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Chapter I

’

’



“perhaps a teacher’

complex and challenging endeavor” (p



’



Overview of the Problem

’

’

’



’

’

’



Purpose of the Study

’

’

’



’

Research Questions

’

’

’

’



Conceptual Framework

’



which is referred to as “self

authorship” (Kegan, 2000). Self

’

which is the notion that they can “intentionally produce certain effects” by their actions 

(2003) argued that “the development of teacher self

provements in teacher effectiveness” (p. 16). As 



Epistemological Premises

“constructionists study the multiple realities constructed by different groups of people 

and the implications of those constructions for their lives and interactions with others” (p. 

“there is no single, observable reality. 

Rather there are multiple realities, or interpretations of a single event” (p. 9). 

’

Methods



particularly compelling method of gathering data because of its “approachability, artistic 

pedantic nature that values stories of laypeople” (Kim, 2016, p. 1). 

, “narrative is the best

understanding experience” (p. 18)



’

Significance of the Study

’

’

Assumptions, Delimitations, and Limitations



Assumptions

Delimitations

’

Limitations



 Definitions

’

“a convergence of accumulated and evolving findings from 

tic, and historical bases of learning” (International Literacy 

’

“the extent to which the teacher believes he or she has the 

capacity to affect student performance” (

Chapter Summary



’

’



Chapter II

Reading Instruction



The Reading Wars

’

’

’

’

and Goodman argued that reading was a “psycholinguistic guessing game” (Kim, 2008, 



Components of reading

’



(Aşikcan & Saban, 2021). Phonemic awareness

that “emphasizes the connections between spelling (print) and 

sound (speech)” (Piasta & Hudson, 2022, p. 201). 



“efficient, 

effective word recognition skills that permit a reader to construct the meaning of text” 

with expression and “in an effortless, flowing manner” (Hudson et al., 2005). 

’

“understanding the meanings of individual words” (



Simple View of Reading and Science of Reading



’

Although described as “simple,” the 

’



’

“the accumulated 

obtained by the use of the scientific method” (Petscher et al., 2020

’



Disparity between research and instructional practices

’

Teacher Knowledge of Literacy

’



’

Need for Extensive Literacy Knowledge



’

Difference in Literacy Content Knowledge



’

’



’

’



Teacher Knowledge and Classroom Instruction

’

’

’

’



’

Teaching Self-Efficacy

’

efficacy was defined as “the extent to which the 

teacher believes he or she has the capacity to affect student performance” (McLaughlin & 

’

’



’

’

Sources of Self-efficacy

Bandura (1977) defined an efficacy expectation as “the conviction that one can 

successfully execute the behavior required to produce the outcome” (p. 193). For 

Bandura noted, “the stronger the 

efficacy, the more active the efforts” (p. 194). Expectations of efficacy are 

’





: “people who have a high sense of efficacy are likely to view 

a debilitator” (p.72). When individuals 

Teaching Self-efficacy

’ “a messy 

construct”; 

’

’



’



’



’

Literacy Teaching Self-efficacy

’



’

’



’

’

’

’

’

’

’

’

’



Self-efficacy in High-needs Schools

’



’

’

Building Self-efficacy in Literacy

’

’

’

’



’

Professional Development

’

’



’

’

’



Implementation of Professional Development

create a “change provoking disequilibrium” (Woolfolk 

’



’

’

Teachers’ Beliefs about Professional Development

professional development that range from “naysayers” to “enthusiastic” to “offended” 



’

’

’

’

’



’

Duration for Professional Development



Literacy Professional Development: Teacher and Student Outcomes

’

’



’

’

’

Online Professional Development

Educators can access a great deal of information about classroom practice, 

instructional materials, and professional development online. In recent years, online 

professional development has grown in popularity, allowing programs to reach more 

educators while using fewer financial resources. Some online professional development 

programs rely on self-directed learning, enabling participants to explore topics of interest 

independently and focus on issues most relevant to their practice (Beach & Willows, 

2014). Other formats include synchronous, asynchronous, and hybrid approaches. One 

large-scale model, termed a massive open online course (MOOC) for educators, presents 

unique design challenges, as courses must engage a diverse online audience (Hew, 2016; 

Lee et al., 2020). 



Online professional development offers several advantages. Participants can engage 

at flexible times, work at their own pace, and review materials as needed (Wynants & 

Dennis, 2018). The online format allows participants to read text, watch videos, and 

listen to discussions at a comfortable rate. Because materials remain accessible in the 

online environment, users can revisit whenever necessary. Parsons et al. (2018) noted the 

advantages of online professional development for participants as they were able to 

develop broader professional networks, engage with new colleagues, and acquire new 

information. Powell and Bodur (2019) added that online platforms encourage communal 

learning, even among educators who might hesitate to participate in face-to-face 

interactions. The wide array of materials and flexible participation options enhances 

convenience and accessibility for users. However, Powell and Bodur (2019) cautioned 

that although online platforms increase access to professional development and materials, 

they do not guarantee high-quality experiences or automatically improve teacher and 

student outcomes. 

Needs of Teachers for Online Professional Development

’

“teacher voice in its design” (p. 237). ’



’

’

’



Coaching as an Extension of Professional Development

’

’

’



’

’

Impacts of Coaching

’



’

’

’

Meaning Making

’

’

stages of development to “include the processes that bring the 

stages into being” and the “internal experience[s] of developing” (p. 374). The theory 



there is “no feeling, no experience, no thought, no perception, independent of a meaning

making context” (p. 11). 

’

’

’

that individuals “who grow into the 

develop their own internal philosophy for what to believe” (p. 18). 



“not all life transitions become learning experiences” (p. 7). I

professional development must strike a balance to be “discomforting, disquieting, or 

puzzling” enough not to be rejected, but interesting enough to be attended to and 

Chapter Summary

’



’

’

’

) asserted that “little is known about teachers’

the complex realm of literacy instruction and the antecedents of these beliefs” (p. 752). In 

’

’

’



Chapter III

’

“investigates a contemporary phenomenon in depth 

world context” (Yin, 2018, p. 15). 

Research Questions



’

Research Design

of its “approachability, 

pedantic nature that values stories of laypeople” (Kim, 2016, p. 

, “narrative i

representing and understanding experience” (p. 18). Given (2008) not

’

“qualitative research is uniquely positioned to provide researchers with process

narrated, storied, data that is more closely related to the human experience” (p. 26). 

’



Site and Participant Selection

’

’

’

appropriate because “the logic and power of purposeful sampling lies in selecting 

rich cases for study in depth” (Patton, 1990, p. 169).

“

phenomenon of interest” (Patton, 1990, p. 171). 



, “there are no rules for sample size in qualitative 

inquiry” (p. 184).

’

to “fully describe the 

phenomenon being studied, which is necessary to achieve richness and depth of analysis” 

’

’

’



– –

– –

– –

– –

Data Generation 



’

“the interviewing relationship can be frie

friendship” (p. 103)

’



’

Seidman (2019) noted that “what is important is the goal of each of the three interviews, 

not necessarily the format for pursuing the goal” (p. 25). Although I 

–

development related to teaching reading that “establish

’ experience” (Seidman, 2019, p. 21). I 

participants to “reconstruct the details of their experience within the context in 

” (Seidman, 2019, p. 21). 

’

’

’



Data Analysis Procedures

descriptive coding was appropriate for most types of qualitative studies, but “particularly 

for beginning qualitative researchers learning how to code data” (p. 134). 

“with a more attuned perspective” (Saldaña, 2021, p

“intrapersonal and 

taking” (Saldaña, 2021, p. 



’

“a way of grouping those summaries [first cycle codes] into a smaller number of 

condensed categories, themes, or concepts” (Saldaña

it “pull[s] together a lot of material from first cycle coding into more 

meaningful and parsimonious units of analysis” (Saldaña, 2021, p. 322). 

. Kim (2016) noted that researchers must be “keen 

’

their reality” (Kim, 2016, p. 175)

’

(Clandinin & Connelly, 2000). Finally, I “stor [ied]” the data to highlight 

’

’



that “coding and 

analytic memo writing are concurrent qualitative data analytic activities” (p. 58). 

’

“metamemos” 

“ ”

Trustworthiness

to “have a sense of confidence in what the researcher has reported” (p. 26). For research 



that an “ultimate truth” is not necessary for research to be believable (p. 122). Instead, 

’

“substantive 

” aspects of the study 



Positionality



Ethical Considerations

’

Chapter Summary

’





Chapter IV

’

’

’

’



’

Charis

two years. In fact, she chuckled, “[kindergarten] was the one grade level I said I would 

never teach; look at me now.” Prior to my interview with Charis, the only communication 

When asked to reflect on her first experiences teaching literacy, Charis replied, “I 

’

on experiences before I had a classroom of my own.” She credits 

the team of teachers in the grade level for helping her become “the teacher she is today.” 



modules independently. Charis said, “it was hard to get through that many hours of 

information.”

“thankful that she was at a school that was already implementing many of the things the 

modules talked about.” Instead of trying to learn a great deal of new information, Charis 

teaching literacy. She explained, “teaching kindergarten is scary because you are teaching 

the fundamentals of reading.” She takes her responsibility for teaching reading very 

’

’



other teachers “interact directly with their students in the classroom.” She feels like 

w teachers to “trust the process” when implementing Science of Reading principles. 

’



her career. She added, “you had that one student teaching experience and then went into 

the classroom.” Fortunately, there was a teacher across the hall who helped 

confident in her own classroom. Maren chuckled, “I asked her everything I could think of 

’s what I did.” As she did not feel confident making 

teacher. Upon reflection, she reasoned, “with this system it took 26 weeks before the 

students even knew all of the letters.” 

“that about killed me.” She was concerned for parents and students to see blank walls 

sultant helped her learn to create a “literate environment.” Over the next 26 days, 

created letter posters, which she reasoned, “gave [her 

classroom, from day one.” She also utilized a word wall and a great deal of 



practices. Maren ruminated, “I believe, in my heart, there were a lot of good intentions 

reading.” In fact, she noted many of these practices she maintains in her classroom today.

instruction independently, outside of school hours. She commented, “I do feel like it was 

a lot all at one time. It was just too much.” However, Maren was determined to finish the 

e thought, “okay, if 

’ ’m going to do it right.” She tried to learn and retain the 

reference. Regarding her experience of completing the modules, Maren quipped, “I 

things.” In fact, the new information made her reminisce on former students. Maren 

fretted and “cried over a ’

or if I hurt kids early in my career.” Clearly, her greatest desire is to put students first and 



She concluded, “If you’

” While the changes have not 

’

some type of literacy learning. When she began the school year, Maren wondered “if the 

students could understand everything we were being asked to teach.” She was concerned 

she marveled, “they have done really, really well. They are learning spelling rules we 

’ ’re learning.” 

“they are like little sponges. I just try to encourage that and keep them excited about 

’t ever want to dampen their spirits or their desire to learn.” Maren wishes to 

Jamey



undergraduate work, Jamey remarked: “We talked about those things [teaching reading 

’ ’

feel as prepared leaving my undergrad as I had hoped I would be.” 

“I was thrown in, in the best way.” While lesson plans were provided, Jamey had to 

her for student learning, and without another teacher in the classroom, she “felt 

nged every day when teaching literacy.” However, the academic coach at the 



One day, “everything clicked for the student. I 

do this [teach reading].” 

’

“Personally, I didn’

anyway.” However, when she began completing the modules, she noted: “These were 

’ ’

” Jamey expressed a clear preference for in

versus independent, online learning. Jamey confessed, “I tend to zone out when I’

my computer.” 

and they “swore by it.” This year, the school where Jamey teaches has fully 

“we’



.” This shift in focus allowed her to concentrate on 

Although she remarked this year was a “learning 

year” for her, Jamey felt like students gained literacy skills and made good progress 

reflected, “It made 

other literacy lessons.” 

’

confidence “a little.” 

’

during this time. Jamey worries about “pushing some students to the side in order to help 

others.” 



’

move into a counseling role, as she sees “needs beyond the classroom” which 

, “

” In the meantime, Jamey intends to help her students 

Ainsley

When asked about her preparation for teaching literacy, Ainsley remarked, “

” 

Collaborative (LC). Ainsley reflected, “d

’

.” She appreciated the frequent feedback, check

regarding literacy. In fact, the continuous communication made her feel “very supported” 



conference, Striving Readers. She described the experience as “life 

changing” and as one which set her on the path to becoming the reading educator she is 

’

“failed the quiz miserably.” This made Ainsley realize how much she still had to learn 

–

teacher possible. She reflected on this moment, noting, “How can I teach students about 

’t understand it myself?” Ainsley added, she considers herself a lifelong 

classroom, but she conceded, “I have had lots of failures along the way, also.” She 

to read to help increase their reading fluency. Ainsley emphasized, “it’

’s the responsiveness of the teacher.” She believes a 



the next lesson, since students are “learning how to be good readers and writers” in her 

–

–

concepts concurrently. Ainsley noted: “it would be great to get feedback from someone 

’ ’re learning.” As academic coaches 



Kris

is eager to try something different. Kris remarked, “I am looking forward to moving from 

lping them read to learn.” She is excited to help 

autonomous, Kris reflected, “I was having to create my own resources, which was very 

consuming.” Hence, she worked closely with the academic coach to 

noticed “a lot of success with [her] struggling readers,” she saw little growth in her 



felt like students were always “falling through the cracks.” Some students understood 

’s degree. She mused, “with the number of hours 

’ ’m getting another degree.” Substitute teachers were 

the modules was “reassuring,” as the content largely aligned 

’

’

group data to “focusing on individual student growth.” This, in combination with 

’



’

’

interventions to suggest for improvement. She mentioned how her students “have seen 

her make mistakes here and there.” She believes this is important, as her students see how 

Landis

’



at the beginning of her career. She reflected, “you walk into a classroom of 20 students, 

oment.” While there was a literacy coordinator at the school, who went in classrooms 

“scared” and “unsure” about her skill level, she still runs into a pa

modules on the Georgia Learns platform felt “very overwhelming.” There was a great 

year, she might “look for a different job.” The number of hours required to complete the 

ining was “simply too much” to have hanging over her head at the beginning of a new 

school year. Landis felt like she was “taking a college class” with much of the 



proclaimed “North Georgia twang.” 

of her literacy instruction did not change. Landis reflected, “I know a lot of things that 

work in the classroom because of trial and error over many years.” She reiterated her 

decks, and giving presentations about books to share with their peers. This is the “best 

art” of literacy in her classroom, as both she and the students enjoy the creativity in 

“showing what they know.” She looks forward to the upcoming year of students learning 



Kathryn

is a “self proclaimed lifelong learner.” Next year, Kathryn will be the academic coach at 

new role, as Kathryn hopes to help even more students by “lifting the learnin

teachers.” With new English standards being introduced in Georgia in the upcoming 

’

, “in the moment, I felt ready to teach students to read.” While she noted 

instructional strategies and techniques she knew. She reflected, “it was very f

’t know how to help them.” Even with a reading endorsement 



’

“provided the science behind why certain strategies were the best to help students move 

toward success.” The information provided regarding the five pillars of readi

’

helpful as it provided a clear basis for the “why behind what we do.” Further, common 



and her peers had hoped. Kathryn remarked, “some kids have to be guinea pigs because 

we are all figuring this out together.” While the students learned words and became better 

’

their increased competencies. She noted, “we had resources that we tried to match with 

our standards instead of starting with the standard and finding a resource to match.” In 

’

’

Summer



“I feel like I was given a lot of the basics, but because I did not practice or use 

–

somewhere in the middle.” 

’

, “I’

the modules.” Further, she 



Summer conceded, “

” She had read and listened to information from various news outlets 

“

f.” Summer is determined to help all her students learn more deeply.

in the professional learning before watching the videos. However, she remarked, “While 

’

with previously or things that I had known and forgotten.” Fortunately, many of the 

focus on literacy in a holistic way. Summer explained, “

s.” 



’

literacy. She mentioned how she felt like she had been “doing it wrong” and “felt a little 

down” immediately following completion of the modules.

, “

.” She feels empowered 

’

Summary





Chapter V

’

’

’

Lack of Preparation to Teach Literacy



reflected on her limited preparation, noting, “I only had one, short student teaching 

experience.” As Maren was hired in November, she had little time to ease into teaching. 

Similarly, veteran teacher Landis mentioned, “the classes did not adequately 

prepare me for what I was going to face in the classroom.” As she changed careers and 

on a teaching certificate to her degree, she asserted, “I was shell shocked.” Landis 



’

cy. Jamey admitted she “didn’t feel prepared leaving undergrad.” However, her 

Ainsley reflected, “I thought I was prepared until I actually started teaching.” Although 

similarly. She explained, “I was given a lot of the basics, but because I did not practice 

classroom strategies] along the way.” When she began teaching, Summer realized she 



having her own classroom. While Charis felt “somewhat prepared” in her undergraduate 

Another novice, Kris, entered teaching with an enthusiasm for literacy stating, “I 

loved reading; I was sure it would be my favorite thing to teach.” However, her 

’

Finally, one novice teacher, Kathryn, noted “when I was teaching literacy, I felt 

like I was prepared and that I was doing the best things for kids.” However, after 

admitted, “there is still so much I need to learn.” 



Confirming Current Practices

’

information was “confirmation of what I was doing in the classroom versus learning a 

eal of new information.” She appreciated her school had already begun integrating 

training videos closely paralleled her own instructional approaches. She explained, “I 

’

the same thing.” For Kris, this alignment between her practice and the training content 

was reassuring. Kathryn echoed these sentiments, adding “the training modules affirmed 

behind what we are doing in classrooms.” Her comments reflected how 



’

questioning techniques that used varied prompts to “lead them [students] to the answer 

instead of telling them the answer.” Although this concept was not new to her,

modules as largely a review of familiar concepts. Maren commented, “they [the training 

modules] covered what I expected.” She anticipated information about phonics and 

noted, “I felt like a lot of it was review for me.” Although she appreciated the refresher, 

she reflected, “if I had been a first

e the experience overwhelming.” Other experienced teachers shared similar 

is on terminology and focusing on the “nitty gritty of things,” which she found 

However, she valued the short clips showing “teachers utilizing different practices 

classrooms.” These short (5 to 6

’



appreciation for the review. She explained, “I have been teaching for a long time, so it 

was interesting to revisit information I had forgotten.” Like Landis, she found the 

stated, “I understand a lesson could work for multiple skills, but I already watched this 

once, and my time is valuable.” She suggested that a greater variety of examples would 

Changes to Practice

’



’

’

reading with a different purpose for each cycle of reading. She noted, “I saw the value 

and power for students in reading a text three times.” Charis explained how the use of 

’



’

described experimenting with “a few lessons” from a new reading program, but she found 

the experience frustrating for both her and her students, as “the examples provided did 

ollow the rule” she had just taught. The inconsistency between the materials and her 



practice. She explained how she primarily uses decodable texts because she is “trying to 

they [those in school administration] are asking me to do.” At the same time, she 

mented the “turn and talk” strategy from the GLA training modules to help students 

’

’

required, she also designed a “Bookshop Station,” where students could “shop” for books 

stamina, and fluency. Drawing from the GLA modules, Ainsley created a “fluency 

station”

where “parents time students in three, 60 second increments.” These initiatives 



that had proven effective in the past, stating, “I’ve made it work for my kids.” Her 

Inconsistent Follow-up 



’

promote innovative instructional practices. However, Charis mentioned, “we had to stop 

standards.” With the implementation of revised English standards, there simply w



–

–

’

’

ed, “as we are breaking apart our new 



received in the training modules.” Because the Science of Reading principles align with 

’

observed, “th ’t been much discussion of the information in the modules” since 

’

Increased Literacy Self-Efficacy



’

efficacy improved “a little bit” after viewing the modules, 

’

measurable improvement, which contributed to her feeling “more confident in the 

classroom.” Charis also remarked that as her students’



her confidence and prompted a shift in perspective, as she began to prioritize “individual 

growth and the success of each student” rather than relying on whole

readers. She shared, “I feel more equipped to help a student when they are struggling to 

spell something or learning how to read.” By explicitly teaching the rules of langu

’

nversations to support literacy development. Ainsley explained, “students 

need to be talking to each other to express, explain, and rationalize their own ideas.” She 

’

introduced to the SoR principles, Maren admitted she “cried over all of this because I’



wondered if I did something wrong before or if I hurt kids early in my career.” However, 

“doing it wrong” and “felt a little down” 

flect, “

.” She expressed pride in her growth and a continued commitment to refining her 

’

’

Ongoing Professional Needs



Education. Ainsley identified her need for a “literacy pacing guide,” emphasizing the 

“suggested texts” to use in her third

quality texts as “overwhelming and time consuming,” given the abundance 



academic coach, echoed the concerns of the veteran teachers, and she added, “there are so 

standard.” She expressed a desire for the Georgia Department of Education to provide 

explained, “there is so much power in seeing your next ’

the kind of instruction they are doing with students.” Because classrooms at the same 

’



She stressed, “teachers must be given adequate time to plan and collaborate together 

often.” Ainsley also noted a growing need for targeted literacy coaching, particularly 



Chapter VI

Introduction

Discussion



’

’

’

’



school district formally adopted the UFLI materials as the “course of study” in the 2024

’



’

’

’

’



’

’

’

’

’



’

’

’

’



’

Implications and Recommendations for Practice

’



’

’

’



’



Limitations

’

Recommendations for Future Research

’

’



’

’

Conclusion

’

’
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Appendix E:

You are being asked to participate in a research project entitled “
”

“Although there are no known risks associated with these research procedures, it is not always 

unknown risks.”  



“Although you





Appendix F:

• What kind(s) of training in teaching literacy did you have in your preservice 
courses?

• What types of literacy professional development training have you experienced 
during your career?

• Will you tell me about how the statewide, mandated literacy training was 
announced to the teachers at your school?

• How are teachers being asked to complete the modules? (independently, 
collaboratively, teacher in-service days, outside contract hours)

• Tell me about the content in the modules.
• What were your experiences with the content in the modules?
•

•

•

•

• Can you walk me through the experience of completing module 1?
• Tell me about the activities and delivery of the information in the modules.
• How prepared did you feel to teach literacy prior to completing the literacy 

modules?
•

•

• Tell me about your experiences teaching literacy.
•

•

• In what ways has the literacy training impacted your classroom instruction?
•

•
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