (2013) coding 

process for identifying themes and concepts was applied using a deep reflection and analysis of 

individual experiences of the phenomenon.  

Phenomenological Reduction 

Epoche was used throughout data collection and analysis to ensure that I continually set 

aside my own beliefs and prejudgments, allowing participant experiences to remain the focus of 

the study (Moustakas, 1994).  I recognized throughout data collection and analysis, I must be 

“completely open, receptive, and naïve in listening to and hearing research participants describe 

their experience of the phenomenon being investigated” (Moustakas, 1994, p. 22) through the 

process of epoche.  Using the process of epoche in data analysis required me to bracket out my 

own beliefs and preconceptions as I read and re read the experiences of participants with “new 
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and receptive eyes” (Moustakas, 1994, p. 89).  The reflexive journal (see Appendix L) assisted 

me in setting aside preconceived beliefs and to focus on the experiences of the participants.   

Data was analyzed using Moustakas’ (1994) phenomenological model.  I used 

phenomenological reduction to analyze data repetitively to seek significant statements (Creswell, 

2013) and to describe the data’s textural quality (Moustakas, 1994).  Because phenomenological 

studies require understandings of philosophical assumptions and a deep understanding of the 

phenomenon (Creswell, 2013), I used the textural and structural descriptions to create meanings 

of the participant’s experience with the phenomena to inform the study.  Comparing significant 

statements and developing categories allowed me to consolidate the data to find the “particular 

reality” (Saldana, 2013, p. 14) of the data to cultivate concepts and themes.  Reading and re-

reading the data to identify significant statements was essential to phenomenological reduction, 

for “things become clearer and clearer as they are considered again and again” (Moustakas, 

1994, p. 93).  Phenomenological reduction of data requires me to use horizonalization to cluster 

horizons into themes (Moustakas, 1994).   

I thoroughly read through each interview, focus group, and narrative at least three times 

and took notes to find key themes and codes to seek the nature and essence of the phenomenon 

through horizonalization.  Identified themes were highlighted for management of data.  

Horizonalization is the process the researcher uses to examine the experience the individual 

describes in a continual basis to extract meanings and static elements within the experience 

(Moustakas, 1994).  Employing horizonalization ensured that each statement “is initially treated 

as having equal value” (Moustakas, 1994, p. 97).  Statements and questions irrelevant to the 

study were removed and leave me with horizons and themes emerging as “the grounding or 

condition of the phenomenon that gives it a distinctive character” (Moustakas, 1994, p. 95).  
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Because phenomenological studies require understandings of philosophical assumptions and a 

deep understanding of the phenomenon (Creswell, 2013),  I explored horizons which designated 

clusters of meaning through interviews, the online bulletin board focus group, and a hypothetical 

letter to teacher considering instructional coaching.   

Transcribed data was analyzed using Saldana's (2013) mechanics of coding to track 

significant statements and assist in finding clusters of meaning to inform the study and aid 

horizonalization (Moustakas, 1994).  Participant’s hypothetical letters were read at least three 

times for phenomenological reduction (Moustakas, 1994) and significant statements from the 

written data were coded and analyzed for themes.  Saldana’s (2013) mechanics of coding 

assisted in data analysis as I extracted key phrases and organized significant statements through 

first cycle narrative coding.  Utilizing findings from first cycle coding allowed me to identify 

preliminary codes and categories and develop themes relating to the research questions for this 

study. Saldana’s (2013) first and second cycle coding allowed for horizonalization (Moustakas, 

1994), a textual understanding of the phenomenon (Creswell, 2013), and deep reflection of 

emerging patterns and meanings of each participant’s experience (Saldana, 2013). 

The conclusion of the phenomenological reduction (Moustakas, 1994) requires a 

synthesis of composite textural and structural descriptions to form the meaning and essence of 

teachers who transitioned from the role of classroom teacher to the role of instructional coach.  

Examining the experiences through textual language to continually, and methodically look at and 

describe multiple aspects of the individual’s experiences allows for the development of the 

essence of the experience (Moustakas, 1994).  The process of Moustakas’ (1994) 

phenomenological reduction begins with epoche, continues with a complete explication of the 

phenomenon through horizonalization to determine horizons and clusters of themes, and 
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concludes with organizing clusters and themes to develop the textural description of the 

experience to determine the meaning and essence of the phenomenon being studied.  

Phenomenonlogical reduction allowed me to gain a deeper understanding of the everyday 

experiences and address what it was like for participants “to be, to have, or to live” (Saldana, 

2013, p. 199).  

Imaginative Variation  

The next step in the transcendental phenomenological research process includes utilizing 

imaginative variation to seek possible meanings for the phenomenon through 

imagination/various frames of reference and approaching the phenomenon from different 

perspectives to reach structural descriptions of the phenomenon (Moustakas, 1994).  I formed a 

composite structural description of the phenomenon using imaginative variation to analyze 

varied possible meaning, list structural qualities to develop structural themes.  Through the 

possible meanings, I attempted to discover the structural qualities of the transitional experiences 

of a classroom teacher turned instructional coach (Moustakas, 1994); circumstance, motivations, 

and influences that contributed to the phenomenon are all factors that impact the experiences of 

the participants.  Imaginative variation utilizes phenomenological reduction to “derive structural 

themes from textual descriptions” (Moustakas, 1994, p. 99) and provides the researcher multiple 

possibilities connected to the experiences of the individual, otherwise defined by Moustakas 

(1994) as the “‘how’ that speaks to the conditions that illuminate the ‘what’ of the experience” 

(p. 98).    

Synthesis, Meanings, and Essences  

Synthesis of meanings and essences, the final step in transcendental phenomenological 

research includes integrating textural and structural descriptions to establish “a unified statement 
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of the essences of the experience of the phenomenon as a whole” (Moustakas, 1994, p. 100). 

Meaning units will be constructed by synthesizing significant statements to create themes.  

Meaning units will describe how the experience happened along with the setting and context of 

how the transition from teacher to coach was experienced.  The essence of the phenomenon 

represents an underlying structure and will allow me to identify what it felt like to experience the 

phenomenon (Polkinghorne, 1989) based on participant data sources.  The three processes 

(phenomenological reduction, imaginative variation, and synthesis of meaning) in the conceptual 

framework of transcendental phenomenology allowed me to examine the experiences of an 

individual as they describe their experience with the phenomenon.  The primary purpose of a 

qualitative phenomenological study is to describe and clarify the complex experiences of an 

individual (Polkinghorne, 2005).  Saldana's (2013) mechanics of coding allowed me to find 

emerging codes through playing with the data by chunking paragraphs, highlighting, circling 

and/or underlining obvious codes in the transcribed interviews, online bulletin board focus 

group, and hypothetical letter to a teacher.  The data was organized using a three column 

template which displays the data (chunked paragraphs), preliminary codes, and final codes 

(Saldana, 2013).  Within the preliminary and final codes, similar codes will be grouped into 

categories, which in turn will provide emerging themes to inform the study and provide a 

construct for a written narrative of the findings.      

Using transcendental phenomenology as design for this study is appropriate because it 

will attempt to describe the experiences of individuals transitioning from the classroom to 

become an instructional coach, what they experienced as they moved in and through the 

phenomenon, and what they will share with teachers considering the transition from classroom to 

instructional coach.  Replication of the study is a possibility if it is employed as outlined above.  



88 
 

 
 

Data collection and analysis could help those desiring to replicate the study to identify themes 

that inform experiences within the phenomenon.  

Trustworthiness 

Conducting a valid, qualitative study requires the researcher to establish trustworthiness 

(Creswell, 2013; Lincoln & Guba, 1985).  This transcendental, phenomenological study ensures 

trustworthiness through establishing credibility, dependability and confirmability, and 

transferability.  Credibility ensures the researcher used sufficient methods to support or refute 

conclusions and interpretations of the study (Creswell, 2013).  Dependability ensures the 

methods for conducting the study and the processes used to gather and analyze data are 

trustworthy.  Confirmability assumes the results of the study can be confirmed and are legitimate 

(Creswell, 2013).  Transferability assumes the study can be conducted in a similar setting and 

reach similar conclusions (Creswell, 2013).  Each of those factors listed previously are integral to 

supporting the validity of the findings of the study.   

Credibility 

 All data sources were used to determine various experiences of the transition from 

teacher to instructional coach, experiences within the transition, and how those experiences could 

assist a teacher considering a transition from the classroom to instructional coaching.  Utilizing 

three forms of data will assist in describing the essence of the experience.  After the Interviews 

and online bulletin board Online Focus Group have been transcribed, I will ask participants to 

member check to ensure credibility of the data.  Involving all stakeholders to provide feedback 

and confirm or deny accuracy of information adds to the credibility of the analysis (Lincoln & 

Guba, 1985).   

Dependability and Confirmability 
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Dependability in this study will include triangulation of data, because it “provides 

multiple data points to confirm findings or resolve discrepancies in the study” (Gall et al., 2014, 

p. 354).  An awareness of my own feelings allows for open mindedness, minimal biases, and 

greater dependability in the study (Moustakas, 1994).  Confirmability in this study can include 

member checks, but also peer auditing by an individual not directly connected to the study.  I 

utilized a peer who recently obtained his doctorate in education to ensure the data to confirm 

credibility of my findings.  I provided an electronic copy of my findings to my peer at least a 

month before finalizing data analysis findings for feedback and editing.  Dependability and 

confirmability will be established through rich, thick descriptions of themes (Creswell, 2013), 

including participants to check /monitor data collection of transcribed interviews for accuracy, 

member checking of findings, researcher’s reflexive journal (see Appendix I) to assist with 

bracketing her own experiences (Moustakas, 1994), and peer reviewing.   

Transferability 

Thick, rich descriptions of setting, data collected and coded, and assumptions of the 

research can allow “readers to make decisions about transferability” (Creswell, 2013, p. 252; 

Lincoln & Guba, 1985).  All of the collected data and the findings will assist other scholars 

interested in this phenomenon.  Transferability allows this study to be conducted in similar 

settings and could produce similar conclusions (Creswell, 2013); transferability of this study 

could be limited to only those institutions that employ instructional coaches.  As I attempted to 

achieve maximum variation in the study, I increased transferability by choosing participants 

serving different school divisions, living in different areas of the country, and varying years as a 

classroom teacher prior to transitioning to instructional coach.  Transferability of the research is 

directly impacted by the processes and audit trail (see Appendix M) to document the processes of 
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the research and the efforts to have all information reviewed.  Ensuring and controlling the 

procedures during data collection and analysis safeguards the research and provides 

transferability for those considering the same type of study.   

Ethical Considerations 

Ethical considerations in this research study will include IRB approval, consent from 

sites and participants, privacy of the participants, and safety/confidentiality of the data.  Consent 

for the study will be obtained using a consent form and participants will have the right to 

withdraw from the study at any time if they feel it is necessary (Creswell, 2013).  Participant 

privacy will be protected through the use of pseudonyms for sites and individuals throughout the 

entire research process and at its conclusion.   Participants will receive a transcribed copy of their 

interview and will be able to correct any incomplete thoughts or information to ensure credibility 

of the data.  I will ensure interview data is protected by storing it on an external hard drive that is 

password protected.   

 Data will be kept safe through using protected passwords and storage on an external 

drive for a period of three years.  Honesty in data collection, analysis, and reporting was 

reflected in member checks by participants.  Participants will be able to obtain the results of the 

study if they so desired.  Data will be destroyed using a shredder (written/paper) and deleted 

from the external hard drive three years after the study has been published.  

Summary 

The purpose of this qualitative study is to gain an understanding of why teachers 

transition from the role of teacher to the role of instructional coach.  Chapter Three provided a 

plan and rationale for this transcendental phenomenological study used to conduct this study, 

beginning with IRB approval and ending with ethical considerations.  In this chapter, I defined 



91 
 

 
 

sampling procedures for the site and participants, methods of data collection and analysis, and 

steps taken to ensure the study is credible and trustworthy.  The chapter concluded with an 

outline of ethical considerations and how the researcher will protect the identities of the site and 

participants to safeguard the study.    
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CHAPTER FOUR: FINDINGS 

Overview 

The purpose of this transcendental, phenomenological study was to describe the 

experiences of 13 teachers who transitioned from the classroom to become instructional coaches.  

Instructional coaches chosen for this study included group members from two online forums. 

Instructional coaches included in the study were located throughout the United States.  In order 

to ensure confidentiality, psuedonyms were used to identify all teacher participants.  Chapter 

Four was designed to provide detailed characterizations of each participant and discussions that 

were described throughout the data collection process.  Common themes and narratives were 

examined and analyzed to elaborate on the participant’s lived experiences as they transitioned 

from classroom teacher to instructional coach, what they experienced in their role as instructional 

coach, and what they would share with those teachers considering the same transition.  

Collecting, organizing, analyzing, and interpreting the data using Moustakas’ (1994) model for 

transcendental phenomenology and coding using Saldana’s (2013) process helped to provide 

thick, rich data, to inform the study, using participant experiences.  

Chapter Four begins with a review of the research questions, followed by a narrative 

description of each participant.  The chapter moves on to outline themes identified from the 

participants experiences, organized by the research questions that guided the study.  The study 

was designed to gain an understanding of the former classroom teachers experiences as they 

transitioned from the classroom, to the role of instructional coach, and what they would share 

with those considering the same transition. The following  sub questions guided the research: 

1.  What key motivational factors influence teachers to transition from the role of 

classroom teacher to instructional coach? 
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2.  What practical knowledge do teachers acquire about instructional coaching and the 

role of instructional coach as they fully transition into the role?  

3.  What valuable advice or information would instructional coaches find significant to 

share with current classroom teachers who are considering the same transition? 

Participants 

Current instructional coaches who have transitioned from the classroom to the role of 

instructional coach were used for this study.  Instructional coach participants were selected after 

completing a screening survey determining if they were eligible to participate in the study based 

on five years or more teaching experience, prior to transitioning to the role of instructional 

coach.  A purposeful sample of participants was generated because each of the participants 

currently serve as an instructional coach in a school or schools.  There were 12 females and 1 

male who participated in the study.  Although only 11 participated in the online focus group and 

10 composed a hypothetical letter to a teacher considering a transition from the classroom to the 

role of instructional coach, all 13 participated in an online, individual online interview to inform 

the data.  Basic demographic information for each participant is listed in Table 1 in Chapter 

Three.  The following sections include a narrative description of each of the participants, to 

include quotes, in order to accurately embody the participant’s voices.  All quotes form 

participants are presented verbatim, which includes verbal ticks and grammatical errors in speech 

and writing to more accurately depict participants’ voices.  

Jane 

Jane currently works as an instructional coach in a public school system, but previously 

worked in a private school as a classroom teacher.  Although she appreciated her time in the 

classroom she did feel some sense of burnout.  Jane is currently experiencing more personal and 
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professional growth in her instructional coaching role.  

She expressed “The burnout [classroom teaching] is real and the need to change and grow 

took over” (Jane, Online Focus Group 1 response to Lisa, 2019).  Her principal encouraged her 

to transition from the classroom to the role of instructional coach and she is currently working on 

her doctorate in education.  Jane taught for nine years and has been a coach for four years, she 

finds working with adults similar to working with children, the conversation is just different.  

Martin 

Martin feels he has had a lot of solid educators in his life that have shaped who he is as an 

educator.  He was unsure of his career path while attending a liberal arts college.  He started his 

career in education in a highly economically disadvantaged school and truly enjoyed working 

with the students, but felt as hard as they may work to increase their skills and knowledge, they 

could never catch up to where they needed to be.  He wanted to avoid the stigma, as a male, of 

falling into the “administrator trap” (Martin, Interview, 2019), and felt instructional coaching 

was the right transition for him because his school district was opening two new schools that 

would need instructional coaches.  He knew the two schools would need support with curriculum 

and culture building because of the teachers they were moving and hiring.  Although he initially 

struggled because there was not a clear understanding of his role as a coach, he appreciated that 

the two administrators allowed him to “make this [his role as instructional coach] what you need 

and what our staff needs” (Martin, Interview, 2019).  Martin taught for eight years and has 

coached for two years.  

Sally 

Sally fell in love with teaching elementary school when she was placed in a kindergarten 

classroom during her college music education program.  Because of Sally’s leadership abilities 



95 
 

 
 

and her innovative lessons, she was used to provide professional development for the school she 

worked in and still remain a classroom teacher.  She felt “stretched too thin” (Sally, Interview, 

2019) when her school district changed her role from full time classroom teacher to part time 

instructional coach/part time classroom teacher.  When she first transitioned into the role of full 

time instructional coach, she worried about missing her students and how her peers would react 

to her new role and the expectations in that role.  Sally spent 14 years in the classroom and has 

been an instructional coach for 6 years.   

Anne 

Anne was a teacher for 17 years before transitioning to her role of instructional coach. 

Anne truly enjoyed planning, decorating her classroom, forging relationships with her students, 

and curriculum planning.  She started her career in education as an instructional aide, earned her 

teaching licensure, and has a degree in administration.  One of the reasons she transitioned into 

the role of instructional coach was to support teachers. She shared her thoughts about the support 

teachers get: 

I knew I wanted to support teachers. That was kind of a big thing. Like, I wanted to make 

sure that teachers have the support they need to because education was so … (pause) it 

becomes so demanding. And the lack of support from the administrator that I had 

experienced was so pathetic that I did not want, I didn’t want people to have to do that. 

(Anne, Interview, 2016) 

Helen 

Helen is in her 23rd year as an educator who originally thought she would be a college 

professor, but once she started teaching high school, she knew that public school was where she 

should be.  She worried about the gaps in learning she saw in her years teaching high school and 
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struggled with that as an educator.  In her experience, she felt that professional development was 

not really based on the needs of the teachers, it was based on district needs.  In her role as 

instructional coach, she has learned that teachers, like students, need time to process and think.  

In her hypothetical letter to a teacher considering a transition to the role of instructional coach, 

she wants the classroom teacher to know her experience: 

As with any career change, I know that moving from classroom teacher to instructional 

coach is not a decision that is taken lightly.  For many years, I, too, was successful in the 

classroom.  A lifelong learner, I challenging myself with new instructional strategies, 

weaving digital content and tools in my curricula, expanding my certifications, and 

earning National Boards.  As these opportunities continued to grow my portfolio as a 

classroom teacher, I found myself informally sharing these strategies with peers and in 

PLCs.  Recognizing the value in peer coaching, I looked for professional development in 

this area, seeking ways to learn more about this career path through books, workshops, 

and my educational network.  When our district expressed a need for instructional 

coaches, I was ready - with training, experience, and ideas - to fill this need. Without a 

doubt, this move has been one of the best decisions of my career. (2019)  

Sabrina 

Sabrina grew up in a small town, worked as a paraprofessional for a number of years, and 

then became a classroom teacher.  She worked in low poverty schools where there were limited 

resources, which frustrated her because she loved her students and felt they did not have the 

resources they needed to help them succeed.  Sabrina had a positive experience with the 

instructional coach in her building, who helped her become an example of a model classroom for 

math.  She has a degree in administration and thought she would become a principal, but enjoyed 
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working with teachers in the classroom and helping them improve instruction.  When asked what 

helps her succeed, Sabrina stated “Being opening to listen to them [teachers] and just being there 

to let them know that they’re not in it on their own” (Sabrina, Interview, 2019). 

Betty 

Betty is in her second year in the role of instructional coach and spent nine years in the 

classroom.  She began her career teaching first and second grade and was hesitant when moved 

to fourth grade, but learned to adjust and ended up truly enjoying the move in grade levels.  Betty 

wanted a leadership role but did not want to move into administration, and felt that because she 

was a part time mentor teacher, the transition to instructional coach would be a good fit for her.  

In her hypothetical letter, she cautioned teachers considering the transition to: 

Be prepared for a roller coaster of a first year, be able to wipe tears (yours and others), 

gain thicker skin, learn the power of a positive no, become a leader of your school, but 

most of all learn to love this new position. (Betty, Letter to Teacher, 2019)   

Betty credits her growth in instructional coaching as learning how to read adults and growing 

thicker skin.  

Nanette 

Nanette always knew she wanted to be an educator.  She continually looks for “things to 

grow myself [herself] as an educator” (Nanette, Interview, 2019).  She has an administration 

degree, was a classroom teacher for 15 years, and has been an instructional coach for 10 years.  

Nanette embraced the opportunity to become an instructional coach but felt frustrated when her 

peers no longer viewed her as peer when she became a coach.  Nanette gives teachers 

considering the transition to instructional coach some advice and feedback on her experiences: 



98 
 

 
 

Coaching is a tough gig, but is also incredibly rewarding!  Coaches are not “teachers” in 

the traditional sense and are not administration but have the best of both worlds.  Coaches 

have the advantage of not only contributing to decisions but understanding the back-end 

of how and why those decisions are made.  While I loved being a classroom teacher for 

15 years I found I absolutely loved coaching and becoming a teacher-educator.  Best of 

luck with your decision! (Nanette, Letter to Teacher, 2019) 

Lisa 

Lisa began thinking she was not going to follow in the educator footsteps of those in her 

family and originally wanted to be a supreme court justice.  She taught for nine years before 

entering the role of instructional coach.  Lisa felt burnt out and she struggled with “giving my 

[her] all in the classroom and coming home and being 100 percent for my family” (Lisa, Online 

Focus Group 1, 2019).  She holds a masters degree in Instructional Technology Coaching and 

once she became a coach, she found it was a rewarding switch.  Lisa enjoys reflecting with 

teachers and connecting with other coaches in her personal learning network both online and in 

person.  She uses her own experiences as a teacher to help build relationships and rapport with 

teachers.  In her transition to coaching she has learned that teachers, like students, don’t care how 

much you know until they know how much you care (Lisa, Interview, 2019). 

Tina 

Tina spent the first 15 years of her career as a classroom teacher and she is currently in 

her first year of instructional coaching.  She credits having a positive relationship with an 

instructional coach and her own experience in the classroom with her success coaching other 

teachers.  Her decision to transition from the classroom to the role of instructional coach was 

internally motivated because she “had been teaching for 15 years and knew that I [she] needed a 
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change. I lost my sparkle.  I loved the kids, but I think that I got so remote in how I taught that it 

didn’t challenge me” (Tina, Online Focus Group 1, 2019).  Tina had a great relationship with one 

of her administrators and when she was moved to another school, the new administrator’s vision 

for the school frustrated Tina, as she was more focused on the school being in the spotlight and 

less focused on growth.  She was encouraged by a principal to apply to become an instructional 

coach and made the transition but wondered if she would miss her students, or if her peers would 

treat her differently in her new role.   

Bianca 

Bianca did not grow up thinking she would be a teacher, but she holds a degree in 

Business Education and is certified English Language Arts.  She found middle school a 

challenge to teach and struggled when she lost most of her technology capability as she moved 

from a business education teacher to an language arts teacher.  She found success in the 

classroom realizing  “it is ok to fail and it’s ok for your students to realize that you do not know 

everything” (Bianca, Interview, March 6, 2019).  She served as a teacher leader for her school 

and felt the move from the classroom to instructional coaching was the right choice because her 

“heart for helping others exceeded my [her] ability to manage classroom instruction and teacher 

leadership” (Bianca, Online Focus Group, 2019).  Some of the struggles she faces in her current 

role as instructional coach is making time for she feels needs to be done, switching gears during 

her day, and attempting to be more present in classrooms to observe and assist teachers.  Her 

goal as an instructional coach is to help teachers feel confident and know they are capable of 

creating and executing engaging lessons to impact student learning.  

Marjorie 
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Marjorie would play school in her basement as a child and was encouraged by her father 

to pursue a math and science background in college.  She has a dual degree in math and 

elementary education.  Because of her math background, she found joy in trying to figure out 

why a child struggled with math concepts in her classroom.  Marjorie shared she struggled, 

internally with the direction and vision administration or the district had versus what direction 

she thought they should be going to impact learning and instruction.  Marjorie decided to 

transition from the classroom to instructional coaching because although she had taught long 

enough to retire, she was not ready to leave education and an opportunity to coach with a non-

profit organization, and serve schools presented itself to her.  As an instructional coach, serving 

multiple school districts, Marjorie found successes and challenges in her new role and shared, 

“success was seeing many teachers move from more teacher directed teaching to more student 

centered learning in many classrooms.  A challenge is the teachers who are resistant to change” 

(Marjorie, Online Focus Group, 2019).  If a teacher were to consider the same transition Marjorie 

made, she suggests the individual understands they need to know how to develop relationships, 

to come across as credible, and be themselves.  Marjorie was a classroom teacher for 31 years 

and has been an instructional coach for two years.  

Veronica 

Veronica graduated with a degree in business management, but was persuaded by a 

principal who believed she would make a great teacher.  She held a temporary certification in 

teaching until she finished the required courses needed to become fully certified.  She earned a 

certificate in administration prior to having children.  Veronica had no experience student 

teaching and regardless of the lack of experience, she was always encouraged to seek leadership 

positions.  She has been in the same school district throughout her career in education and feels 
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the district likes to grow from within as she moved from classroom teacher, instructional coach, 

to district level instructional coach.  As a classroom teacher, Veronica felt supported by 

leadership and enjoyed her school community, but struggled with commonality in planning and 

core teachers’ professional learning communities because she was a specialized CTE teacher.  

Veronica was a classroom teacher for seven years and has been an instructional coach for six 

years.  She defines her successes as an instructional coach: 

I feel as though I am now a more rounded educational leader.  Personally, I have been put 

in the position to see the education system as a whole, not just the walls of my classroom 

or even the department.  This, is probably my biggest takeaway.  Working with staff and 

enabling them with instructional resources and guidance has also been awesome.  

Helping people grow! (Veronica, Online Focus Group, 2019) 

This section was designed to provide background information about participants in the 

study.  Participants shared candid information about their transition from the classroom to 

instructional coaching, what they experienced in the role, and what they would share with others 

considering the same transition.  The above snapshots of participants assisted in gaining a better 

understanding of their experiences and contributed to the essence of the phenomenon.  

Results 

Analyzing Interviews, the online bulletin board focus group discussion, and hypothetical 

letter to a teacher considering a transition to instructional coach provided the results for this 

study.  The use of a data analysis coding template (see Appendix N) allowed for data layout and 

coding cycles.  Cycles of coding provided identification of themes to inform the study.  These 

themes and answers to the research questions provide the essence of the phenomenon of what 

former classroom teachers experienced when they transitioned from the classroom to the role of 
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instructional coach.  As I sought themes and saturated the data, I bracketed personal experiences 

and thoughts (see Appendix L) about the phenomenon and analyzed using Moustakas’ (1994) 

method for qualitative analysis.  After phenomenological reduction and data analysis coding 

using textural and structural descriptions, four themes emerged from the research: (a) need for 

change; (b) call to support teachers; (c) transitions are difficult but rewarding; (d) and 

relationships matter. 

Theme Development 

Theme development and phenomenological data analysis are interchangeable because the 

purpose of this analysis is to develop the essence of the phenomenon through the textural and 

structural descriptions of participants’ lived experiences (Moustakas, 1994).  Themes were a 

result of the analysis process and they described the essence of the participants’ experiences.  

The essence of the phenomenon of teachers’ experience transitioning from the role of classroom 

teacher to instructional coach was established through Saldana’s (2013) coding process.  First 

cycle narrative coding provided the opportunity to read and re-read Interview transcriptions, 

online bulletin board focus group discussions, and hypothetical letters to teacher to identify 

significant statements.  Statements were analyzed, horizonalized and deemed significant if they 

were considered essential to the experience rather than incidental (Saldana, 2013).   

Second cycle coding allowed for key phrases to be identified clustered and refined 

through phenomenological reduction utilizing the significant statements, which helped to create 

preliminary codes.  Qualitative codes are “essence-capturing and essential elements of the 

research story” (Saldana, 2013, p. 9) that assist in developing categories and provide an analysis 

of connections between textural thoughts and emerging concepts.  Imaginative variation was also 

employed through second cycle coding to provide the researcher multiple possibilities connected 
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to the experiences of the individual, to define the “‘how’ that speaks to the conditions that 

illuminate the ‘what’ of the experience” (Moustakas, 1994, p. 98).    

 Preliminary codes were then divided into categories to develop themes to gain a 

deepunderstanding of the meaning of participants’ lived experiences (Saldana, 2013).  Through 

the use of Saldana’s (2013) coding process, and synthesis of meanings and essences using the 

framework for a transcendental phenomenological study (Moustakas, 1994), four major themes 

emerged as the essence of the phenomenon.  The essence is presented through the following four 

themes: (a) need for change; (b) call to support teachers; (c) transition is difficult but rewarding; 

(d) relationships matter.  Tables 2 through 5, preceding discussions of themes and subthemes, 

provide a visual regarding subthemes and emerging themes for this study and participants who 

shared experiences regarding the subthemes and themes.  

Theme one: Need for change. The first theme that emerged from the data to describe 

what and how the participants experienced their transition from classroom teacher to the role of 

instructional coach was a need for change.  Table two provides a visual depiction of aspects 

within the theme need for change and participants who identified with those aspects in data 

collected.  During interviews, the online bulletin board discussion group, and through reflections 

in a hypothetical letter to teachers, data supported participants’ needs to not only change their 

role, but also to affect changes in instruction that directly impacts the success of teachers, 

students, and schools.  Participants shared not only their need for change, but also the successes 

and challenges within the need to change.  Upon analyzing all data many of the participants 

responded with different aspects of needing change and what they experienced as they 

transitioned from the classroom to instructional coaching.  
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Table 2 

Emerging Aspects in Theme One: Need for Change 

 
Participant 

Outside 
Looking In 

Frustration 
and Burnout 

Encouragement from 
Administration 

Struggled 
with Change 

Seeing the 
Bigger 
Picture 

 
Marjorie 

 

 
x 

 
x  

   

Bianca 
 

x     

Veronica 
 

x x  x x x 

Martin 
 

x x  x  x x 

Jane 
 

x x  x    

Lisa 
 

x x  x x 

Anne 
 

x  x    

Helen 
 

x  x  x  

Betty 
 

  x  x  

Sally 
 

x x   x x 

Sabrina 
 

 x    x 

Tina 
 

 x   x  

Nanette 
 

x x  x  x x 

 
 Outside looking in. Bianca, Anne, Helen, and Veronica all felt a need to work with adults 

rather than students and sought a transition from the four walls of a classroom to what goes on as 

you look into those four walls.  Helen reflected that she felt a “tug to leave the classroom to 

reach more scholars by supporting adult learners” (Online Focus Group 1, 2019).  Anne admitted 

that she too felt the need to be out of the classroom and support adults because she was tired of 

“reading teacher manuals, changing bulletin boards, and answering relentless emails from 
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parents” (Online Focus Group 1, 2019).  Anne also noted she really enjoyed curriculum 

development and planning versus the lack of time to plan and collaborate, and lack of support 

from administration.  She felt making a change from the outside of the classroom could 

positively affect what went on inside the classroom.  In their interviews, Sally, Nanette, Martin, 

and Anne all felt that professional development in their district needed to change to support the 

individual needs of teachers, based on their own frustrations, and felt that changing roles could 

positively affect that and impact what went on in classrooms.  Throughout the online bulletin 

board discussion group, participants reflected upon their need to see changes in instruction that 

affects a school or teacher growth and the challenges in seeking that change.  Veronica shared 

her thoughts about change, 

I think when you are confined to your classroom, you assume (or at least I did) that 

everyone operates the same way you do, ultilizing all instructional minutes, building 

relationships with students, etc. I now know this is not the case everywhere.  At the 

building level, I didn’t always understand why district level decisions were made and 

would advocate for the students and staff in my building. (Online Focus Group 3, 2019) 

Nanette, Anne, Martin, and Bianca reflected upon similar experiences with affecting changes in 

instruction and schools and how viewing it from the outside looking in was eye opening.  Bianca  

and Anne specifically noted that although they sought to improve teacher instruction and change 

how instructional practices are implemented, some teachers are just not willing to accept change 

(Online Focus Group 3, 2019).   

Frustration and burnout. Lisa, Veronica, Martin, and Jane all expressed they were 

frustrated/burnt out and were ready for a change.  Jane reflected in the online bulletin board 

discussion group that she was ready for the change because, “the burnout is real and the need to 
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change took over” (Online Focus Group 1 response to Lisa, 2019).  In her hypothetical letter to a 

teacher considering a transition to instructional coaching, Lisa shared that she felt burnt out both 

personally and professionally because she spent so much time preparing for instruction, serving 

her students, and after school would go home to her own children feeling burnt out.  She felt she 

needed to change paths because she was coming home overwhelmed, which affected her 

personal life.  Tina expressed frustration in keeping up with everything a teacher was expected to 

do and watching students who struggled both in and outside of schools led to her need to change 

(Interview, 2019).  Both Sabrina and Sally expressed they felt a need to change because as a 

teacher they struggled to meet the diverse needs of their students, not only because of the time it 

took to plan and support those students, but because of the lack of resources to support those 

diverse students.  In her interview, Sabrina shared her frustrations with a lack of tangible and 

intangible resources and feeling the need to change that aspect for her peers by seeking a change 

in roles (2019).  Sabrina holds additional degrees in an area her district struggles with and felt the 

change would positively affect her district.   

Encouragement from administration. Some participants felt it was time for a change 

because admininstrators had encouraged them to seek change in a role they would allow them to 

grow and utilize the advanced educational skills to move teachers in a positive direction and 

provide onsite professional development for those teachers.  Five of the participants hold 

advanced degrees in administration.  Those participants holding administrative degrees did not 

pursue the transition to this point because they did not feel the role would allow them to mentor 

and truly shape change in schools, have experienced both positive and negative interactions with 

admnistrators, and felt the role was not a fit for them.  When seeking a change, Martin felt that 

strong male educators often seek the path of administration, but he did not feel the same need, 
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rather, he “enjoyed working with developing curriculum, learning new programs, and 

brainstorming innovative ways to help grow students” (Letter to Teacher, 2019).  Veronica, 

although she holds a degree in administration, was approached with the opportunity to change 

roles and she felt is was the right change to make (Online Focus Group 1, 2019).  Jane was 

looking for a change and because she had presented many different topics to support teacher 

development, Jane’s administrator asked her to consider changing roles from the classroom 

teacher to instructional coach (Online Focus Group, 2019).  Anne shared that administrators had 

motivated her to obtain her administrative degree and although they may have seen her in an 

administrative role, she had the “intention of finding methods to best support teachers” (Online 

Focus Group 5, 2019) through a change in roles.  Martin felt that someone asking you to take on 

the role of instructional coach makes the decision easier (Online Focus Group 1, 2019).  

Struggled with change. Although participants sought the need for change, they struggled 

with their role change.  Many expressed they did not have a clear vision of what the change 

would mean in different schools and classrooms.  Several participants struggled with the need to 

change because their peers would reject their help or view them differently.  Nanette shared her 

struggle with changing roles and the transition to coaching, “When I came out of the classroom I 

didn’t expect that there would be so much resistance toward a fellow colleague, just because I 

wasn’t in front of kids anymore” (Online Focus Group 3, 2019).  Helen, Lisa, and Veronica 

shared similar reflections.  Helen was specifically worried about making the change, how she 

would work with veteran teachers who thought they knew everything already, and teachers who 

would think she was criticizing them rather than collaborating with them (Interview, 2019). 

Participants also struggled with the change because there was not an instruction manual 

or pacing guide to what was expected as they made the change.  Nanette, Betty, Martin, Anne, 
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and Veronica all expressed their frustrations with what was expected of them as they changed 

roles in their hypothetical letter to a teacher.  Through the need to change many participants 

experienced both fear and frustration based on what teachers expected of them, what their 

defined role was in a school, and what administration expected from them.  In his interview, 

Martin shared his fears that although he needed and wanted to transition to the role of 

instructional coach, there was no set curriculum on how to be a coach and that his new role was 

up to him to figure out what he and the staff may need from the role (Interview, 2019).  

Seeing the bigger picture. Throughout data collection and analysis, participants shared 

their experiences with the need to change and how it gave them a holistic view of schools.  Lisa 

shared the change allowed her to see things from a different perspective: 

 Instead of just viewing education from the teacher perspective, I began to have an 

opportunity to see education from a wealth of other perspectives.  I talk to lots of 

different people.  Administrators, principals, district level leaders, etc. all communicate 

with me, so I get to see education from a more holistic perspective.  That does change 

things (Online Focus Group 3, 2019), 

Veronica, Nanette, (Online Focus Group 3) and Martin (Interview) also shared they were able to 

hear conversations that they would not have as a teacher and that it gave them a better 

understanding of decision making and how systems work or attempt to make changes.  Nanette 

specifically noted that changing roles allowed her to “remind myself [herself] that there are 

several cogs in the system of education that make schools and students successful – not just the 

one person that stands in front of them” (Online Focus Group 5, 2019).  In the online bulletin 

board discussion (3), Veronica noted that seeing the education system as whole, rather than just 

within the four walls of her classroom was one of her biggest takeways of changing roles.  
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Participants were able to see change and the need for changes from the outside looking in, as 

well as the the holistic view of the inner workings of schools as they transitioned from classroom 

teacher to instructional coach.   

Table 3 

Emerging Aspects in Theme Two: Call to Support Teachers 

Participant Teacher Growth and  
Professional Development 

   Guiding Adult Learners 

Marjorie x  

Bianca x  x 

Veronica x  x 

Martin x  x 

Jane x  x 

Lisa x   

Anne x  x 

Helen x x 

Betty x  

Sally x  

Sabrina x  x 

Tina x  

Nanette x  x 

 

Theme two: Call to support teachers. The second theme that emerged from the data to 

describe what and how the participants experienced their transition from classroom teacher to the 

role of instructional coach was a call to support teachers.  Table 3 provides a visual depiction of 
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aspects within the theme call to support teachers and participants who identified with those 

aspects in data collected.  During interviews, the online bulletin board discussion group, and 

through reflections in a hypothetical letter to teachers, data supported participants’ wants to 

support teachers in their classrooms and assist in professional growth.  Upon analyzing all data 

many of the participants responded with different aspects of how they wanted to support teachers 

and how they actually experienced supporting teachers in their role. 

Teacher growth and professional development. As participants reflected throughout 

interviews, the online bulletin board discussions, and the hypothetical letter to a teacher, they 

noted a need to support teacher growth.  Participants also experienced their own growth as they 

worked with teachers, as they realized some of the changes they would make in their own 

classroom should they return and how they recognized the importance of listening closely and 

reflecting to change mindsets.  Not only did participants voice their need to support teacher 

growth, but also to support individualized professional development needs.  Participants shared 

their role as teacher and their own needs in the classroom often reflected what they provided to 

teachers in their new role as instructional coach.  Martin (Online Focus Group 5, 2019) and Jane 

(Interview, 2019) specifically noted that their new roles in supporting teacher growth and 

professional development was a result of the support they never received as a teacher. 

Veronica, Bianca, Martin, and Betty all expressed the rewards of collaborating with 

teachers to help them grow as educators.  Jane shared changing roles was rewarding to her 

because as she worked with teachers to help them change classroom practices, she saw growth in 

both the teachers she worked with and herself (Interview, 2019).  Participants noted part of the 

process of helping a teacher grow required reflection.  Lisa noted the rewards of helping a 

teacher reflect upon their practices to improve student learning outcomes (Online Focus Group 4, 
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2019).  Like Lisa, Majorie also found success in her role when she could assist teachers to reflect 

upon changing instructional practices to meet the needs of students in their classrooms 

(Interview, 2019).  In her hypothetical letter to a teacher considering a transition to instructional 

coach, Anne describes the rewards of supporting teacher growth: 

You know those lightbulb moments when your students finally get it, and that feeling of 

pride and success you feel for them and the accomplishment you feel for yourself? That 

same feeling happens when you have a teacher that finally “gets it,” who feels confident 

enough to stretch beyond their comfort zone to improve their practice, or who feels 

vulnerable to ask you to observe their craft and give feedback. (2019)  

Although participants felt the rewards of supporting teacher growth, they shared that sometimes 

they did not know what teachers needed.  Martin, Lisa, Veronica, and Anne all shared they 

sometimes struggled with knowing what teachers needed to support growth.  Martin noted that 

although he may not have known specific teacher needs, he looked for “opportunities to help and 

support teachers without getting too much into their business” (Online Focus Group 3, 2019).  

Similarly, Sally noted the importance of making sure you know what a teacher needs and what is 

relevant to them, because if you do not, anything you try to work on with them will “flop” 

(Interview, 2019).  

Participants also shared the need to support teacher professional development needs.  

Betty felt success in supporting teachers by providing them professional development that helped 

them work towards a common goal (Online Focus Group 3, 2019).  In her role as an instructional 

coach, Marjorie shared her impact on professional development in the schools she worked in and 

the rewards of knowing she supported teachers/schools that needed to show growth in math 

(Letter, 2019).  Participants realized the skills and strategies they used in their own classroom 
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could directly impact individual teachers professional development needs throughout discussions 

in data collection.  Tina shared working with a reading coach in her school division has helped 

provide meaningful professional development to support teachers in the buildings she works in 

and she reflected she wants to continue to “have meaningful PD that catches on” (Interview, 

2019).  Reflecting on their own experiences in the classroom impacted some participants and 

why they felt professional development was important to provide teachers as an instructional 

coach.  In their interviews, Sally, Jane, and Helen shared their frustrations with professional 

development as a teacher and how it was never focused on teacher needs.  All three former 

classroom teachers sought to work with teacher needs for professional development through their 

role as instructional coach.  

Guiding adult learners. Participants shared that although they wanted to support 

teachers, for some it was difficult to switch gears from working with children to working with 

adults.  Anne, Helen, Jane, and Martin all expressed the difficulties of working with adults 

versus students.  Jane specifically reflected “ just because you can teach and grow students, does 

not mean you can do the same with adults” (Online Focus Group 4, 2019).  Participants also 

noted the disillusionment they experienced as they tried to support adults and work to help them 

grow.  Betty specifically noted she had to overcome her bias that not all teachers work and learn 

the same, just like the students she taught (Online Focus Group 5, 2019).  In her interview, 

Sabrina shared supporting adults is different because as you switch roles, you need to become 

their support, not a facilitator.  Lisa reflected that she often felt frustrated when she noticed 

teachers who did not care about instruction and student learning like she did and often would 

have to hide her emotions to avoid conflict (Online Focus Group 5, 2019).  Helen mentioned that 

working with adults is similar to working with kids, but as you change roles, an instructional 
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coach needs to be aware that a veteran teacher will need time to “unpack before they can see the 

need to change” (Interview, 2019).  

 Although adult learning can be a difficult adjustment when switching roles, participants 

also reflected it was rewarding to work with adults because it enabled them to see both teacher 

and student growth.  Bianca noted that although adult learners bring different challenges to the 

table, but the end results are rewarding (Letter, 2019).  Veronica shared that although it was hard 

to see deficits in some of the teachers she used to collaborate with in her own classroom, 

working with them in different role became easier as she started to recognize how they learn 

(Interview, 2019).  Both Helen and Nanette reflected upon the importance of ensuring adult 

learning is personalized for it to be effective (Online Focus Group 5, 2019).  As they reflected, 

participants recognized the need to address adult learners at their level, which varied from how 

they may have addressed student learners when they were a classroom teacher.  

Theme three: Transitions are difficult but rewarding. The third theme that emerged 

from the data to describe what and how the participants experienced their transition from 

classroom teacher to the role of instructional coach was transitions are difficult but rewarding.  

Table four provides a visual depiction of aspects within the theme transitions are difficult and 

participants who identified with those aspects in data collected. During interviews, the online 

bulletin board discussion group, and through reflections in a hypothetical letter to teachers, data 

supported participants’ experiences as they transitioned into their new role and how it affected 

them personally and professionally.  Participants shared not only the difficulties as they 

transitioned and experienced challenges in a new role, but also the rewards of transitioning.  

Upon analyzing all data many of the participants responded with different aspects of why the 

transition was difficult but also rewarding.  
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Table 4 

Emerging Aspects in Theme Three: Transitions are Difficult but Rewarding 

Participant  Lack of Knowing 
Their Role 

Loneliness and 
Isolation 

Lack of Respect or 
Understanding from Peers 

Reaping the 
Rewards 

Marjorie x x  x  

Bianca x   x  

Veronica x x   x  

Martin x  x    

Jane   x  x 

Lisa x  x  x  x 

Anne x  x   x  

Helen   x   

Betty x   x x 

Sabrina x    x  

Tina x    

Nanette x  x  x  x  

 

Lack of knowing their role. Participants in the study shared that often times they were 

unsure of what their role was or what the expectations were as they transitioned and established 

their role.  In their interviews, Betty, Nanette, Martin, Anne, and Sally all expressed fear and 

frustration with a lack of understanding what their role in a school would be when they first 

transitioned to the role of coach.  Sally shared she felt  

excitement and confusion supporting five sites.  I could leverage the relationships, but 

their was no direction from the superintendent (my supervisor.  I had autonomy, but 

worried about not doing enough, there was anxiety of what my role is – we kind of built 

the plane as we are flying. (Interview, 2019) 
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Veronica and Anne shared their challenges transitioning and how their role in different buildings 

or sites varied.  Many participants collectively reflected upon their role as a teacher and the set 

expectations in that role, whereas in their new role as instructional coach, there was not a pacing 

guide or curriculum guide for instructional coaching.  Veronica shared her intial experience with 

the transition and noted how hard it was and how she always felt she was fixing problems, but 

with time she began to work proactively rather than reactively by organizing her time and 

prioritizing what needed to be worked on (Online Focus Group 4, 2019).  

Many of the participants shared the difficulties of changing roles in the same school they 

previously taught in.  Tina, Nanette, and Veronica expressed the challenge of changing roles in 

the same school in the online bulletin board focus group.  Nanette shared she was not “expecting 

views about me [her] to change, but with a new role came new mindsets” (Online Focus Group 

2, 2019).  Because of her previous role as an interventionist, Betty had to redefine her role when 

she transitioned.  She reflected upon the frustrations she first felt with the transitions because 

administration had not explained her new role to staff and teachers.  Teachers wanted her to 

continue pulling students for remediation and support them in that manner, rather than mentor 

and support teachers (Interview, 2019).   

Anne described the initial transition to instructional coach as “grasping at wet noodles” in 

both her interview and letter to a teacher.  She was unsure of what she should be doing with 

teachers and her role in the schools she served.  Lisa expressed fear and frustration specifically 

coaching math and science teachers when she first transitioned because she did not have content 

knowledge in those areas.  In her letter to a teacher, she shared math and science teachers would 

see through her if she pretended to know the content.  To compensate for lack of knowledge in 
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those areas, Lisa vowed to make sure they knew “the teacher is almost always the content expert, 

and I am just their to help him or her along the way” (Letter, 2019).   

Loneliness and isolation. Participants remarked and reflected upon the loneliness they 

felt not only as they transitioned, but as they continued in the role of instructional coach.  Anne, 

Veronica, and Lisa all felt isolation and loneliness when they first transitioned and expressed that 

in their interviews.  Nanette shared that overcoming loneliness was a challenge because she was 

no longer on a team as a classroom teacher, she was now an instructional coach with no one to 

bounce ideas off of or share successes and challenges with (Online Focus Group 4, 2019).  Anne 

struggled with her new identity as she transitioned, she “felt lonely and without a home” (Online 

Focus Group 2, 2019).  In her letter to a teacher considering a transition to instructional coach 

(2019), Marjorie reflected upon the loneliness of coaching and suggested social networks as a 

strategy to overcome the sense of loneliness she felt when making the initial transition.  Lisa 

shared similar thoughts about overcoming the loneliness of being the only person in the building 

with no one to talk to by finding professional learning networks online or through neighboring 

districts (Online Focus Group 4, 2019).  In his interview, Martin shared overcoming loneliness 

requires a new instructional coach to be in classrooms, rather than sitting in an office completing 

desk work (Interview, 2019).  Nanette cautions teachers considering a transition to develop thick 

skin because “as your relationships change, you may or feel as if you are being left out. This isn’t 

you, it’s your role” (Letter, 2019).   

Lack of respect or understanding from peers. Participants shared their fears and 

frustrations with how their peers perceived them when they first transitioned into the role of 

instructional coach.  As previously noted, Betty’s peers struggled to view her new role 

differently when she transitioned to instructional coach.  Nanette remarked that as she 
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transitioned and became more comfortable in her role, she would remind her peers that she was a 

former teacher and had faced the same struggles and challenges they did when they assumed she 

would not understand because of her new role (Letter, 2019).  Through the initial transition, 

Helen worried about judgement from peers and how she could change their mindset from 

perceiving her as thinking she was better than them to viewing her as a “collaborative problem 

solver” (Interview, 2019).  Martin, Jane, and Nanette all cautioned teachers who are considering 

a transition to coaching to have thicker skin and to not take things personally.  Jane also cautions 

newer coaches to prepare for backlash from peers and to allow them space and time to 

understand what your role is (Online Focus Group 4, 2019).  In her letter to a teacher, Lisa 

remarked on her own experience and cautioned that teachers may fear you as an instructional 

coach because they do not want to be judged (Letter, 2019).  In Nanette’s interview, she candidly 

shared her frustrations with peer perceptions of her role as an instructional coach: 

When I became a coach, it changed.  It was no longer, hey Nanette, come on in, Show me 

you know how to do this.  It was more like, nope, don’t need your help.  Thanks. Weird. 

It was like, you know, the world has shifted. Um, people saw me differently then, you 

know, so, so , that was an adjustment. (2019) 

The fear and frustration of the transition and how it affected peer perceptions of their new role 

was a notable theme throughout data analysis.  Throughout data collection and discussions, 

participants shared they cared about what their peers thought of them, but it did not change how 

they felt about the decision to transition.  

Reaping the rewards. Although transitioning from the classroom to the role of 

instructional coach was a difficult transition for participants, throughout data analyzed, many 

reflected that it was also rewarding.  In their letters to a teacher considering a transition to 
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coaching, Betty, Veronica, Lisa, Marjorie, Anne, and Jane all shared the transition, although 

there were some challenging times, was a rewarding career move.  Betty and Marjorie both felt 

rewarded by their role when they witnessed the impact their coaching had on changing teacher 

mindsets or instructional practices (Letters, 2019).  Sabrina felt rewarded when working with 

teachers and assisting them with what they felt was relevant (Interview, 2019).  Lisa found the 

transition rewarding because she enjoyed helping teachers reflect and search for new 

instructional practices with her (Online Focus Group 1, 2019).  Nanette felt the most reward as a 

coach when she could share her knowledge of technology to help teachers find new ways to 

support instruction and impact student learning (Interview, 2019)  Helen shared instructional 

coaches “no matter how small, we do make a difference- and, if we pay attention, we make 

ripples” (Online Focus Group 4, 2019). 

Theme four: Relationships matter. The fourth theme that emerged from the data to 

describe what and how the participants experienced their transition from classroom teacher to the 

role of instructional coach was the importance of relationships. Table five provides a visual 

depiction of aspects within the theme relationships matter and participants who identified with 

those aspects in data collected. During interviews, the online bulletin board discussion group, 

and through reflections in a hypothetical letter to teachers, data supported participants’ views 

about relationships in their transition and their role as an instructional coach. Participants 

continually shared the importance of relationships and their impact on the their role as 

instructional coach.  Many participants shared their role as a coach is dependent upon the 

relationships they build in their role.  Additionally, many participants shared relationships 

changed when they transtioned from the classroom to the role of instructional coach.   
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Table 5 

Emerging Aspects in Theme Four: Relationships Matter 

Participant Name Relationships Change Relationships Building as a Foundation 

Marjorie  x  

Bianca  x  

Veronica x   

Martin x  x  

Jane  x  

Lisa  x  

Anne x  x  

Helen x  x  

Betty x  x  

Sally  x  

Sabrina  x  

Tina x  x  

Nanette x  x  

 

Relationships change. Participants shared when they transitioned from the classroom to 

the role of instructional coach, it changed the dynamics of their relationships with peers.  

Throughout discussions, teacher perceptions of the newly appointed coach were often negative.  

Participants shared teachers often feared collaborating with them because they felt the 

instructional coach would be evaluative and share information with administration.  Nanette and 

Anne shared that teacher mindsets changed once they left the classroom because teachers felt 
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they had gone to the “dark side” (Anne, Online Focus Group 5 response to Nanette, 2019).  

Participants who changed roles in the same building experienced more negativity from teachers 

in their building because of a lack of understanding of the newly appointed coaching role. 

Veronica, in her letter to a teacher considering a transition, shared her experience: 

I was working in the same building as I was a classroom teacher, however, my role had 

changed.  I found it very difficult to maintain professional relationships with staff 

members who had once shared my frustrations and been my friend. I worked very hard to 

find a balance. (2019) 

Participants were generally aware that peer perceptions would change based on their new role, 

shared how it made them feel and how they could help change the negative stigmas.  In her letter 

to a teacher considering a transition to instructional coach, Nanette vividly reflected: 

When I moved into the role of a coach, some viewed me as someone who was looking to 

‘fix’ their teaching style and the questions tapered off.  Be prepared for grade-level 

colleagues to pull back from their interaction with you. It’s not that they don’t still want 

to collaborate with you but now you are no longer in the same role with the same day-to-

day goals so that may change how often you communicate. (2019) 

Helen and Tina both recognized their peers would most likely view them in a different manner 

but expressed they tried to build trust through collaboration and clarifying what their role is. 

Participants were generally aware their would be a change in how their peers viewed them when 

they transitioned roles and were reflective and candid when sharing their feelings about the 

change.  

Relationship building is a foundation. In every letter written to a teacher considering a 

transition to instructional coach, participants stressed the importance of building relationships.  
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As participants shared the importance of building relationships, they also remarked on how trust 

needed to be built.  Anne reflected on the importance of trust in the online bulletin board 

discussion group and shared 

Making changes in a system, within a site, and/or with a teacher takes momentous effort 

– much like turning the Titanic.  And it is impossible to do this without developing 

relationships build on trust. . .and establishing these relationships also takes a lot of time 

(Online Focus Group 3, 2019), 

Relationship building was a common theme throughout all data sources.  Martin, Tina, Nanette, 

and Helen all referred to the importance of relationship building and how it impacts the role of 

instructional coach.  Tina shared the importance of establishing relationships using simple tactics 

like reading to a teacher’s class for 20 minutes to give them a break or leaving candy in your 

office to coerce teachers to come to you, rather than you going to them (Online Focus Group 4, 

2019).  Participants shared the challenges of establishing relationships, but continually stated the 

importance of relationships in their role.     

Research Question Responses 

The central research question was: What are the experiences of teachers who transitioned 

from the role of classroom teacher to instructional coach?  Classroom teachers who transitioned 

from their role in the classroom to the role of instructional coach and the reflections they shared 

throughout Interviews, the online bulletin board focus group, and hypothetical letter to a teacher 

considering a transition to instructional coaching indicated themes of: (a) a need to change; (b) a 

call to support teachers; (c) the transition is difficult but rewarding; and (d) relationships matter.  

Although individuals had their own significant experiences making the transition from classroom 
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teacher to instructional coach, their overall experiences were revealed and directly related to the 

four themes developed through data analysis and saturation.   

Participants candidly shared they desired a change from classroom teacher to 

instructional coaching because it would provide them an opportunity to collaborate with teachers 

from the outside looking in.  The transition also allowed them to work with adults rather than 

with children, in a different capacity.  In her letter to a teacher, Helen shared it was the best 

decision she had made because instructional coaching allowed her to share what she had learned 

as a classroom teacher with other teachers (Letter, 2019).  Participants reflected upon the fact 

that in their role as instructional coach, they had the best of both worlds through watching 

teachers grow and also how that growth transforms a classroom.  Many participants who had 

served as teacher leaders or mentors, in addition to their classroom teaching duties before 

becoming an instructional coach felt the change to support teachers was a natural progression.  

Betty was “eager to take the time and energy I was already devoting to helping others to the next 

level” (Online Focus Group 1, 2019).   

Participants noted they wanted to share their passion for teaching in a different capacity 

and therefore needed to make that change from the classroom to coaching.  The role of 

classroom teacher became stagnant to participants and 11 of the participants in the first online 

bulletin board focus group shared they felt stuck in their role as classroom teacher and were 

ready for a new role.  Eight of the participants shared they were either approached to make the 

change by administration or central office because of their experiences in the classroom and their 

ability to lead teachers.  Participants shared their frustrations and fears making the transition to 

coaching, but noted the rewards of making the transition.  Fears within the transition including 



123 
 

 
 

not knowing what their role was or how they fit in, in addition to the frustration of peer 

understanding of a new role.    

Eight of the ten participants who wrote letters to teachers considering the transition to 

coaching remarked it is a rewarding transition to move from the classroom to coaching.  Jane 

specifically noted “ this will be one of the most impactful and rewarding opportunities in your 

career.  Your impact will be valued for years to come and the support you provide will be 

pertinent to the success of our future” (Letter, 2019).  Despite the challenges of making the 

transition from classroom teacher to instructional coach, participants felt the rewards of making 

the change and how it helped them support teacher growth and impact student learning.  

Although relationships may change and morph through time during the integration into the role 

of instructional coach, all participants recognized that relationships matter as they developed 

their role.  Anne specifically reflected the upside to her role as coach was developing 

relationships and how similar it was to “turning the Titanic” (Online Focus Group 2, 2019).  The 

theme that relationships matter carried through the entrance into the role and continued as all 

instructional coaches established their roles.  Bianca stressed the need for establishing 

relationships and although it may be hard, some teachers need the relationship to understand they 

need support or to change their instruction (Online Focus Group 3, in response to Lisa, 2019).  

Participants shared the importance of establishing and making sure relationships continue to 

grow as a vital aspect of their success in instructional coaching.  

Sub-question 1. Sub question one was: What key motivational factors influence teachers 

to transition from the role of classroom teacher to instructional coach?  Many of the participants 

voiced what they felt contributed to making the decision to transition from the classroom to 

instructional coaching and emerged as the two themes for this sub question are: a need to change 
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and a call to support teachers.  Participants used the words or phrases ready to move, change, 

ready for something new, change roles throughout the online bulletin board discussion groups to 

define their experiences transitioning from classroom teacher to instructional coach.  

Additionally, participants used the words/phrases support, growth, collaboration, teacher growth, 

teacher support, mentor, teacher leader, when discussing their transition and how it impacted 

their decision. 

When reflectiong upon why she made the move to instructional coach, Tina specifically 

shared she had lost her sparkle and wanted to see beyond her “bubble of a classroom” (Online 

Focus Group 1, 2019).  Burn out and mental/emotional exhaustion contributed to why Jane, 

Bianca, and Lisa were motivated to make a transition.  Lisa and Sally candidly shared they knew 

making the transition was what they needed because when they came home from a day in the 

classroom they felt overwhelmed coming home to their own children.  Instructional coaching 

allowed Lisa and Sally a different, less exhausting role in education without leaving education.  

Several participants were looking to transition to a leadership role that did not mean 

administration, although they hold advanced degrees in administration.  Nanette specifically 

noted in her interview although she holds an advanced degree in administration, she worked to 

make sure she would move up and thought she may move into administration, but after realizing 

her passion was working with teachers and helping them with technology, she knew 

administration was not for her (Interview, 2019).  

Although participants expressed a need for change as a motivational factor, they also 

expressed a call to support teachers.  Many of the participants served as teacher leaders, mentors, 

or specialists and those roles were catalysts for making the transition from the classroom to 

instructional coaching.  Participants wanted to use their instructional and leadership skills to 
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support teachers, and see their growth and student growth from a different view.  Martin, Jane,  

Anne, Helen, Lisa, and Tina all commented on using their skills and content/curriculum 

knowledge, and their need to share those to support teachers as motivational factors for 

transitioning out of the classroom.  Several participants felt a need to transition to provide 

individualized professional development because it was not offered to them when they were in 

the classroom, and they wanted to support teacher’s individual needs.  Sabrina and Sally felt they 

were already supporting teachers in the classroom as mentors and the motivation to make that 

their primary focus drove them to make the transition happen.  Some participants felt a lack of 

support from administration as a teacher and wanted to impact a change by transitioning.  Anne 

candidly shared her feelings about lack of support: 

I had an admin that was rude and that was a big factor in thinking about leaving. How 

classes ran and how teachers were not supported.  I knew I wanted to help with that. 

Education is so demanding. Teachers need support.  Lack of support from that admin was 

pathetic.  I spent the last year teaching, mentoring new teachers.  I spent a lot of my day 

as a teacher doing that. My bucket was full by helping teachers navigate curriculum, use 

gradebooks, etc. I was ready to move. (Interview, 2019) 

The essence of the participants’ experiences provide a comprehensive understanding of 

motivational factors contributing to why they transitioned from the classroom to the role of 

instructional coach.   

Sub-question 2. Sub question two was: What practical knowledge do teachers acquire 

about instructional coaching and the role of instructional coach as they fully transition into the 

role?  Two themes emerged to define the essence of the participants’ experiences and the 

practical knowledge they acquired as they fully transitioned into the role: transitions are difficult 



126 
 

 
 

but rewarding and relationships matter.  Anne shared her experience with the transition and 

noted the need to change how you use skills differently when working with adults and it is still 

something she is working on in her role (Online Focus Group 5, 2019).  Veronica recalled that 

she did not believe you can be fully prepared when you make the transition, but the on the job 

training and growth as an educator is the reward to that initial uncertainty (Online Focus Group 

5, 2019).  In her interview, Sally shared that making the transition made her miss students and 

the rewards of seeing them grow as learners, but the reward of the transition was helping adults 

find relevance in education (Interview, 2019).  Participants reflected upon the difficulty of the 

transition and the rewards it brings.  Although they may have struggled with what their role was 

initially, many participants were able to make the role what it needed to be.  Martin, Betty, 

Nanette, Marjorie, and Sally remarked on the difficulties of establishing their roles initially, but 

once they were able to show and explain what they could do with/for teachers, their roles were 

established and they could reap the rewards.  To escape the loneliness and isolation they first 

experienced through the transition, participants learned to seek outside learning networks, push 

into classrooms, eat lunch with teachers/teams, and complete easy tasks to win teacher support.  

Lisa shared the initial transition was hard and simple things like walking the halls forced teachers 

to talk to her, but also forced her to interact (Interview, 2019).   

Participants shared the importance of building relationships and trust as essential to their 

role as instructional coach.  Helen expressed the importance of relationships, understanding how 

to approach teachers, and how crucial it is in her role as instructional coach: 

It is 100% about relationships.  And I think there were two things I learned early on that I 

was able to implement.  One was identifying traits in teachers in my building that would 

allow me to identify with them because my brain works a certain way, but it is not the 
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same as everybody else's brain . . .but I need to speak her language so that I have to 

establish rapport, I have to establish nonthreatening situations, I have to establish, um, 

I'm not evaluate Tori, right?  But at the same time, we're all moving in the same direction 

towards a common school goal. (Interview, 2019) 

Participants used the words/phrases building relationships, trust, supportive collaborator, and 

relationships in regards to practical knowledge they acquired about instructional coaching and 

the role as they fully transitioned.  Jane, Nanette, Helen, Lisa, Martin, and Veronica all stressed 

the importance of building relationships in their letter to a teacher considering a transition to 

instructional coach.  Veronica noted the similarity in building relationships with students and 

adults, just like those students, “once they know you care, they care what you know” (Letter, 

2019).   

Participants also shared practical knowledge and understanding that relationships will 

change when you change roles.  In her letter to teacher, online bulletin board Online Focus 

Group, posts, and interview, Nanette candidly reflects on peer perceptions and how they changed 

once she transitioned into the role.  Because she began as a coach in the same building she taught 

in, Veronica found it difficult to maintain relationships with staff, but now that she works at the 

district level as a coach, it is easier to build relationships (Interview, 2019).  When she was in the 

same school, shortly after the transition, she asked administration to help teachers understand her 

role and it helped her build up relationships that had been damaged when she changed roles.  

Jane cautions newly appointed instructional coaches to be aware that one day a teacher may want 

your help, the next they may not, but building relationships can help a coach avoid that type of 

conflict (Online Focus Group 4, 2019).   
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Sub-question 3. Sub-question three was: What valuable advice or information would 

instructional coaches find significant to share with current classroom teachers who are 

considering the same transition?  The two emerging themes that support participants’ responses 

relating to this question include transitions are difficult but rewarding and relationships matter.  

One of the terms several participants used throughout reflections was get thicker skin.  The term 

was used when participants discussed the transition itself and teacher perceptions as individuals 

transitioned.  In the online bulletin board discussion group, Betty shared when her role changed, 

so did teacher perceptions.  She cautions newly appointed instructional coaches to get thicker 

skin because not everyone will welcome you or what you do now (Online Focus Group 4, 2019).  

Nanette, Anne, and Martin also advised newly appointed coaches to get thick skin.  In the visual 

below, Bianca discusses many of the feelings she felt as she made a lateral transition from 

classroom teacher to instructional coach: 

Figure 1. Letter to Teacher Considering Transition to Coach 

 

Martin also cautions those making the transition to recognize the position is not for the 

faint of heart, you may not always know the answer or be able to coach a teacher immediately, 

but through building relationships and allowing your presence to be known, the rewards of 

coaching are endless (Interview, Letter, 2019).  Sally, sharing the sadness she felt leaving 

students, advised those transitioning to the role of instructional coach to get into classes with 
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teachers to take away the sadness and have a positive impact on instructional practices 

(Interview, 2019).    

When building relationships and making the transition, Sabrina suggests being a coach, 

not a facilitator and to use tact and the skills you already have to support adult learners 

(Interview, 2019).  Helen suggests recognizing you should be the coach you wish you had when 

transitioning (Interview, 2019).  Participants shared flexibility, knowing the type of supports 

teachers need, teacher buy in, build trust, confidentiality, and knowing how to manage your time 

as crucial elements to succeeding in the role of instructional coach both as coaches develop in the 

role and build relationships.  Participants also shared their fears, frustrations, challenges, 

successes, personal growth, to provide advice to those teachers considering a transition from the 

classroom to instructional coaching.  

Summary 

This chapter provided a description of the research study and the results, beginning with 

individual descriptions of the participants.  Individual descriptions of all 13 participants was 

followed by steps for data analysis and a description of emerging themes.  Four themes and 

multiple subthemes were derived from phenomenological data.  The four themes that emerged 

included; (a) need for change; (b) call to support teachers; (c) transitions are difficult but 

rewarding; and (d) relationships matter.  The participants’ stories and reflections were shared 

through textual and structural descriptions within the discussions of themes and provided a 

composite portrayal of the participants’ experiences with the phenomenon.  After detailed 

descriptions of themes and subthemes, narrative answers were provided to each research 

question using the themes and participant experiences to support responses to the research 

questions.   
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CHAPTER FIVE: CONCLUSIONS 

Overview 

The purpose of this transcendental, phenomenological study was to describe the 

experiences of 13 teachers who transitioned from the classroom to become instructional coaches.  

This chapter provides a summary of the findings of this study, discussions of the relationship of 

the study to empirical and theoretical research, and the empirical, theoretical, and practical 

implications.  Delimitations, limitations, and recommendations for future research are also 

described.  Chapter five concludes with a  summary.  

Summary of Findings 

Using a transcendental phenomenological research design to frame the study provided the 

essence of the phenomenon as experienced by former classroom teachers who transitioned to the 

role of instructional coach.  In order to examine the research questions, 13 former classroom 

teachers, from two online instructional coaching communities, who transitioned from the 

classroom to instructional coaching participated in the study.  Data was gathered using three 

different methods of data collection, including Interviews, an online bulletin board discussion 

group, and a hypothetical letter to a teacher considering a transition from the classroom to 

instructional coaching.  Data was analyzed using Moustakas’ (1994) methods of data analysis 

and Saldana’s (2013) coding process for identifying themes and concepts to provide a deep 

reflection and analysis of individual experiences of the phenomenon.  After analyzing data, four 

themes emerged that addressed all of the research questions.  The themes included: (a) need for 

change; (b) call to support teachers; (c) transitions are difficult but rewarding; and (d) 

relationships matter.  
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The central research question asked: What are the experiences of teachers who 

transitioned from the role of classroom teacher to instructional coach?  Participant experiences 

were characterized as a need for change, a call to support teachers, transitions are difficult but 

rewarding, and relationships matter.  The former teachers who transitioned to instructional coach 

experienced a need to move on from the classroom, but remain in education for varying reasons 

that included, but are not limited to: teacher burnout from job demands and lack of support, a 

need to observe and work to affect change in student learning and teacher instructional practices 

from a different perspective than classroom teacher,  and encouragement from administration 

and school or district leadership.  All participants felt a need to support teachers and a calling to 

work with adult learners.  Working with teachers was refreshing and eye opening to most 

participants when they reflected upon what they saw from a different perspective.  All 

participants mentioned the sense of accomplishment they felt when they worked closely with 

teachers to positively affect changes in classroom practices and student learning through 

collaboration.   

Participants recognized that transitioning to instructional coaching from classroom 

teaching, although difficult at first, proved rewarding.  Throughout data collection, participants 

noted a lack of role definition and changing relationships with peers as two of the more difficult 

aspects of the transition.  Although the transition was difficult in the initial year of coaching, as 

instructional coaches established their roles and built relationships with teachers, they felt they 

reaped the rewards of helping change mindsets and positively affecting classroom instruction and 

student learning.  Participants reflected that although relationships with teachers in their schools 

may change or be non-existent, school-based relationships with teachers was a foundation to 

their role and without the relationships they would be unsuccessful in their role.  
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The first sub-question asked: What key motivational factors influence teachers to 

transition from the role of classroom teacher to instructional coach?  Throughout reflections in 

data collection, participants shared varying reasons for motivation to seek a new role as 

instructional coach.  Reasons included a need to move on, a readiness for change, a curiousity to 

view education from a a different perspective, and encouragement from leadership.  Through 

data collection, many of the participants felt not only the need for change, but also a call to 

support teachers as they considered the transition.  The frustrations and successes in their 

classrooms led to many participants’ reasons for wanting a change.  All participants wanted to 

share their own classroom successes and failures to support teachers in the classroom and noted 

their experiences teaching as a major catalyst for making the transition.  Participants also noted 

the need to provide support they may have not received in their classroom as a motivational 

factor in making the transition from classroom teacher to instructional coach.  

The second sub-question asked:  What practical knowledge do teachers acquire about 

instructional coaching and the role of instructional coach as they fully transition into the role?  

Classroom teachers’ turned instructional coaches shared that although the transition was initially 

difficult, it has been a rewarding experience.  Instructional coaches noted the need to institute 

and define the role as essential when they transitioned into the role.  Participants shared 

administrators’ and teachers’ need to understand the instructional coach role, just as much as the 

instructional coaches need to understand it to affect positive changes in a schools.  Many 

instructional coaches shared they had to complete some mundane tasks at first, to gain teacher 

trust, but upon doing so it helped them build relationships and establish rapport in schools.  

Reflections and discussions about building relationships, strategies and skills needed to build 
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relationships, and how relationships can change were shared by all participants and how it 

affected their initial and full transition into the coaching role.  

The third sub-question asked: What valuable advice or information would instructional 

coaches find significant to share with current classroom teachers who are considering the same 

transition?  Participants shared and reflected upon their own experiences making the transiton 

and suggested those who are considering making the change recognize they will need to get 

thicker skin and accept that not every teacher they will work with will have the same philosophy 

as you do.  Many participants referred back their own experiences with teachers and cautioned 

those who may be considering the transition to understand that changing roles comes with 

frustrations, fears, and some success, but the outcome after the first year or so has many rewards.  

Participants also cautioned teachers who may be considering the transition to understand 

teaching and working with adults is different than working with children.  The ability to keep, 

change, and build relationships was a consistent theme many participants felt essential to their 

role as instructional coach and many also stressed the importance of the skill to teachers 

considering the same transition they made when moving from the classroom to coaching.   

Discussion  

The purpose of this transcendental phenomenological study was to describe the 

experiences of the classroom teacher who made the transition to instructional coaching.  A 

transcendental phenomenological study was used to examine the essence of the participants’ 

experiences as they transitioned from the classroom to instructional coaching.  Four central 

themes emerged from the data analysis: (a) need for change; (b) call to support teachers; (c) 

transitions are difficult but rewarding; and (d) relationships matter.  The themes reflect the 

essences of the former classroom teachers’ experiences who transitioned from the role of 
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classroom teacher to the role of instructional coach.  This study addresses the absence of the 

teachers’ voices regarding the lived experiences of those teachers who transitioned into an 

instructional coach role.  Current research does not address that although some teachers may 

leave the field entirely (You & Conley, 2014), others transition to different roles within the 

educational field (Bogler & Nir, 2014; Ingersoll, 2016).  The purpose of this section is to discuss 

the study findings in relation to empirical and theoretical literature reviewed in Chapter Two.   

Empirical Relationship 

This study focuses on the motivations that may have led to a classroom teachers decision 

to transition from the classroom to instructional coaching.  Current literature regarding the 

pressures of classroom teachers and what could motivate them to change roles or transition in 

education includes job satisfaction and the school environment (Barnatt et al., 2017; Bogler and 

Nir, 2015; Ingersoll 2016; Kapa & Gimber, 2017; Malinen & Savolainen, 2016; Skaalvik & 

Skaalvik, 2017; Van Maele & Van Houtte, 2014), a need for professional growth (Cox, 2015; 

Wax & Wertheim, 2015), a lack of support from administration and the consistent demands on 

their time (Kapa & Gimbert, 2018; Richter et al., 2013; Skaalvik & Skaalvik, 2011; Tickle et al., 

2011) helps confirm the emerging theme of a need for change in this study.  Additionally, this 

study supports the research that indicates some teachers transition to roles because of 

encouragement from peers or leadership, or a desire to lead teachers (Carver, 2016; Smith et al., 

2016).  Few empirical sources focus on the experiences of teachers who transitioned to literacy 

coaching from the classroom (Chval et al., 2010; MacPhee & Jewett, 2016; Rainville & Jones, 

2008) or teacher transitions to different grade levels or buildings (Carlyon, 2014).  Given this 

study focused on the experiences of 13 classroom teachers from two online communities, who 

transitioned to instructional coach, this research extends the current literature and supports 
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existing literature concerning why teachers leave the classroom and choose to remain in 

education, but specifically focuses on switching roles from classroom to instructional coaching.   

Studies suggest professional development for teachers is often a reaction to the current 

needs of the division and schools teachers work in, rather than a reaction to individual teacher 

needs (Avidov-Ungar, 2016; Rivera-McCutchen & Panero, 2013).  The 13 participants in this 

study consistently remarked upon their need to support teacher learning because they felt they 

did not receive the professional development they needed or felt a call to support teachers where 

they needed the most help.  The experiences of the participants supports literature defining the 

need for professional development in schools to reach growing teacher needs (Avidov-Ungar, 

2016; Desimone, 2009; McDonald, 2014; Rivera-McCutchen & Panero, 2013) and 

individualized collaborative partnerships to affect areas teachers’ identified as needing growth 

(Desimone et al., 2002; Furner & McCulla, 2018; Girvan, Conneely & Tangey, 2016).  

Participants shared how fulfilled they felt when they collaborated with teachers to provide what 

they needed, but also how rewarding it was  knowing they were not just providing  one and done 

professional development opportunities.   

As this study examined the experiences of adult learning and how the teacher turned 

instructional coach reflected upon coaching interactions, this study supports the literature 

concerning the need for adult learners to remain actively involved in learning (Knowles et al., 

2011), to have the ability to share their learning with others, and reflect upon those experiences 

(Ambler, 2015; Henschke, 2011; Hill, 2014; Owens et al., 2016; Peterson & Ray, 2013).  This 

study extends Collett’s (2012) research regarding a teacher’s need to mentor other teachers and 

Huston and Weaver’s (2007) studies regarding a mentor’s role in promoting positive changes in 

schools, while addressing their own professional growth needs.  Participants in this study shared 
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not only their successes with impacting classrooms and teacher growth, but also their own 

personal growth, how it helped them identify with their new role, and growth as they transitioned 

fully into the role.   

None of the participants seemed to indicate they had prepared for the expectations within 

changing roles; most participants were surprised by the lack of understanding of the role and the 

reaction of peers when they transitioned.  Much of the literature involves teacher transtions from 

grade level/content areas (Carlyon, 2014) in a school or classroom to literacy coaching (Chval et 

al., 2010; MacPhee & Jewett, 2016; Rainville & Jones, 2008), rather than a specific focus on 

instructional coaching in schools.  The data in this study contributes to the existing literature 

concerning instructional coaching roles and provides a new perspective about the roles because it 

allowed participants from two specific online instructional coaching communities to share their 

experiences transitioning from the classroom to coaching.  Much like Del Corso & Rehffuss’ 

(2011) study, this study used a narrative approach to examine the experiences of teachers who 

transtioned to instructional coach and what they experienced personally, what they learned from 

the experience, and what they would share with others considering the same transition.   

Participants shared that although they had some difficulties making the transition, once 

fully immersed in the role, they felt their experiences in the classroom impacted teachers and 

students, which was extremely rewarding for all participants.  As suggested by Aguilar’s (2013) 

study, the former classroom teachers shared their experiences in their own classroom to impact 

instructional practices of the teachers they worked with, which made the transition worthwhile to 

them.  Through the transition and establishing the role of instructional coach, participants were 

able to observe teacher growth by sharing their own experiences, strategies, and structures in a 

non-evaluative, supportive manner.  The transitions that participants made in this study support 
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Motulsky’s (2010) study about how career decisions are relatable to relationships with others, 

our own sense of self, and how we connect to society (in this study, educational society).  

Participants in the study could reflect on how the transition was based on their need to not only 

support others and the schools they worked in, but also to grow as a professional themselves, 

although the transition was difficult at first.  Many of the participants struggled with the 

transition from the classroom to instructional coaching because they were unclear of their role 

and noted it was often based on the needs of the school or the administration.   

Current literature reflects that the role of the instructional coach is often dependent on 

school needs, rather than teacher needs (Hartman, 2013; Teemant, Wink, & Tyra, 2010).  As an 

extension of the literature, most participants in this study reflected that although they did address 

the needs of the school, they recognized the needs of teachers were more important as they fully 

transitioned in their instructional coaching role.  The reflections participants shared in this study 

extend current literature about adult transtions and specifically identify the experiences of 

teachers’ transition from classroom teaching to instructional coaching.  

Rhodes and Beneicke (2002) cautioned instructional coaches to be aware of their role as a 

partner, not an evaluator.  Participants in this study continually reflected upon the importance of 

establishing roles when building relationships, specifically noting the significance of verbalizing 

they are not evaluative, they are collaborative.  The experiences participants shared and the 

research from this study confirm that relationships are an important aspect of instructional 

coaching.  As noted by Knight (2007) and evident in this study, instructional coaches should 

establish themselves as equals with the teachers they work with.  Many participants in this study 

struggled to establish relationships with teachers at first because the teachers felt that the 

instructional coaches’ purpose was to evaluate or that the coaches worked as a spy for 
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administration or district offices.  Although they struggled at first, many participants overcame 

the negative stigma through building trust by listening to teacher concerns and needs.  Current 

research suggests that building trust through teacher/coach reflection and validating a teacher 

through confidential counseling (Mangin & Dunsmore, 2015; Thomas et al., 2016; Woulfin & 

Rigby, 2015) is important in the role of instructional coach/mentor.  As noted in this study, many 

of the participants reflected upon relationship building and the importance of supporting teachers 

and allowing them to reflect. Participants valued the conversations they had with teachers, not 

just professionally speaking, also getting to know teachers they worked with on a personal level.  

The study supports the literature (Aguilar, 2013; Knight 2004, 2009, 2011, 2016) that suggests 

instructional coaches must establish relationships with teachers, but extends it to examine the 

initial hardships of establishing those relationships. 

Theoretical Relationship 

This study used the theoretical frameworks of Schlossberg’s (1981) transition theory and 

Bandura’s (1994) social cognitive theory as the foundations for this study.  Schlossberg’s (1981) 

transition theory provides a framework to examine the change in assumptions, relationships, and 

behaviors through the transition and Bandura’s (1994) social cognitive theory examines 

experiences that impacted the decision to transition. Schlossberg’s (1981) theory allows the 

study to listen to the unique stories of the participants and examine the transition and its essence 

and Bandura’s (1994) theory allows the self to be examined through the transtions.  This study 

addresses a gap in the literature through research designed to examine classroom teachers’ new 

identity as instructional coaches and what they experienced as they made the choice to change 

roles, what they experienced as they moved into the new role, and what they experienced as they 

established their identity in the role.   
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Throughout the study, participants reflected upon their motivations for leaving the 

classroom and transitioning into the role of instructional coach.  Schlossberg’s (1981) transition 

model assumes transitions are due to an event/non-event as a result of one’s identity or the world 

they live in.  Participants shared that they were motivated to leave the classroom for a number of 

reasons that included non-events: lack of support from administration, burn out from the day to 

day stresses of teaching, the need to grow as an educator, a tug to assist teachers in a more fully 

implemented mentorship role, and a need to share their experiences and knowledge to positively 

affect instruction and student learning.  As former classroom teachers moved in to the role, they 

had to establish new roles, relationships, routines, and assumptions (Anderson et al.,2012).  As 

participants reflected upon the moving in phase (Anderson et al., 2012; Schlossberg, 1981) of the 

transitional process, most experienced fear and frustration of not knowing their role or if they 

were successful, how peers would respond to them in their new role/how they did respond to 

them in their new role, and how they could morph into the role successfully.  Although many 

were encouraged to transition to the role of instructional coach, they still struggled in their initial 

year.  As they transitioned into the role, participants became more comfortable the role they 

moved into and became aware of the rules, norms, and expectations of the role.  Participants 

learned the transition was difficult but rewarding and some acknowledged they needed to have 

“thicker skin” (Nanette, Letter, 2019; Bianca and Jane, Focus Group, 2019) through the moving 

in process.  Deciding to make the transition and move into the role of instructional coach was 

affected by participant’s self-efficacy and identity and can be connected to Bandura’s (1994) 

social cognitive theory because the decisions teachers made to transition was impacted by 

cognitive, motivational, and affective facters (Bandura et al., 2003).   
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Participants shared their decision to transition into the role of instructional coach was 

impacted by a combination or all of the following cognitive, motivational, and affective factors: 

a need to use their experiences and knowledge for professional growth both personally and to 

support other teachers, a need to get out of the day to day constraints of the classroom and the 

stresses felt through the day to day, and a need to support teacher professional development/build 

relationships with teachers to positively affect instructional practices and student learning.  The 

interplay of personal determinants between Bandura’s (1994) social cognitive theory and 

Schlossberg’s (1981) transition theory provides a framework for examining the experiences of 

former classroom teacher’s decision to move into the role of instructional coach.  Four sets of 

factors influenced participants’ transition to the role of instructional coach, which included 

situation, self, supports, and strategies (Anderson et al., 2012; Plimmer & Schmidt, 2007; 

Schlossberg, 2011).  

In this particular stage of transition, participants shared situations that affected their 

decision, which included: triggers for the transition, the timing of the transition in regards to their 

own needs (emotional, social, intellectual), stressors of the transition, and their own perceptions 

of the transition.  Again, participants felt the need to change because of their own frustrations or 

want to support other teachers.  Many participants shared the timing was just right because of 

movement or additions of opportunities in their school division, encouragement from 

administration, or a need to remove themselves from the stagnant classroom environment to a 

position that would provide them professional growth.  As they reflected upon their own 

perceptions of the transition, many felt they could make a positive impact on student 

learning/instructional practices, while some shared they knew they could do a better job than 

current instructional coaches.   
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When participants shared what they experienced as they moved from the classroom to the 

role of coach, they experienced a shift in identity and self-efficacy because of a new, unfamiliar 

role.  Validation of this study and self is important because “qualitative research might present a 

better place to start in that transitions could be viewed holistically, as perceived by individuals 

experiencing them” (Evans et al., 2010, p. 226).  As former teachers transitioned fully into their 

role of instructional coach, establishing their new role, they were “learning the ropes” (Anderson 

et al., 2012, p. 185) and moving through the transition.  After their initial years as an 

instructional coach, participants found balance and shared how the transition affected them and 

those they worked with.  Many participants shared that once their role was defined, explained, 

and established, they felt it was the best decision they had made in their career.   

The supports available to former teacher turned instructional coach impacted how they 

experienced their new role.  Several participants mentioned establishing a professional learning 

network through the school district or online communities helping them in learning their new 

role.  The ability to reflect with a peer in the same position and bounce ideas off of them was 

important to staying positive and focused in their new role.  As a factor of influence in the 

transition model (Anderson et al., 2012; Schlossberg, 2011), supports throughout the experience 

are important to hear about from the teacher turned instructional coach because there is a lack of 

literature regarding how supports factor into the transitional stages of a new role. Participants 

shared how self and identity factored into the moving through phase in this study and reflected 

upon the initial difficulty of knowing their place in a building and the time and relationship 

building it took to create an identity or sense of self as they moved through the new role.  This 

study connects to Bandura’s (1994) social cognitive theory because it highlights the experiences 

of participants’ transition from the classroom to instructional coaching and how their beliefs help 
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determine how opportunities and obstacles are perceived as they move in and through the 

transition.  

Because it was a new, unfamiliar role, participants acknowledged the time it took to 

establish the role of instructional coach and also shared coping techniques they used to overcome 

challenges in establishing a role.  As the fourth factor of influence in transitions, coping 

(Schlossberg, 2011) assists the individual in reframing/changing the situation or reducing stress 

in the situation.  Participants shared building relationships with teachers to help them establish 

their role in a school often required moving out of their comfort zone.  Many participants noted 

they would invite themselves to team meetings, show up in classes to assist without asking, and 

eat lunch in the teacher work room as a coping mechanism for moving into and through the 

transition.  Through coping, many participants were able to change the situation and change 

teacher mindset of the role of the instructional coach and what they could do for teachers.  They 

also reframed the situation by inserting themselves in areas they normally were not invited to, 

therefore prompting conversation with teachers.   

Although moving out signifies the end of a transition and movement to a new role or start 

(Anderson et al., 2012; Schlossberg, 1981), this study examined moving out as what the teacher 

turned instructional coach will take from the experience or share with others considering the 

same transition.  Through self-reflection, many participants shared deep reflections of their 

transition and advice in their hypothetical letter to a teacher considering a transition to 

instructional coaching.  Again, all shared the difficulties moving into the role and establishing 

boundaries/expectations/relationships in the beginning stages of the new role.  All participants 

shared their successes and how they felt when they knew they had made a difference in 

instruction, a school, a classroom, or student learning.  Several instructional coaches cautioned 
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that although their role was established after the first year, they still wore many hats, other than 

the role they had established.  Almost all of the participants reflected upon the ability to see all 

sides of education, and some of the disillusionment/new knowledge they acquired, to include, but 

not limited to: decision making processes, the why behind decisions they may have disagreed 

with as a teacher, a new view of teachers they originally had respect for, and new ideas they 

would use, should they return to the classroom.  Some participants shared they originally thought 

they might have gone into administration, but because of their experience as instructional coach, 

they would not.  Schlossberg’s (1981) transition theory, factors that influence transition 

(Anderson et al., 2012; Schlossberg, 2011), and Bandura’s (1994) social cognitive theory are 

appropriate lenses to study the experiences of teachers who move into the role of instructional, 

what they experience through the transiton, and what they would share with others because they 

utilize situation, self, supports, and strategies to examine the experiences and implications of the 

transition. 

Implications  

The findings in this transcendental phenomenological study of the experiences of 

teachers who transitioned from the classroom to instructional coaching have implications for 

teachers, administrators, and other educational stakeholders.  Participants revealed that although 

the transition was difficult at first, there were many rewards for making the transition.  This 

section discusses the theoretical, empirical, and practical implications derived from the research.   

Theoretical 

This study uses Schlossberg’s (1981) transition theory and Bandura’s (1994) social 

cognitive theory as a framework to examine how teachers describe their experiences as they 

transitioned from the role of classroom teacher to the role of instructional coach.  This study 
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found the tenets and factors in each theory were applicable to studying motivational factors and 

experiences of teachers making the transition and how those factors and experiences can be 

shared with others considering the same transition.  Through Schlossberg’s (1981) transition 

theory, the factors that influence the transition (Anderson et al., 2012; Schlossberg, 2011),  

Bandura’s (1994) social cognitive theory, and what participants shared about the experience 

revealed that situations, self, supports, and strategies were integral factors of moving into the 

transition, what they experienced as they moved through the transition, and what they took from 

the transition.  The study also revealed that teachers who transitioned from the classroom 

experienced transitional phases through their role change.  These transitional phases are 

indicated as a movement into the role prompted by factors such as a need for change, a need to 

support peers, burn out from teaching, a lack of support from administration, or a need for 

professional growth.  The results of this study affirmed that as former classroom teachers turned 

instructional coaches moved through the role, they needed to examine their own perceptions of 

the role, establish meaning for themselves and others.  They also needed to use supports and 

strategies to establish the role, as well as to continue to thrive in the role.  Overall, given this 

study specifically focused on former teachers transitioning to instructional coaching, it extends 

current literature regarding why educators leave the classroom to support an examination of why 

educators leave the classroom but stay in education, and specifically as an instructional coach. 

These findings have implications for further applications of Schlossberg’s (1981) transition 

theory and Bandura’s (1994) social cognitive theory to examine the experiences of teachers 

and/or instructional coaches who transition to administrative roles.  It is recommended that 

schools and school districts examine why teachers stay in education, but transition to different 

roles.  This recommendation includes examining how self identity, situations, and supports that 
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impact a teacher’s decision to make a transition.  Examining internal and external factors that 

contribute to why teachers stay in education, but transition to different roles will allow schools 

and school districts a better understanding of how they can support and retain educators. This 

study would be valuable for schools and school districts to examine teacher attrition and 

retention and how transitions in systems could affect both.  It is recommended that schools and 

school districts examine why teachers transition teacher and how it impacts attrition and 

retention.  Schools and school districts could examine why teachers seek change and if it is 

impacted by a need for change, a need to support peers, burn out from teaching, a lack of support 

from administration, or a need for professional growth.  Examining those factors can assist 

schools and school districts in addressing what they can do to support and retain teachers, rather 

than lose them. 

Empirical  

Current literature suggests there is a growing concern about why teachers leave the 

classroom or education entirely.  This study sought to examine the concern by listening to the 

voices of former teachers who left the classroom to become an instructional coach.  Through the 

reflections and experiences participants shared, this study highlights motivational factors that 

impact why teachers transition to new roles, specifically to the role of instructional coach.  

Themes in this study revealed that instructional coaches made the decision to change roles 

because they felt the need to change and move on, they felt a calling to support teachers and 

affect instructional practices/student learning from outside the classroom, and they felt a need to 

grow as an educator.  Additionally, themes in the study support and confirm much of what is 

known about adult transitions (they are difficult but rewarding) and roles of instructional coaches 

and how they change based on schools/needs and how they are relationship builders that affect 
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schools and instruction.   

Administrators, teachers, and other educational stakeholders can benefit from the study 

and the experiences that the instructional coaches shared through understanding their 

motivations, frustrations, and successes.  Recommendations for educational stakeholders could 

provide a better understanding of why teachers who transitioned to instructional coach made the 

decision and what teacher turned coach learned from the change in roles.  These 

recommendations are directed towards these groups because learning about the transition from 

teacher to instructional coach could assist in a better understanding of why teachers seek 

different roles in education and could impact teacher attrition and retention in schools and school 

systems.  It is recommended that schools and school systems examine teacher attrition/retention 

rates and motivational factors that impact why teachers seek transitions.  It is also recommended 

that school systems and districts using instructional coaches provide training and peer assistance 

for those teachers making the transition from the classroom to coaching.  Those teachers 

considering a transition in or out of education could have a greater understanding of what 

transitioning roles looks like.  

Practical 

The results of this study have practical implications for teachers considering a transition 

to instructional coach, teachers considering a transition out of education, and administrators, 

districts, and schools who would like to learn about teacher transitions in education.  The results 

are most valuable to teachers considering a change in roles.  The lived experiences of 

participants could assist teachers who are considering a change in roles to examine the decision 

and how it will affect them and their identity, the difference between teaching adults and 

students, and what they want to gain as a professional in education.  Teachers considering the 
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transition may find encouragement in making the change in roles after reading about participant 

experiences and how it helped them grow as educators.   

Administrators, districts, and schools concerned with teacher attrition/retention could 

better understand current teacher frustrations and why teachers leave schools or education 

entirely.  Additionally, administrators, districts, and schools can have a better understanding of 

the roles of instructional coaches, how to utilize them in their schools/districts, and some of the 

barriers instructional coaches face in schools as they try and positively affect teacher growth.  

Through a better understanding of why teachers leave and how instructional coaches can 

function as a positive catalyst for improved instructional practices and increased student learning 

opportunities, schools could see growth in both teachers and students.  On a more 

unconventional level, spouses of instructional coaches or teachers could gain a better 

understanding of what it is like to be an educator today.  Through hearing other people’s 

perspectives, we, as humans are better able to understand and empathize. 

Other educational stakeholders, such as universities and colleges, could benefit from the 

shared experiences of teachers who transitioned to instructional coaches and utilize it to develop 

new courses and pathways for educators who would like to extend their learning beyond 

classroom teacher.  It is recommended that school districts, schools, and higher educational 

institutions create educational opportunities to learn about instructional coaching.  Providing 

opportunities to learn about instructional coaching will allow teachers who may be considering 

the transition to better understand what the transition will look like and provide extended 

learning about the role.   

Delimitations and Limitations 

Delimitations are purposeful decisions a researcher makes to limit or define boundaries of 
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the study.  Using rich descriptions of the experiences of 13 classroom teachers who transtioned 

to the role of instructional coach, the study was delimited to those who had taught for five years 

previous to becoming an instructional coach.  Additionally, the study only included members 

from two, specific online instructional coaching communities.  Using classroom teachers who 

had taught for five years prior to instructional coaching and who were members of two online 

instructional coaching communities allowed me to use participants who could provide significant 

contributions to achieve thematic saturation of the phenomenon to the extent that emerging 

themes could be extracted from the data (Moustakas, 1994).  Delimitation also included only 

those participants who were currently an instructional coach.  Current instructional coaches who 

had previously taught for five years allowed for deep meaningful data to support the experiences 

of participants moving in and through transitions, and what they would share with those 

considering the same transition.  The study was also delimited to those who lived in the United 

States.  Although it would be interesting to gain perspectives of instructional coaches outside of 

the United States, it was difficult to schedule interviews and timelines for those who offered to 

participate in the study, therefore they were not included.  The participants in the study lived in 

areas all across the United States, therefore the study was not limited to a specific geographic 

area.  

Limitations in a study can be defined as potential weaknesses of a study that cannot be 

controlled.  Limitations of the study included gender, participant ages, number of participants, 

grade levels/types of schools.  Although I solicited volunteers from two online instructional 

coaching communities, only one male agreed to participate.  The rest of the participants were 

female.  Therefore, the findings cannot be generalized to specific populations.  The ages of 

participants varied from ages 31 to 58.  Participants willingly shared their their ages, family life, 
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and how time of life or life situations factored into their own experiences with transition, which 

led to more personable/transparent data.  The number of participants was dictated by the 

timeframe of the study and requirements for participation.  Because the study was to take place 

over a matter of two months, some participants offered to be a part of the study, but could not 

complete any or all of the data collection because of time constraints.  The study was not limited 

to a specific grade band, public or private school.  It is possible that if I had used specific grade 

bands or types of school, the study may have yielded different results.  The study was limited by 

the number of years participants had been an instructional coach.  Only one participant had been 

an instructional coach for 10 years, the majority of coaches in the study had coached from 1 to 4 

years.  One final limitation in the study was teachers who became instructional coaches in the 

same building they taught in.  Although those who did teach in the same building felt the same 

negativity from teachers when they transitioned, they took it more personally because they had 

established relationships with those peers prior to the role change.    

Thick, rich descriptions of setting, data collected and coded, and assumptions of the 

research can allow “readers to make decisions about transferability” (Creswell, 2013, p. 252; 

Lincoln & Guba, 1985).  Through the study I used psuedonyms to protect the identities of 

participants, ensured all hard copies and digital copies of data were secured, utilized member 

checks to allow oversight from participants’ transcripted interviews, and bracketed biases and 

assumptions through data analysis and coding processes.  All of the above mentioned measures 

were taken to diminish any issues arising from my interpretations of participant experiences and 

are documented in Appendix L.  

Recommendations for Future Research 

This study was a transcendental phenomenological examination of the lived experiences 
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of classroom teachers who transtioned to the role of instructional coach.  The intent of the study 

was to gain a deeper understanding of why teachers chose to transition and what they 

experienced through the transition.  Researchers in the future could replicate this study through 

any online instructional coaching community or through a study of multiple school 

systems/school divisions.  While this study was limited to instructional coaches through two 

online instructional coaching communities, further research could target multiple online 

coaching communities, specific areas of the United States, specific educational levels (ex. only 

elementary, only high school), or specific types of schools that utilize instructional coaches (ex. 

public only, private only).  The descriptions of experiences with transitioning could vary based 

on the levels they coach in and the demographic areas they serve (economy, Title I, etc.) and 

provide a greater understanding of the why teachers transition from the classroom to 

instructional coaching and the phenomenon of transition in education, specifically why teachers 

leave the classroom.  

Topics 

There were a variety of years’ experience as an instructional coach.  Future studies could 

focus on the experiences of instructional coaches who remained in the role until retirement.  

Many participants were unsure of the career path they would chose if they were to leave 

instructional coaching.  Future research could examine why instructional coaches remain in their 

role and do or do not return to the classroom.  Another possible area of research, based on the 

number of participants who held degrees in administration, would be to study why teachers who 

hold advanced degrees choose to transition to instructional coaching, rather than use their 

advanced degree to transition to administration.  Examining their experiences through a 

transcendental phenomenological approach could be useful to compare the different motivations 
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for teacher leavers who leave but remain in education.   

A different perspective of transitions could be administrators experience with teachers 

who transition to instructional coaches in their division or schools and how they have observed 

the transition from their level and what their experiences were with instructional coaches who 

worked in their building.  Additionally, future research in regards to how districts view the 

teacher transition from the classroom to instructional coach and how they use coaches could 

prove helpful when examining teacher attrition/retention and how to elevate exemplary teachers 

to share their knowledge to affect student learning in a school division.  

Populations 

This transcendental phenomenological study did not contribute to a wide variety of 

gender or ethnicity.  Because the study only included one male, that population warrants future 

study.  The predominance of Caucasians in the study also warrants future studies on participants 

from other ethnic backgrounds and their experiences with the transition from teacher to 

instructional coach.  Other populations could focus on low poverty areas or affluent areas to 

examine how the economy and resources available could impact why a teacher transitions from 

the classroom to coaching.  

Designs 

Through transcendental phenomenological studies, researchers are able to capture the 

essence of partipant experiences.  Through a comparative case study design, the research would 

allow for a deeper understanding of why a teacher transitioned to instructional coach from a 

seemingly more personal perspective.  Additionally, a cumulative case study using three school 

divisions with varying demographics would provide a deeper, richer examination of differences 

related to experiences, resources, and expectations of teachers/instructional coaches among three 
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different sites.  

Summary  

The purpose of this transcendental phenomenological study was to describe the 

experiences of classroom teachers who transitioned to the role of instructional coach.  This study 

focused on the lived experiences of 13 teachers turned coach from two different online 

instructional coaching communities.  Through an examination of the themes in relation to 

existing theoretical and empirical literature, implications were formulated, as were suggestions 

for future research.  Chapter Five highlighted findings from the research expressing the 

experiences of classroom teachers who transitioned to the role of instructional coach and how the 

research connects and adds to previous research.  Additionally, this chapter identifies 

implications and limitations and a conclusion discussing recommendations for future research.  

 

  

 

 

 



153 
 

 
 

REFERENCES 

Aguilar, E. (2013). The art of coaching: effective strategies for school transformation. San 

Francisco, CA: Jossey-Bass. 

Allen, L. Q. (2018). Teacher leadership and the advancement of teacher agency. Foreign 

Language Annals, 51(1), 240-250. doi:10.1111/flan.12311 

Ambler, T. B. (2015). The day-to-day work of primary school teachers: A source of professional 

learning. Professional Development in Education, 42(2), 276-289. 

doi:10.1080/19415257.2014.998343 

American Institute for Research. (2005). Conceptual overview: Coaching in the professional 

development impact study. Washington, DC: Author. 

Anderson, M. L., Goodman, J., & Schlossberg, N. K. (2012). Counseling adults in transition: 

Linking Schlossberg's theory with practice in a diverse world. Springer Publishing 

Company.  

ASCD. Learn.teach. lead: 2015 annual report. (2015). Retrieved from ASCD website: 

http://www.ascd.org/ASCD/pdf/siteASCD/annualreport/2015/ar15-learnteachlead.pdf 

Avidov-Ungar, O. (2016). A model of professional development: teachers’ perceptions of their 

professional development. Teachers and Teaching, 22(6), 653-669. 

doi:10.1080/13540602.2016.1158955 

Bandura, A. (1986). Fearful expectations and avoidant actions as coeffects of perceived self-

inefficacy. American Psychologist., 41(12), 1389–1391. doi:10.1037/0003-

066X.41.12.1389 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 

Educational Psychologist, 28(2), 117-148. doi:10.1207/s15326985ep2802_3 



154 
 

 
 

Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.), Encyclopedia of human 

behavior (Vol. 4, pp. 71-81). New York: Academic Press. Retrieved from 

http://www.uky.edu/~eushe2/Bandura/Bandura1994EHB.pdf 

Bandura, A. (1999). A social cognitive theory of personality. In L. A. Pervin & O. P. John 

(Eds.), Handbook of personality: Theory and research (2nd ed.), pp. 154-196. New York: 

Guilford Publications.  

Bandura, A., Caprara, G., Barbaranelli, C., & Pastorelli, C. (2001). Sociocognitive self-

regulatory mechanisms governing transgressive behavior. Journal of Personality and 

Social Psychology., 80(1), 125–135. doi: 10.1037//0022-3514.80.1.125 

Bandura, A. (2018). Toward a Psychology of Human Agency: Pathways and 

Reflections. Perspectives on Psychological Science, 13(2), 130–136. doi: 

10.1177/1745691617699280 

Barnatt, J., Gahlsdork Terrell, D., Andries D'Souza, L., Jong, C., Cochran-Smith, M., Mitchell 

Viesca, K., … Gleeson, A. (2017). Interpreting early career trajectories. Educational 

Policy, 31(7), 992-1032. doi: 10.1177/0895904815625286 

Bickmore, D. L. (2014). Professional learning and professional development in the middle 

grades [Research Summary]. Retrieved August 2, 2018 from http://www.amle.org 

Birmingham, D., Pineda, B., & Greenwalt, K. (2013). Undoing the divide: Teachers and teacher 

educators as multi-citizens. Teacher Education Quarterly, 40(1), 45-62.  

Bogler, R., & Nir, A. E. (2014). The contribution of perceived fit between job demands and 

abilities to teachers’ commitment and job satisfaction. Educational Management 

Administration & Leadership, 43(4), 541-560. doi:10.1177/1741143214535736 



155 
 

 
 

Breen, R. L. (2006). A practical guide to focus-group research. Journal of Geography in Higher 

Education, 30(3), 463-475. doi:10.1080/03098260600927575 

Brooks, C. (2016). Teacher subject identity in professional practice: Teaching with a 

professional compass. New York, NY: Routledge. 

Bullough, R. V. (2005). Being and becoming a mentor: school-based teacher educators and 

teacher educator identity. Teaching and Teacher Education, 21(2), 143-155. 

doi:10.1016/j.tate.2004.12.002 

Carlyon, T. (2014). Teacher transition between year levels in primary schools: an opportunity for 

continuing professional development. Professional Development in Education, 41(3), 

563-578. doi:10.1080/19415257.2014.902859 

Carver, C. L. (2016). Transforming identities: The transition from teacher to leader during 

teacher preparation. Journal of Research on Leadership Education, 11(2), 158-180. 

doi:10.1177/1942775116658635 

Cataldo, Penny. (2013). From classroom to coach: one teacher's journey. Teaching Children 

Mathematics, 20(2), 110. doi:10.5951/teacchilmath.20.2.0110 

Chien, C. (2013). Analysis of an instructional coach’s role as elementary school language 

teachers’ professional developer. Current Issues in Education, 16(1). 1-10. Retrieved 

from http://cie.asu.edu/ojs/index.php/cieatasu/article/view/1004 

Chval, K., Arbaugh, F., Lannin, J., Van Garderen, D., Cummings, L., Estapa, A., & Huey, M. 

(2010). The transition from experienced teacher to mathematics coach: Establishing a 

new identity. The Elementary School Journal, 111(1), 191-216. doi:10.1086/653475 



156 
 

 
 

Clandinin, D. J., Long, J., Schaefer, L., Downey, C. A., Steeves, P., Pinnegar, E., … Wnuk, S. 

(2015). Early career teacher attrition: intentions of teachers beginning. Teaching 

Education, 26(1), 1-16. doi:10.1080/10476210.2014.996746 

Coburn, C. E., & Woulfin, S. L. (2012). Reading coaches and the relationship between policy 

and practice. Reading Research Quarterly, 47(1), 5-30. doi:10.1002/rrq.008 

Collet, V. S. (2012). The gradual increase of responsibility model: coaching for teacher 

change. Literacy Research and Instruction, 51(1), 27-47. 

doi:10.1080/19388071.2010.549548 

Cooley, V., & Shen, J. (1999). Who will lead? The top 10 factors that influence teachers moving 

into administration. NASSP Bulletin, 83(606), 75-80. doi:10.1177/019263659908360608 

Cox, E. (2015). Coaching and adult learning: Theory and practice. New Directions for Adult and 

Continuing Education, 2015(148), 27-38. doi:10.1002/ace.20149 

Creswell, J. (2013). Qualitative inquiry & research design: Choosing among five approaches 

(3rd ed.). Thousand Oaks, CA: Sage Publications, Inc. 

Darling- Hammond, L., & Rothman, R. (2011). Teacher and leader effectiveness in high-

performing education systems. Alliance for Excellent Education. Retrieved from 

https://www.researchgate.net/publication/234763642 

Del Corso, J., & Rehfuss, M. C. (2011). The role of narrative in career construction theory. 

Journal of Vocational Behavior, 79(2), 334-339. doi:10.1016/j.jvb.2011.04.003  

Denton, C. A., Swanson, E. A., & Mathes, P. G. (2007). Assessment-based instructional 

coaching provided to reading intervention teachers. Reading and Writing, 20(6), 569-590. 

doi:10.1007/s11145-007-9055-0 



157 
 

 
 

Desimone, L. M., Porter, A. C., Garet, M. S., Yoon, K. S., & Birman, B. F. (2002). Effects of 

professional development on teachers’ instruction: results from a three-year longitudinal 

study. Educational Evaluation and Policy Analysis, 24(2), 81-112. 

doi:10.3102/01623737024002081 

Desimone, L. M. (2009). Improving impact studies of teachers’ professional development: 

Toward better conceptualizations and measures. Educational Researcher, 38(3), 181-199. 

doi:10.3102/0013189x08331140 

Desimone, L. M., &, K. (2016). Instructional coaching as high-quality professional 

development. Theory Into Practice, 56(1), 3-12. doi:10.1080/00405841.2016.1241947 

Damle, P. (2015). Managing multiple career transitions sustained over a long period. Indian 

Journal of Science and Technology, 8(S6), 61. doi:10.17485/ijst/2015/v8is6/62086 

Darling-Hammond, L. (2000). The flat world and education. New York, NY: Teachers College 

Press. 

Easton, L. B. (2015). Powerful designs for professional learning (3rd ed). Oxford, OH: Learning 

Forward. 

Ellis, C., Skidmore, S. T., & Combs, J. P. (2017). The hiring process matters: The role of person-

job and person-organization fit in teacher satisfaction. Educational Administration 

Quarterly, 53(3), 448-474. doi:10.1177/0013161x16687007 

Eun, B. (2008). Making connections:Grounding professional developlment in developmental 

theories of Vgotsky. The Teacher Educator, 43(2), 134-155. 

doi:10.1080/08878730701838934 

Evans, N., Forney, D., Guido, F., Patton, L., & Renn, K. (2010). Student development in college: 

Theory, research, and practice (2nd ed.). San Francisco, CA: Jossey-Bass. 



158 
 

 
 

Farmer, L. (2017). How to beat teacher burnout: With more education. The Education Digest, 

83(2), 13-16.  

Flores, M. A., & Day, C. (2006). Contexts which shape and reshape new teachers’ identities: A 

multiperspective study. Teaching and Teacher Education, 22, 219-232. 

Fouad, N. A., & Bynner, J. (2008). Work transitions. American Psychologist, 63(4), 241-251. 

doi:10.1037/0003-066X.63.4.241  

Furner, C., & McCulla, N. (2018). An exploration of the influence of school context, ethos and 

culture on teacher career-stage professional learning. Professional Development in 

Education, 1-15. doi:10.1080/19415257.2018.1427134 

Gallucci, C., Van Lare, M. D., Yoon, I. H., & Boatright, B. (2010). Instructional coaching: 

Building theory about the role and organizational support for professional learning. 

American Educational Research Journal, 47(4), 919-963. 

doi:10.3102/0002831210371497 

Garcia, S. G., Jones, D., Holland, G., & Mundy. M. A. (2013). Instructional coaching at selected 

middle schools in south Texas and effects on student achievement. Journal of 

Instructional Pedagogies, 11 (1), 1-11. 

Gall, M., Gall, J., & Borg, W. (2014). Applying educational research: How to read, do, and use 

research to solve problems of practice (7th ed.). Boston, MA: Pearson.  

Gibbons, L. K., & Cobb, P. (2017). Focusing on teacher learning opportunities to identify 

potentially productive coaching activities. Journal of Teacher Education, 68(4), 411+. 

Retrieved from https://link-galegroup-

com.ezproxy.liberty.edu/apps/doc/A502506915/AONE?u=vic_liberty&sid=AONE&xid=

54051b4f 



159 
 

 
 

Girvan, C., Conneely, C., & Tangney, B. (2016). Extending experiential learning in teacher 

professional development. Teaching and Teacher Education, 58, 129-139. 

doi:10.1016/j.tate.2016.04.009 

Goldring, R., Taie, S., & Riddles, M. (2014). Teacher attrition and mobility: Results from the 

2012-13 teacher follow-up survey (NCES 2014–077). U.S. Department of Education. 

Washington, DC: National Centerfor Educational Statistics. 

Graham, K. (2018). Effective leadership in education: A brief analysis. National Teacher 

Education Journal, 11(1), 23-26. Retrieved from https://ntejournal.com/ 

Gravani, M. N. (2012). Adult learning principles in designing learning activities for teacher 

development. International Journal of Lifelong Education, 31(4), 419-432. 

doi:10.1080/02601370.2012.663804 

Gray, L., & Taie, S. (2015). Public school teacher attrition and mobility in the first five years: 

Results from the first through fifth waves of the 2007–08 beginning teacher longitudinal 

study (NCES 2015–337). U.S.Department of Education. Washington DC: National Center 

for Educational Statistics. 

Grissom, J. A., Nicholson-Crotty, S., & Harrington, J. R. (2014). Estimating the effects of No 

Child Left Behind on teachers’ work environments and job attitudes. Educational 

Evaluation and Policy Analysis, 36(4), 417-436. doi:10.3102/0162373714533817 

Guiney, E. (2001). Coaching isn't just for athletes. Phi Delta Kappan, 82(10), 740-743. 

doi:10.1177/003172170108201006 

Hancock, C. B. (2015). Is the grass greener? Current and former music teachers’ perceptions a 

year after moving to a different school or leaving the classroom. Journal of Research in 

Music Education, 63(4), 421-438. doi:10.1177/0022429415612191 



160 
 

 
 

Hargreaves, E. (2010). Knowledge Construction and Personal Relationship: Insights About a UK 

University Mentoring and Coaching Service. Mentoring & Tutoring: Partnership in 

Learning, 18(2), 107-120. doi:10.1080/13611261003678861 

Hartman, S. (2013). Math coaching in a rural school: Gaining entry: A vital first step. Journal of 

Education, 193(1), 57-67. doi:10.1177/002205741319300107 

He, Y., Cooper, J. E., & Tangredi, C. (2015). Why do I stay? a case study of a secondary English 

teacher in an urban high school. Teacher Education Quarterly, 42(1), 49-66.  

Heineke, S. F., & Polnick, B. (2013). PAVE the WAY for COACHES. Journal of Staff 

Development, 34(3), 48-53. Retrieved from https://www.learntechlib.org/j/ISSN-0276-

928X 

Henschke, J. A. (2011). Considerations regarding the future of andragogy. Adult Learning, 22(1), 

34-37. doi:10.1177/104515951102200109 

Hill, L. H. (2014). Graduate students’ perspectives on effective teaching. Adult Learning, 25(2), 

57-65. doi:10.1177/1045159514522433 

Hong, J. Y. (2012). Why do some beginning teachers leave the school, and others stay? 

Understanding teacher resilience through psychological lenses. Teachers and Teaching, 

18(4), 417-440. doi:10.1080/13540602.2012.696044 

Huston, T., & Weaver, C. L. (2007). Peer coaching: Professional development for experienced 

faculty. Innovative Higher Education, 33(1), 5-20. doi:10.1007/s10755-007-9061-9 

Ignat, A., & Clipa, O. (2010). The impact of self-efficacy and locus of control on the 

professional development of the teachers.  Educational Sciences Series, 62(1A), 180-185.  



161 
 

 
 

Ingersoll, R. M. (2001). Teacher turnover and teacher shortages: An organizational analysis. 

American Educational Research Journal, 38(3), 499-534. 

doi:10.3102/00028312038003499 

Ingersoll, R. M. (2003). The teacher shortage: Myth or reality? Educational Horizons, 81(3), 

146-152. Retrieved from https://journals.sagepub.com/home/ehm  

Ingersoll, R.M., Merrill, L., & Stuckey, D. (2014). Seven trends: The transformation of the 

teaching force. Retrieved from Consortium for Policy Research in Education website: 

https://cpre.org/sites/default/files/workingpapers/1506_7trendsapril2014.pdf 

Ingersoll, R. M. (2016). The national teacher shortage: Sources and solutions. American 

Educational Research Association. 

Ingersoll, R., & Merrill, L. (2012). Seven trends: The transformation of the teaching force. 

PsycEXTRA Dataset. doi:10.1037/e579212012-001 

Ingersoll, R. M., & Strong, M. (2011). The impact of induction and mentoring programs for 

beginning teachers. Review of Educational Research, 81(2), 201-233. 

doi:10.3102/0034654311403323 

Johnson, S. M. (2009). Second-stage teachers and coaching: Building school capacity and a 

teaching career. Paper presented at 2009 Annual Meeting of the American Educational 

Research Association, San Diego, CA, April 13-17 

Johnson, C., Hill, L., Lock, J., Altowairiki, N., Ostrowski, C., Da Rosa dos Santos, L., & Liu, Y. 

(2017). Using design-based research to develop meaningful online discussions in 

undergraduate field experience courses. The International Review of Research in Open 

and Distributed Learning, 18(6). doi:10.19173/irrodl.v18i6.2901 



162 
 

 
 

Joyce, B. R., & Showers, B. (2002). Student achievement through staff development. Alexandria, 

VA: ASCD. 

Kalin, J., Cepic, R., & Steh, B. (2017). Status of teachers and the teaching profession: A study of 

elementary school teachers' perspectives. Bulgarian Comparative Education Society, 15, 

59-65. 

Kapa, R., & Gimbert, B. (2017). Job satisfaction, school rule enforcement, and teacher 

victimization. School Effectiveness and School Improvement, 29(1), 150-168. 

doi:10.1080/09243453.2017.1395747 

Klassen, C. (2011). Nature religion and the ethics of authenticity: “I won’t speak for all of 

you.” Environmental Ethics, 33(3), 295–305. doi: 10.5840.201133330 

Knight, J. (2004). Instructional coaches make progress through partnership. Journal of Staff 

Development, 25(2), 32-37.  

Knight, J. (2009a). Coaching: The key to translating research into practice lies in continuous, 

job-embedded learning with ongoing support. National Development Council, 30(1), 18- 

22.  

Knight, J. (2009b). Coaching. Journal of Staff Development, 30(1), 18-20, 22, 78.  

Knight, J. (2011). What good coaches do. Educational Leadership, 69(2), 18-22.  

Knight, J. (2016a). Teach to win: Seven success factors for instructional coaching programs. The 

Education Digest, 81(5), 27 -32.  

Knight, J. (2016b, December 19). What do instructional coaches do? Instructional coaching. 

Retrieved from https://www.instructionalcoaching.com/what-do-instructional-coaches-

do/ 



163 
 

 
 

Knowles, M. S. (1970). The modern practice of adult education. New York, NY: Association 

Press.  

Knowles, M. S., Holton, E. F., & Swanson, R. A. (2011). The adult learner: The definitive 

classic in adult education and human resource development (7th ed.). Burlington, MA: 

Butterworth-Heinemann. 

Kohler, F. W., Ezell, H. K., & Paluselli, M. (1999). Promoting changes in teachers' conduct of 

student pair activities. The Journal of Special Education, 33(3), 154-165. 

doi:10.1177/002246699903300303 

Kraft, M. A., Blazar, D., & Hogan, D. (2018). The effect of teacher coaching on instruction and 

achievement: A meta-analysis of the causal evidence. Review of Educational 

Research, 88(4), 547–588. https://doi.org/10.3102/0034654318759268 

Kretlow, A. G., & Bartholomew, C. C. (2010). Using coaching to improve the fidelity of 

evidence-based practices: A review of studies. Teacher Education and Special 

Education, 33(4), 279–299. https://doi.org/10.1177/0888406410371643 

Lankford, H., Loeb, S., McEachin, A., Miller, L. C., & Wyckoff, J. (2014). Who enters teaching? 

encouraging evidence that the status of teaching is improving. Educational Researcher, 

43(9), 444-453. doi:10.3102/0013189x14563600 

Learning Forward. (2017). Tools: Align your district’s professional learning plan under ESSA. 

The Learning Professional, 38(2) 72-74. 

Leroux, M., & Théorêt, M. (2014). Intriguing empirical relations between teachers’ resilience 

and reflection on practice. Reflective Practice, 15(3), 289-303. 

doi:10.1080/14623943.2014.900009 

Lincoln, Y., & Guba, E. (1985). Naturalistic inquiry. Newbury Park, CA: Sage Publications, Inc. 



164 
 

 
 

Loeb, S., Darling-Hammond, L., & Luczak, J. (2005). How teaching conditions predict teacher 

turnover in california schools. Peabody Journal of Education, 80(3), 44-70. 

doi:10.1207/s15327930pje8003_4 

MacPhee, D., & Jewett, P. (2016). Conflicting discourses: navigating the tensions of becoming a 

literacy coach. The New Educator, 13(4), 408-431. doi:10.1080/1547688x.2016.1237690 

Mahmoudi-Gahrouei, V., Tavakoli, M., & Hamman, D. (2016). Understanding what is possible 

across a career: professional identity development beyond transition to teaching. Asia 

Pacific Education Review, 17(4), 581-597. doi:10.1007/s12564-016-9457-2 

Malinen, O., & Savolainen, H. (2016). The effect of perceived school climate and teacher 

efficacy in behavior management on job satisfaction and burnout: A longitudinal 

study. Teaching and Teacher Education, 60, 144-152. doi:10.1016/j.tate.2016.08.012 

Mangin, M. M., & Dunsmore, K. (2015). How the framing of instructional coaching as a lever 

for systemic or individual reform influences the enactment of coaching. Education 

Administration Quarterly, 5(2), 179-213. doi:10.1177/0013161X14522814 

Margolis, J., Ryoo, J., & Goode, J. (2017). Seeing myself through someone else's eyes. ACM 

Transactions on Computing Education, 17(2), 1-18. doi:10.1145/2967616 

Marsh, J. A., McCombs, J.S, & Martorell, F. (2009). How instructional coaches support data-

driven decision making. Educational Policy, 24(6), 872-907. 

doi:10.1177/0895904809341467 

Marsh, J. A., McCombs, J. S., & Martorell, F. (2012). Reading coach quality: findings from 

Florida middle schools. Literacy Research and Instruction, 51(1), 1-26. 

doi:10.1080/19388071.2010.518662 



165 
 

 
 

Mawhinney, L., & Rinke, C. R. (2017). I just feel so guilty: The role of emotions in former urban 

teachers' career paths. Urban Education, 1-23. doi:10.1177/0042085917741726 

McDonald, L. (2014). Transfer of the learning: Teacher professional development. European 

Journal of Social and Behavioural Sciences, 11(4), 1569-1584. doi:10.15405/ejsbs.140 

Meirink, J. A., Imants, J., Meijer, P. C., & Verloop, N. (2010). Teacher learning and 

collaboration in innovative teams. Cambridge Journal of Education, 40(2), 161-181. 

doi:10.1080/0305764X.2010.481256 

Miller, P. H. (2011). Theories of pyschology (5th ed.). NY: Worth Publishers. 

Motulsky, S. L. (2010). Relational processes in career transition: Extending theory, research, and 

practice. The Counseling Psychologist, 38(8), 1078-1114. 

doi:10.1177/0011000010376415  

Moustakas, C. (1994). Phenomenological research methods. Thousand Oaks, CA: Sage 

Publications, Inc 

National Commission on Teaching & America’s Future. (2007). Policy brief: The high cost of 

teacher turnover. Washington, DC: Author. 

No Child Left Behind. (2002). Retrieved from http://www2.ed.gov/policy/elsec/leg/esea02/107-

110.pdf  

Neufeld, B., & Roper, D. (2003). Coaching: A strategy for developing instructional capacity. 

New York, NY: Annenberg Institute for School Reform and the Annenberg Institute 

Program on Education. 

Neumerski, C. M. (2014). Understanding instructional leadership by understanding 

instructional systems: A cross-case comparison of three high-poverty, urban elementary 



166 
 

 
 

schools. Paper presented at the American Educational Research Association Annual 

Conference, Philadelphia, PA. 

Olsen, B., & Anderson, L. (2007). Courses of action: A qualitative investigation into urban 

teacher retention and career development. Urban Education, 42(1), 5-29. 

doi:10.1177/0042085906293923 

Owens, M. A., Pogodzinski, B., & Hill, W. E. (2014). Job-embedded professional development 

policy in Michigan: can it be successful? Professional Development in Education, 42(2), 

201-217. doi:10.1080/19415257.2014.980008 

Papay, J. P., Bacher-Hicks, A., Page, L. C., & Marinell, W. H. (2017). The challenge of teacher 

retention in urban schools: evidence of variation from a cross-site analysis. Educational 

Researcher, 46(8), 434–448. https://doi.org/10.3102/0013189X17735812 

Pearlin, L. I., & Schooler, C. (1978). The structure of coping. Journal of Health and Social 

Behavior, 19(1), 2-21. Retrieved from http://dx.doi.org/10.2307/2136319 

Peterson, C. M., & Ray, C. M. (2013) Andragogy and metagogy: The evolutions of neologisms. 

Journal of Adult Education, 42(2), 80 -85. 

Pishghadam, R., Adamson, B., Sadafian, S. S., & Kan, F. L. (2013). Conceptions of assessment 

and teacher burnout. Assessment in Education: Principles, Policy & Practice, 21(1), 34-

51. doi:10.1080/0969594x.2013.817382 

Plimmer, G., & Schmidt, A. (2007). Possible selves and career transition: It's who you want to 

be, not what you want to do. New Directions for Adult and Continuing Education, 

2007(114), 61-74. doi:10.1002/ace.257 



167 
 

 
 

Poglinco, S. M., & Bach, A. J. (2004). The heart of the matter: coaching as a vehicle for 

professional development. Phi Delta Kappan, 85(5), 398-400. 

doi:10.1177/003172170408500514 

Polkinghorne, D. (1989). Phenomenological research methods. In R. S. Valle & S. Halling 

(Eds.), Existential-phenomenological perspectives in psychology: Exploring the breadth 

of human existence (pp. 41-62). New York: Plenum. 

Polkinghorne, D. E. (2005). Language and meaning: Data collection in qualitative research. 

Journal of Counseling Psychology, 52(2), 137-145. doi:10.1037/0022-0167.52.2.137 

Price, H. E., & Weatherby, K. (2017). The global teaching profession: how treating teachers as 

knowledge workers improves the esteem of the teaching profession. School Effectiveness 

and School Improvement, 29(1), 113-149. doi:10.1080/09243453.2017.1394882 

Rainville, K. N., & Jones, S. (2008). Situated identities: power and positioning in the work of a 

literacy coach. The Reading Teacher, 61(6), 440-448. doi:10.1598/rt.61.6.1 

Rhodes, C., & Beneicke, S. (2002). Coaching, mentoring and peer-networking: challenges for 

the management of teacher professional development in schools. Journal of In-service 

Education, 28(2), 297-310. doi:10.1080/13674580200200184 

Richter, D., Kunter, M., Lüdtke, O., Klusmann, U., Anders, Y., & Baumert, J. (2013). How 

different mentoring approaches affect beginning teachers' development in the first years 

of practice. Teaching and Teacher Education, 36, 166-177. 

doi:10.1016/j.tate.2013.07.012 

Rinke, C. (2013). Teachers as exploration? The difficult road out of the classroom. Teaching and 

Teacher Education, 34, 98–106. 



168 
 

 
 

Rinke, C. R., & Mawhinney, L. (2017). Insights from teacher leavers: push and pull in career 

development. Teaching Education, 28(4), 360-376. doi:10.1080/10476210.2017.1306047 

Rivera-McCutchen, R. L., & Panero, N. (2013). Low inference transcripts in peer coaching: A 

promising tool for school improvement. International Journal of Mentoring and 

Coaching in Education, 3(1), 86-101. doi:101.1108/IJMCE-05-2013-0032 

Roch, C. H., & Sai, N. (2016). Charter school teacher job satisfaction. Educational Policy, 31(7), 

951-991. doi:10.1177/0895904815625281 

Ross, D., Adams, A., Bondy, E., Dana, N., Dodman, S., & Swain, C. (2011). Preparing teacher 

leaders: Perceptions of the impact of a cohort-based, job embedded, blended teacher 

leadership program. Teaching and Teacher Education, 27(8), 1213-1222. 

doi:10.1016/j.tate.2011.06.005 

Rudolph, C. W., Lavigne, K. N., & Zacher, H. (2017). Career adaptability: A meta-analysis of 

relationships with measures of adaptivity, adapting responses, and adaptation 

results. Journal of Vocational Behavior, 98, 17-34. doi:10.1016/j.jvb.2016.09.002 

Rush, L. S., & Young, S. (2011). Wyoming's instructional facilitator program: Teachers' beliefs 

about the impact of coaching  on practice. The Rural Educator, 32(2), 13-22. Retrieved 

from https://www.nrea.net/The_Rural_Educator 

Saldana, J. (2013). The coding manual for qualitative researchers. Thousand Oaks, CA: SAGE. 

Savickas, M. L., & Porfeli, E. J. (2012). Career adapt-abilities scale: Construction, reliability, 

and measurement equivalence across 13 countries. Journal of Vocational Behavior, 

80(3), 661–673. http://dx.doi.org/10.1016/j.jvb.2012.01.011  



169 
 

 
 

Savickas, M. L., Nota, L., Rossier, J., Dauwalder, J., Duarte, M. E., Guichard, J., … Van 

Vianen, A. E. (2009). Life designing: A paradigm for career construction in the 21st 

century. Journal of Vocational Behavior, 75(3), 239-250. doi:10.1016/j.jvb.2009.04.004 

Schlossberg, N. (1981). A model for analyzing human adaption to transition. Counseling 

Psychologist, 9(2), 2-18. doi: 10.1177/001100008100900202  

Schlossberg, N. K. (2011). The challenge of change: The transition model and its applications. 

Journal of Employment Counseling, 48(4), 159-162. doi:10.1002/j.2161-

1920.2011.tb01102.x 

Seligman, M. E. (2002). Learned optimism. NY: Knopf. 

Shen, B., McCaughtry, N., Martin, J., Garn, A., Kulik, N., & Fahlman, M. (2015). The 

relationship between teacher burnout and student motivation. British Journal of 

Educational Psychology, 85(4), 519-532. doi:10.1111/bjep.12089 

Simos, E. (2013). Why do new teachers leave? How could they stay? National Council of 

Teachers of English, 102(3), 100-105. Retrieved from http://www.2.ncte.org  

Skaalvik, E. M., & Skaalvik, S. (2010). Does school context matter? Relations with teacher 

burnout and job satisfaction. Teaching and Teacher Education, 25(3), 518-524. 

doi:10.1016/j.tate.2008.12.006 

Skaalvik, E. M., & Skaalvik, S. (2014). Teacher self-efficacy and perceived autonomy: Relations 

with teacher engagement, job satisfaction, and emotional exhaustion. Psychological 

Reports, 114(1), 68-77. doi:10.2466/14.02.PR0.114k14w0 

Skaalvik, E. M., & Skaalvik, S. (2017). Dimensions of teacher burnout: relations with potential 

stressors at school. Social Psychology of Education, 20(4), 775-790. doi:10.1007/s11218-

017-9391-0 



170 
 

 
 

Smith, E. R. (2011). Faculty mentors in teacher induction: Developing a cross-institutional 

identity. The Journal of Educational Research, 104(5), 316-329. 

doi:10.1080/00220671.2010.482948 

Smith, P. S., Hayes, M. L., & Lyons, K. M. (2016). The ecology of instructional teacher 

leadership. The Journal of Mathematical Behavior, 46, 267-288. 

doi:10.1016/j.jmathb.2016.12.005 

Struyven, K., & Vanthournout, G. (2014). Teachers' exit decisions: An investigation into the 

reasons why newly qualified teachers fail to enter the teaching profession or why those 

who do enter do not continue teaching. Teaching and Teacher Education, 43, 37-45. 

doi:10.1016/j.tate.2014.06.002 

Suarez, E. (2017). The power of instructional coaching. The Reading Teacher, 71(4), 493-493. 

doi:10.1002/trtr.1618 

Teemant, A., Wink, J., & Tyra, S. (2010). Effects of coaching on teacher use of sociocultural 

instructional practices. Teaching and Teacher Education, 27, 683-693. 

doi:10.1016/j.tate.2010.11.006  

Thomas, E. E., Bell, D. L., Spelman, M., & Briody, J. (2015). The growth of instructional 

coaching partner conversations in a prek-3rd grade teacher professional development 

experience. Journal of Adult Education, 44(2), 1-6 

Tickle, B. R., Chang, M., & Kim, S. (2011). Administrative support and its mediating effect on 

US public school teachers. Teaching and Teacher Education, 27(2), 342-349. 

doi:10.1016/j.tate.2010.09.002 



171 
 

 
 

Tivnan, T., & Hemphill, L. (2005). Comparing four literacy reform models in high‐poverty 

schools: Patterns of first‐grade achievement. The Elementary School Journal, 105(5), 

419-441. doi:10.1086/431885 

Tschannen-Moran, M., & Carter, C. B. (2016). Cultivating the emotional intelligence of 

instructional coaches. International Journal of Mentoring and Coaching in Education, 

5(4), 287-303. doi:10.1108/ijmce-02-2016-0008. 

United states department of education. (2017). Home. Retrieved from https://www.ed.gov/ 

Usher, E. L., & Pajares, F. (2008). Sources of self-efficacy in school: critical review of the 

literature and future directions. Review of Educational Research, 78(4), 751–

796. https://doi.org/10.3102/0034654308321456 

Van Maele, D., & Van Houtte, M. (2014). Trust in school: A pathway to inhibit teacher burnout? 

Journal of Educational Administration, 53(1), 93-115. https://doi.org/10.1108/ JEA-02-

2014-0018 

Vanderburg, M., & Stephens, D. (2010). The impact of literacy coaches: What teachers value 

and how teachers change. The Elementary School Journal, 111(1), 141-163. 

doi:10.1086/653473 

Ware, H., & Kitsantas, A. (2007). Teacher and collective efficacy beliefs as predictors of 

professional commitment. The Journal of Educational Research, 100(5), 303-310. 

doi:10.3200/joer.100.5.303-310 

Wax, D. M., & Wertheim, J. (2015). Coaching as a strategy for helping adults. New Directions 

for Adult and Continuing Education, 2015(148), 39-48. doi:10.1002/ace.20150 

Woolfolk, A. (2013). Educational Psychology (12th Ed.). Upper Saddle River, NJ: Pearson.  



172 
 

 
 

Wolpert- Gawron, H. (2016). The many roles of an instructional coach. Educational 

Leadership, 73, 56-60. Retrieved from http://www.ascd.org/publications/educational-

leadership.aspx 

Woulfin, S. L., & Rigby, J. G. (2015). Coaching for coherence: How instructional coaches lead 

change in the evaluation era. Educational Researcher, 46(6), 323-328. 

doi:10.3102/0013189x17725525 

You, S., & Conley, S. (2014). Workplace predictors of secondary school teachers’ intention to 

leave. Educational Management Administration & Leadership, 43(4), 561-581. 

doi:10.1177/1741143214535741 

 
  



173 
 

 
 

APPENDIX A: SITE LETTERS GIVING PERMISSION TO CONDUCT RESEARCH 

  
|Hello Forum Administrator Jessica (Instructional Coaches Connection), 
 
I am currently a member of the forum and am working on my dissertation through Liberty 
University.  I am working on my doctorate in Educational Administration.  I am former 
classroom teacher and instructional coach.  I am currently an assistant principal.   The purpose of 
my study is to explore the experiences of teachers transitioning to the role of instructional coach, 
what they experienced as they made the transition, what they are currently experiencing, and 
what they would share with teachers considering the transition from classroom to coach.  I would 
like to use several voluntary participants from this forum, along with a few other coaching 
forums.  This study will in no way harm any of the participants, nor will it harm the forum.  The 
study is designed to further explore the experiences of coaches in an anonymous manner.  If you 
have any further questions, I would be happy to answer them.  
 
I am emailing to ask if I can use this forum to find potential participants for this instructional 
coaching research.  
 
I thank you for considering.   Please let me know if I am able to use forum members from this 
forum on a voluntary basis.   
 
Karin Graham 
 
 
Hi Karin, 
 
Yes, you may find participants for your study from this forum. I’d appreciate the communication be 
done through email/private messages although you are free to post here as a contributing member 
abiding to the rules and standards of the group. 
 
Good luck! 
 
Jessica 
 
 Hello Forum Administrator Tom (Administrator of Future Ready Instructional Coaches), 
 
I am currently a member of the forum and am working on my dissertation through Liberty 
University.   I am working on my doctorate in Educational Administration.  I am former 
classroom teacher and instructional coach.  I am currently an assistant principal.   The purpose of 
my study is to explore the experiences of teachers transitioning to the role of instructional coach, 
what they experienced as they made the transition, what they are currently experiencing, and 
what they would share with teachers considering the transition from classroom to coach.  I would 
like to use several voluntary participants from this forum, along with a few other coaching 
forums.  This study will in no way harm any of the participants, nor will it harm the forum.  The 
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study is designed to further explore the experiences of coaches in an anonymous manner.  If you 
have any further questions, I would be happy to answer them.    
 
 
I am emailing to ask if I can use this forum to find potential participants for this instructional 
coaching research.  
 
I thank you for considering.   Please let me know if I am able to use forum members from this 
forum on a voluntary basis.   
 
Karin Graham 
  
Hey Karin! 
  
Okay – we discussed this as a team and are okay with it. Go ahead and post in the group and 
maybe start with (This post approved by Future Ready Team) or something like that. 
  
Avril on my team is going to follow up as well as we’d love to see what comes out of it! 
 
Sound good? 
Tom 
  
Thomas C. Murray 
Director of Innovation, Future Ready Schools 
Alliance for Excellent Education, Washington, DC 
C: (267) 718-2018 | @thomascmurray 
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APPENDIX B: SOCIAL MEDIA POST IN ONLINE FORUMS 

 
 
ATTENTION Forum Members: I am conducting research as part of the requirements for a 
Doctorate in Educational Administration at Liberty University.  The purpose of my research is to 
describe the experiences of 12 former classroom teachers who transitioned to the role of 
instructional coach.  The study will explore individual experiences as they moved into the role, 
what they are experiencing in the role, and what they would share with other teachers 
considering the same transition. As part of the study, I would ask you to complete a demographic 
survey, an individual interview (through Skype, Google hangouts, or a platform we are both able 
to access) that will take approximately 45 mins to an hour, complete a review of the transcribed 
interview to ensure transcription is accurate that will take approximately 15 – 30 minutes, 
participate in an online bulletin board focus group using the web platform Padlet that will be 
conducted over the course of a week and will take approximately one hour (total for the week), 
and write a hypothetical letter to teacher who is considering a transition from the classroom to 
instructional coaching that will take approximately 30 minutes (and include a list of questions to 
assist in the construction of the letter).  If you would like to participate, and meet the criteria 
below, please follow this [link] to a recruitment letter that includes a link to a screening survey. 
A consent document will be emailed to you if you meet the criteria after you have completed the 
screening survey. The consent form can be signed electronically and emailed back to me.  If you 
are not chosen for the study, an email will be sent to you indicating you have not been chosen.  
 
To participate, you must have been a teacher for at least five years before becoming an 
instructional coach.  Participants chosen will receive a 50 dollar Amazon gift card after they have 
completed all of the tasks (listed above) for the study.   
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 APPENDIX C: RECRUITMENT LETTER 

[Date] 
 
[Potential Participant] 
Instructional Coach 
 
Dear [Potential Participant]: 
 
As a graduate student in the School of Education at Liberty University, I am conducting research 
as part of the requirements for a doctoral degree in Educational Administration.  The purpose of 
my research is to explore the individual experiences of a classroom teacher’s transition to the 
role of instructional coach, what they experienced as they moved into the role, what they are 
currently experiencing in the role, and what they would share with classroom teacher’s 
considering a transition to instructional coach.  I am writing to invite you to participate in my 
study.  
 
If you were previously a teacher for at least 5 years, are currently an instructional coach in a 
school (or schools/school division), and are willing to participate, you will complete a Google 
demographic survey for basic information (this task should take approximately 10 minutes and 
will have a one week window to complete), you will be asked to participate in an online video 
interview (45-60 minutes, using Skype, Google Hang Out, Web Ex or an online video forum 
accessible to both of us), you will review the researcher’s transcription of your answers to 
interview questions for accuracy which will be emailed to you (this task should take 
approximately 15 -30 minutes and will have a one week window for completion), you will 
participate in an online focus group Online Focus Group using a web platform called Padlet in 
which you will respond to five questions and respond to at least one other participants responses 
per question (approximately 60 minutes over a period of 10 days for the task to be completed), 
and you will write a letter, based on your experiences, to a teacher considering the transition to 
instructional coach (there are prompts/questions to help guide you as you write and this task  
should take approximately 45 minutes to compose and you will have a window of one week to 
email the letter to me).   Your name and/or other identifying information will be requested as part 
of your participation, but this information will remain confidential.  You will be assigned a 
pseudonym to protect your confidentiality.  
  
To be chosen as a possible participant in this study please complete the screening survey located 
in this [link].  If you are chosen for the study, I will email you a consent form.  The consent 
document contains additional information about my research.  Please sign the form if you would 
like to participate in the study.  The document is set up for you to sign it electronically, either by 
drawing your signature or typing it using HelloSign.  After you have signed the consent form, 
please click on the link at the bottom of the consent form and complete the demographics survey.  
In the survey, there is a place for you to indicate times/dates you are available to interview and 
participate in a focus group, in addition to what online video venues you can access.  If you are 
not chosen for the study, you will receive an email indicating you have not been chosen. 
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If you choose to participate and complete all aspects of this study, you will receive a $50.00 
Amazon gift card.   
Sincerely, 
 
Karin E. Graham 
Liberty University Doctoral Candidate 
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APPENDIX D: SCREENING SURVEY 

Screening Survey:   
 
What is your name? 
 
What is your email address? 
 
How many years have you taught in the classroom prior to becoming an instructional coach? 
 
Are you currently serving as an instructional coach? 
 
How many years have you been an instructional coach? 
 
Thank you for completing the survey!  A follow up email will be sent to the email you have 
listed above indicating if you have been chosen for the study or not.  I appreciate your time.  
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APPENDIX E: GOOGLE FORM DEMOGRAPHIC SURVEY 

 
For this study I am looking for at least 12 participants that are prior classroom teachers (with at 
least five years of experience) and have transitioned to the role of instructional coach.  This 
survey is confirmation that you have been chosen to be a participant in the study based on your 
answers in the screening survey.  I appreciate your participation and time for helping me 
complete this study.  I am looking forward to hearing your experiences.  Thank you! 
 
Your name (first and last name): 
 
Gender: 
 
Age: 
 
Total years of teaching prior to role as instructional coach: 
 
Total years as instructional coach: 
 
Which grade levels do you work with (circle all that apply): 
   
 Elementary 
 
 Middle School 
 
 High School 
 
 
Do you work in a private or public school?: 
 
Times/Dates available for interview (January _____  - January ________) 
 
 
Please list any/all web based video you have access to (ex. Skype, Google Hang-Out, WebEx, 
etc):  
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APPENDIX F: THANK YOU EMAIL 

Dear Sorry Notchosen, 
 
 
I greatly appreciate your willingness to participate in this study.  Unfortunately, I will be unable 
to use you as a participant.  I truly appreciate that you offered to be a part of the study, should 
something change, and I am able to use you in the study, I will be sure to contact you via email. 
 
Thank you, 
 
Karin E. Graham 
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APPENDIX G: CONSENT FORM 

THE TRANSITION FROM CLASSROOM TEACHER TO INSTRUCTIONAL 
COACH: A TRANSCENDENTAL PHENOMENOLOGICAL STUDY 

Karin E. Graham 
Liberty University 

School of Education 
 

You are invited to be in a research study aimed at understanding the transition of a classroom 
teacher to instructional coach and the experiences as you moved into the role, what you have 
experienced as an instructional coach, and what you would share with teachers considering the 
same transition.  You were selected as a possible participant because you made the transition 
from classroom teacher to instructional coach and have been a classroom teacher for at least five 
years.  Please read this form and ask any questions you may have before agreeing to be in the 
study.   
 
Karin E. Graham, a doctoral candidate in the School of Education at Liberty University is 
conducting this study. 
 
Background Information: The purpose of this study is to describe the experiences of teachers 
who have transitioned from the classroom to the role of instructional coach. 
 
Procedures: If you agree to be in this study, and sign the consent form, you are requested to do 
the following tasks: 

• Participate in a 45-60-minute interview with the researcher.  The interview will take place 
during a mutually agreed upon time and venue using Facetime, Skype, Google Hang Out, 
or Web Ex.  The interview will be audio and/or video recorded.   

• Each participant will review the transcribed interview questions they answered to ensure 
accuracy of information.  Expected time for completion of review is 15 -30 minutes.  

• Participate in an online bulletin board focus group with other instructional coach 
participants and the researcher.  The online bulletin board focus group will utilize a web 
application called Padlet.  Each focus group member will respond to a question and 
respond to another focus group member’s post at least once.  The focus group will be 
conducted online over a period of a week.  Focus group members should respond daily to 
questions asked/responses to other members.  The approximate amount of time to 
complete this task is one hour (total).   

• Construct a hypothetical letter to teachers who may be considering the transition from 
classroom to coach sharing your experiences with the decision, the transition, what you 
have experienced, and what suggestions you have.  The researcher has prepared a list of 
questions you may use to construct the letter.  The letter should take approximately 45 
minutes to complete and will be the final procedure for participants in this study.  
Participants will be given a week to compose the hypothetical letter.  

 
Risks and Benefits of being in the Study: The risks involved in this study are no more than the 
participant would encounter in everyday life. 
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Participants should not expect to receive a direct benefit from participation in this research. 
The benefits to society, specifically those in education, include gaining an understanding of why 
teachers transition from the role of teacher to the role of instructional coach, because there is 
little research giving a voice to the experiences of teachers and why they decided to transition 
from the classroom to instructional coach. 
 
Compensation: Participants will be compensated for participating in this study.  Participants 
will receive a $50.00 Amazon gift card for fully participating in all aspects of the data collection 
tasks noted above.  
 
Confidentiality: The records of this study will be kept private.  In any sort of report I might 
publish, I will not include any information that will make it possible to identify a subject. 
Research records will be stored securely, and only the researcher will have access to the records. 

• Research records, recordings, and associated transcripts will be stored securely in 
password protected data files.  Written and hard copy records will be kept in a secure file 
cabinet until such time that they are converted to electronic form and stored on a 
password-protected computer.  All electronic files will be backed up using an online 
backup service.  Access to data will be limited to the researcher and will not be used for 
purposes outside of this study without additional consent of research participants.  After 
three years, all electronic records will be deleted. 

• Pseudonyms will be assigned to all participants and used in all written or electronic 
records and reports to protect participant identity.   

• Interviews will be recorded and transcribed. Recordings will be stored on a password 
locked computer for three years and then erased. Only the researcher will have access to 
these recordings. 

• I cannot assure participants that other members of the focus group will not share what 
was discussed with persons outside of the group. 
 

Voluntary Nature of the Study: Participation in this study is voluntary.  Your decision whether 
or not to participate will not affect your current or future relations with Liberty University.  If 
you decide to participate, you are free to not answer any question or withdraw from the study at 
any time without affecting those relationships.  
 
How to Withdraw from the Study: If you choose to withdraw from the study, please contact 
the researcher by email at kgraham10@liberty.edu.  Should you choose to withdraw, data 
collected from you, apart from the online bulletin board focus group data, will be destroyed 
immediately and will not be included in this study.  The online bulletin board focus group data 
will not be destroyed, but your contributions to the focus group will not be included in the study 
if you choose to withdraw from the study.  
 
Contacts and Questions: The researcher conducting this study is Karin Graham.  You may ask 
any questions you have now about this study via e-mail to kgraham10@liberty.edu or by calling 
(434) 531-2816.  If you have questions later, you are encouraged to contact the researcher at the 
same e-mail address or telephone number.  This study is being conducted under the supervision 
of Dr. Gail Collins at glcollins2@liberty.edu, a professor at Liberty University. 
 

mailto:kgraham10@liberty.edu
mailto:glcollins2@liberty.edu
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If you have any questions or concerns regarding this study and would like to talk to someone 
other than the researcher, you are encouraged to contact the Institutional Review Board, 1971 
University Blvd, Suite 2845, Lynchburg, VA 24515 or email at irb@liberty.edu. 
 
Please notify the researcher if you would like a copy of this information to keep for your records. 

 
Statement of Consent: I have read and understood the above information.  I have asked 
questions and have received answers.  I consent to participate in the study. 
 
☐ The researcher has my permission to audio-record and/or video-record me as part of my 
participation in this study. 
 
 
Signature: ____________________________________________ Date: _____________ 
 
 
Signature of Investigator: _________________________________ Date: _____________ 
  

mailto:irb@liberty.edu
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APPENDIX H: INTERVIEW QUESTIONS 

1. Please tell me a little bit about yourself – where you grew up, your family, what led you to 

pursue a career in education. 

2. Describe your experiences and attitudes while you were a classroom teacher that existed 

within the walls of your classroom – frustrations, successes, areas for growth, etc. 

3. Describe your experiences and attitudes while you were a classroom teacher that existed 

outside the walls of your classroom – interactions with administration, professional 

development, collegial relations, peer interactions/collaboration. 

4. What were your impressions of instructional coaches while you were a classroom teacher?  

5. What key motivational factors influenced you to transition from the role of classroom teacher 

to the role of instructional coach?  

6. What specific qualities or skills do you feel were necessary to be successful in your new role 

of instructional coach? 

7. What fears or concerns did you have as you considered making the transition from classroom 

teacher to instructional coach? 

8. Please describe your initial feelings or attitudes pertaining to your role as instructional coach. 

9. Describe some successes and/or areas of growth that you faced as a new instructional coach.  

10. Describe some challenges you faced as a new instructional coach. 

11. What helps you succeed in your role as a coach? 

a. What skills or strategies do you use as you coach? 

b. How did you learn to connect with teachers/form relationships? 

c. How do you feel you affect others and their instructional practices as an instructional 

coach? Teachers? Whole school? Students? Other coaches? 
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12. Did your thoughts about your own strengths or weaknesses as an educator change as a result 

of being in the role of an instructional coach? 

13. How would you describe your successes and challenges of being an instructional coach to a 

current classroom teacher considering this transition? 

14. Is there anything else you would like to share about your transition from a classroom teacher 

to the role of instructional coach? 
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APPENDIX I: ONLINE BULLETIN BOARD FOCUS GROUP QUESTIONS 

 
1. What internal or external factors motivated you to transition from classroom teacher to 

instructional coach? 

2. What were some of the successes and/or challenges that you faced when you were deciding 

to transition from the classroom to coaching? 

3. What were some of the successes and/or challenges that you experienced as you transitioned 

into the role of instructional coach?  Did your attitudes about education and instruction 

change and if they did, how so? 

4. In your role as an instructional coach, what are some successes and/or challenges that you 

would share with other teachers considering such a transition?   

5. How did the experiences/situations/stories you encountered as a classroom teacher turned 

instructional coach challenge or highlight your role as an educator?  
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APPENDIX J: GUIDELINES FOR HYPOTHETICAL LETTER FROM 

INSTRUCTIONAL COACH TO TEACHER 

Participant: 
Please craft a personal letter through your choice of a Google Document or Word 

document to a teacher who may be considering transitioning from the classroom to the role of 
instructional coach.  In the letter, please share your experiences with the teacher.  This is a 
hypothetical letter and will not be shared with another teacher without permission.  If you would 
like to share your letter with other teachers considering the transition, please note it in the 
following manner, at the end of the letter: 

 
*I would like this letter to be shared with teachers who are considering a transition from 
classroom teacher to instructional coach. 
 

The following questions can help you with crafting a personal letter to the teacher.   
1. What situations led you to transition from the classroom to working with peers in 

their classroom? 
2. What have you experienced thus far as an instructional coach?  What were successes, 

struggles, and some questions/thoughts you still have about the transition? 
3. What advice would you give those considering the transition? 
4. What are your hopes for those who are considering the transition? 

 
The letter should contain information you would like to share and should be completed by this 
date: January 20, 2019.  If you have any questions, please feel free to email me or call me at 
(434) 531-2816 and after you have finished email the letter to kgraham10@liberty.edu.  Thank 
you for your time and reflections to share with others.  Your experience will greatly benefit the 
study and help other teachers who may be considering the transition you have made.  

 
 

  

mailto:kgraham10@liberty.edu
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APPENDIX K: THANK YOU AND MEMBER CHECK EMAIL 

Junie B. Jones: 
 
 Thank you for participating in the Interview/focus group and sharing your experiences as 
a classroom teacher transitioning to instructional coach.  I appreciate your willingness to share 
your unique and personal thoughts, feelings, and experiences.   
 I have attached a transcript of your interview/focus group discussion and ask that you 
review the document(s) to be sure the interview/focus group discussion has fully captured the 
experiences you shared.  After reviewing the transcript, you may realize that an important 
element was overlooked or omitted.  Using the editing tool in Google Documents, right click on 
any area you see needs editing and either suggest an edit, or make a comment, and hit return to 
save.  Please feel free to add comments that would further elaborate or clarify your experience.  
Please do not edit for grammar – your voice and the way you tell your story is important to the 
study, regardless of grammar.  If you would prefer to edit the document by hand, feel free to 
print it, make edits, and send to me via email (kgraham10@liberty.edu) or mail it to: Karin 
Graham, 53 Antioch Springs Lane, Scottsville, VA 24590.   
 I greatly value your participation in this research study and your willingness to share your 
experiences.  If you have any questions or concerns, today or in the future, please do not hesitate 
to ask.  
 
 
Thank you, 
 
Karin Graham 
  

mailto:kgraham10@liberty.edu
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APPENDIX L: RESEARCHER REFLEXIVE JOURNAL 

Sample Entries 
October 7, 2018 I feel a bit overwhelmed with the dissertation 

process at this point.  There are many things I 
worry about with the sites to use and 
collecting data.  I am excited but also finding 
the balance.  As I have been typing up 
interview questions, I know that some of my 
own experiences need to be suppressed as I 
talk to participants.  I will be sure to set those 
experiences aside and focus on the main thing 
– gathering data and interacting. 

February 15, 2019 -  Conducted pilot study and found some of the 
questions solicited sub questions as I 
interviewed.  I will need to make sure I 
continue to remain cognizant of my own want 
to insert my experiences into the 
conversation.  Social cues – need to watch 
that also (I will be able to see online, my 
reactions, which is helpful to monitor) 

March 4, 2019 First interview with Jane.  I reviewed 
questions beforehand.  I definitely used my 
coaching skills to listen closely and avoid my 
own sharing my own feelings/experiences. 
Helped to see myself, as I noted before. 
Interview was a bit shorter than I expected.  

March 7 , 2019 Third interview – I assumed that because 
Martin was a male, he would not share much 
and would be brief with his experiences. Not 
so, he was talkative and very animated 
throughout. I had to stop myself from sharing 
my own frustrations with trying to get into 
classrooms as a coach.   

March 12, 2019 I am on sixth interview.  I am becoming more 
familiar with how to move along and how to 
ask for elaboration when needed.  Nanette’s 
interview lasted longer than I expected, but 
she shared a plethora of helpful experiences to 
inform the study.  It was hard for me not to 
share because of her personality.   

March 22, 2019  Last interview went well.  It was short but got 
the information I needed.  Checked out the 
Padlet discussion.  Interesting to see the 
correlations between interviews, what they 
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shared and what they extrapolate on with 
eachother.  

April 5, 2019 As I am coding data, looking for significant 
statements, I am suppressing the urge to try 
and make those statements fit into categories.  
I am looking for key words and phrases that 
reoccur, rather than trying to assign my own 
perspective based on my experiences.  I 
consulted with a colleague who is in the same 
process and we talked through how Saldana’s 
coding allows for paraphrasing, not personal 
interpretation.  

April 19, 2019 Coding is becoming a bit easier with 
Saldana’s approach.  I am bracketing out my 
own assumptions and it is becoming easier, 
the more I look at all the data and the research 
questions.  Continually returning to the 
questions has truly helped me remain 
unbiased and focused on participant 
experiences. The wealth of data and the 
continual themes I am finding through 
participants experiences is starting to become 
evident. 

May 10, 2019 I feel I have looked at the focus group data 
the most. It provides me a concise view of 
experiences participants shared.  Pairing that 
with the interviews I have identified major 
themes and sub themes.  Reviewing 
Moustakas has helped me break down each 
source of data collection and Saldana helps 
me to organize it in a more conceptual 
manner.  The letters have ideas highlighted 
that contribute to what I have from the 
interviews and focus group.  
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APPENDIX M: AUDIT TRAIL 

Date:  Action: 

1/28/2019 IRB Approval to Conduct Study 

2/3/2019 Reach out to Pilot Study Participants 

2/11/2019- 2/20/2019  Conduct Pilot Study/Review Results/Make Adjustments 

3/4/2019 – 3/22/2019 Conduct Participant Interviews  
3/4/2019 – 3/25/2019 Transcribe Participants Interviews 
3/22/2019 -4/01/2019 Online Bulletin Board Focus Group Conducted on Padlet and 

Reminder Participants to email Hypothetical letters 
  
3/25/2019 – 4/1/2019 Complete Transcriptions and Send to Participants for 

Member Checks  
4/1/2019 – 5/15/2019 Compile data, collect and ensure all hypothetical letters have 

been collected, begin coding and identifying themes. Begin 
writing Chapter 4. 

5/16/2019 – 6/1/2019 Write Chapter 5 and Submit to Dr. Collins 
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APPENDIX N: SAMPLE CODING DOCUMENT 

Raw Data/Significant 
Statement 

Interpretation/Preliminary 
Coding 

              Emergent Theme 

I knew I needed change after 
15 years in classroom, "lost 
my sparkle", teaching was no 
longer a challenge - stagnant, 
principal asked to apply and 
"share wealth" because of test 
scores,young kids/more 
flexible,  

No growth in current role, 
sought growth through 
transitioning to coach 

 

Opportunity came along - 
wanted to jump while had 
chance, did not want admin 

Transition to a role in 
leadership, not admin 

 

I was tired of grading, doing 
the same thing year after year 

Need for change, burnt out  

internal - classroom burnout, 
pregnant, struggling to give 
100 % to kids and family, 
ready for change after 9 years 
in classroom, earned EdS in 
instructional tech coaching, 
enjoyed coaching aspect, 
wanted challenge 

Internal/personal reasons for 
transitioning  

               Need for Change 

Admin rude - big factor in 
leaving classroom 

Lack of support and feeling 
useful as an educator - 
transition to feel wanted 

 

. . .ready for something new, 
tired of monotony of being a 
teacher, parents that kept 
emailing the same question, 
liked mentoring, helping 
teachers to make job easier,  

Burn out and ready to 
transition to new role because 
of the joy from mentoring and 
helping teachers.  

 

Time to move but not out of 
ed, ready to move on,  

As an educator, growth and 
transitioning out of education 
is not a possibility, change of 
role is what I want 
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Raw Data/Significant 
Statement 

Interpretation/Preliminary 
Coding 

             Emergent Theme 

Always a leader, did not want 
admin, knew I needed a new 
role 

Professional growth and 
leadership but not 
administrator 

 

I look for growth 
opportunities and trying to see 
where my leadership can land 
me in education  

Opportunity to grow and lead  

. . .looking for change, 
challenge of collaborating and 
guiding adults seemed harder 
than children - 4 little ones at 
home, working with adults 
seemed easier, see myself 
grow as educator and mom, 
principal asked  

Seeking new challenge and 
personal reasons helped with 
decision to transition. 

         Need for Change 

I want to pour passion into 
others 

Need for change, support 
teacher growth 

 

I feel like there is not much 
PD relevant to teachers and I 
think being a coach, I can 
help support professional 
development that teachers 
need 

Transition to support teachers 
and impact students 

 

I realized that teachers need 
support in classroom and I am 
already doing that as a 
mentor, so why not? 

Teachers need to feel 
supported and I would like to 
transition from helping 
students to helping teachers 

                    Support Teachers 

. . .felt tug to leave when 
talked to others who hold 
support roles, wanted to 
support adult learners, already 
in role as mentor 
teacher/hosted student 
teachers 

Transition because felt need 
to support adult learners and 
grow as an educator  

 

Knowledge lends itself to 
supporting teachers support 
students 

Transition to want to support 
teachers and impact student 
growth 
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Raw Data/Significant 
Statement 

Interpretation/Preliminary 
Coding 

              Emergent Theme 

My initial - I do not want to 
fail at this. I do not want 
others to think I am not doing 
a good job.  

 
Fear of failure and 
expectations as a coach. 

 

Not knowing if I may need 
things.  Not much of a job 
description -"like grasping 
wet noodles" Understanding 
my role. No clear rubric or 
expectation like in teaching 

 
Understanding coaching role 
and the expectations 
surrounding the role. 

 

I was anxious a lot. I was 
seen as the face of the why 
they were not doing 
something right. Asked 
principal to explain and 
redefine my role changed 
how they felt about me and I 
was less anxious. 

Role changes and the many 
different facets of transition 

 
 
 

     Transitions are Difficult  
but Rewarding 

I need to learn how to 
manage time better - harder 
now than when in classroom 

Managing time is important 
to be effective coach –
transition difficult  

        

Flexibility and ready to 
change gears based on 
teacher needs in this role 

Transition to what a teacher 
needs – not what you think 
they need –difficulty  

 

.most rewarding to see 
growth in teachers and their 
classroom 

Rewards of coaching  

first year may be changing a 
few things - one at a time. 
Knowing how to manage 
time, knowing how to analyze 
data. Being open to listening. 
Give feedback that is 
meaningful 

Learning in the role- 
transitions and the process 

 

Embrace the unknown, still 
have room to grow though, 
knew my place teaching, no 
guide on how to be a coach or 
what to do day to day as a 
coach, unsettling. I could 
mold my own role. . . 

No guide but ability to 
transition into a role created 
by former teacher 
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Raw Data/Significant 
Statement 

Interpretation/Preliminary 
Coding 

              Emergent Theme 
 

I had a need to want to help 
others, share ideas, need data 
to back up if I am trying to 
show a teacher they need to 
change, addressing what 
student’s need, build 
relationships to shape a 
culture. 

Importance of building 
relationships and making 
teachers see what their needs 
are without telling them –
show 

 

Relationships are the key to 
gaining entry to a classroom 

Relationship building helps 
coaches carry out their role 

 

strong mentor, relationships 
with other coaches, having a 
network of people, as an IC 
you are on your own island, 
lonely spy-not admin but 
helping change things 

Loneliness of coaching, but 
make sure you have a 
network to support in role –
build relationships for you to 
grow also 

 
 
 
                

 
 

Relationships Matter 
. . .thick skin, relationships 
change, always room to grow, 
good communicator, do not 
need to have subject matter 
expertise, be willing to try 
new approaches with people.   

Relationship building skills 
are important in the 
role/transition.  Try to read 
people to build relationships. 

 

building relationships with 
teachers on the other side of 
the building, having teachers 
tell me how much they 
appreciate me, seeing MAP 
scores increase significantly, 
learning a different type of 
teaching outside of the 
classroom, 

Rewards of building 
relationships 

 

build relationships, cannot cut 
conversations short, it is hard 

Skill of building relationship- 
listen and converse 
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