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ABSTRACT 

This research examined how teacher efficacy impacts the delivery of instructional practices. 

Teachers' self-efficacy influences critical academic outcomes and well-being in the working 

environment. Teacher efficacy is their belief in their ability to effectively handle the tasks, 

obligations, and challenges related to their professional activity. Furthermore, a significant 

correlation exists between teachers' self-efficacy and their ability to teach and improve student 

outcomes. The potential impact of building teacher efficacy related to guided reading could 

support teachers and build their self-efficacy in the process. In this study, school leaders 

provided teachers with professional development related to guided reading instructional 

practices. Guided reading is a small group instruction designed to provide differentiated teaching 

that supports students in developing reading proficiency. The action team collaborated to design 

a professional learning program to improve teacher practices. A combination of instructional and 

facilitative leadership models guided this study. The research study found that when provided 

with consistent professional learning, teacher efficacy within guided reading and the instructional 

delivery of guided reading practices improved based on data.  
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CHAPTER 1 

INTRODUCTION 

 School leaders face the challenge of building teachers' knowledge to support the effective 

implementation of instructional practices throughout the school; a teacher's efficacy relates to 

their confidence in their teaching ability. Ahmed et al. (2018) defined a teacher's efficacy belief 

as a judgment of their capabilities to bring about the desired outcomes of student engagement 

and learning, even among those students who may be difficult or unmotivated. One challenge is 

how school leaders can adopt specific strategies to support their teachers better and how this 

relates to their instructional practices. 

Teacher efficacy is derived from confidence in instructional delivery. Teachers with a 

high sense of teacher efficacy believe that all students are teachable and that they can overcome 

external adverse conditions (Twohill et al., 2022). Contrariwise, teachers with low efficacy will 

likely experience a sense of powerlessness when responding to challenges. If incapable, teachers 

may struggle with having the toolbox needed to support students; therefore, their efficacy related 

to instructing them is below standard (Nordick et al., 2019).  

There has been a direct correlation between teachers' instruction and students' 

performance (Jerim et al., 2020). For example, Kearney and Garfield (2019) discussed teacher 

behaviors for those with a strong sense of efficacy. Teachers with a stronger sense of efficacy 

tended to exhibit more significant planning and organization, were more open to new ideas and 

were more willing to experiment with new methods to better meet their students' needs. These 

things are tied to a teacher's ability to plan and deliver instruction effectively (Kearney & 

Garfield, 2019). Lesson planning and delivery align with one of the essential components of 
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teaching. If teachers understand the standard and what the students should learn, students benefit 

from their instructional delivery. If teachers can make sense of a standard, their instructional 

delivery's expected outcome will be targeted and efficient (O'Keefe et al., 2020).  

 To improve instructional practices, teachers must be provided with targeted professional 

learning to support school and district initiatives (Pharis et al., 2019); leaders must establish 

norms within their schools to develop teachers. These norms typically start with reviewing data. 

The data collected was reflective of teacher observations and student growth and achievement. 

School administrators are charged with using results from formative assessments to help make 

decisions to improve or enhance efforts during the day-to-day, weekly, or monthly operations of 

professional learning efforts (Zepeda, 2019). Therefore, there was a need for school leaders to 

determine how professional learning was delivered and how short- and long-term goals were 

developed in the process. 

Effective school leadership must combine two styles: (a) instructional and (b) facilitative. 

Instructional leadership refers to a leader knowing what strong and effective instruction looks 

like to provide feedback to guide teachers (Ismail et al., 2018). Instructional leaders recognize 

teacher needs by observing teachers and their behaviors. They then shape the vision, create a 

hospitable climate, cultivate leaders in others, and manage people, data, and processes supporting 

instruction improvement (Ismail et al., 2018). Facilitative leaders focus on building the capacity 

of individuals to accomplish more on their own and in the future (Cufaude, 2018). Another 

component of facilitative leadership is that it helps a group or team learn together to become 

more productive in the future (Cufaude, 2018).  

Ma and Marion (2021) focused on principals' perceptions of building managers. The 

authors stated that the expectation was that principals were responsible for the quality of teaching 
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and learning, curriculum, and staff motivation and capacity development. Although instruction is 

the leading focus, it can get lost in the shuffle of the daily task. However, when strong 

instructional practices are in place, principals and teachers can establish trust, improving teacher 

efficacy. This will require principals to provide quality feedback by focusing on being 

instructional leaders rather than only building managers. Dickau (2021) reported that when 

teachers can see themselves as capable of providing instruction to their students that impact their 

achievement levels, teacher efficacy can be significantly increased. One effective strategy that 

can increase teachers' self-efficacy levels is guided reading. Guided reading can assist teachers in 

seeing themselves as being capable due to an effective learning environment built to improve 

their student's achievement levels. Guided reading is a research-based small group instruction 

that supports essential comprehension and critical thinking skills (Van Allen & Zygouris-Coe, 

2019). Guided reading allows explicit instruction to meet students' individual needs (Darling-

Hammond et al., 2020; Phillips et al., 2016).  

The Problem 

 Fountas and Pinnell (2021) defined guided reading as a small-group instructional context 

in which a teacher supports each reader's development of systems of strategic actions for 

processing new texts at increasingly challenging levels of difficulty. During guided reading, 

teachers have students participate by coming to a table with a small group of students to read a 

text at their instructional level. Students also analyze the text and engage in a word activity, and 

teachers make one or two teaching points. Sometimes there is writing included as well. This 

allows the teacher to listen to the students and take anecdotal notes as they observe student 

performance (Fountas & Pinnell, 2021). 
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 Guided reading was an approved instructional strategy for Greenville Anderson School 

District (GASD). This strategy and Reader's Workshop were implemented as part of the Johnson 

Elementary School (JES) improvement plan. The continuous school improvement plan stated 

that guided reading would improve reading and English language arts scores. This action strategy 

also stated that professional development would take place through guided reading. School 

administrators and instructional support personnel observed guiding reading groups and provided 

feedback. Lastly, grade-level teams engaged in professional learning communities, data 

meetings, and collaborative planning meetings to support the implementation. 

While, at first glance, Johnson Elementary school's neighborhood reflected that of a 

suburban environment, the school population and scenarios faced daily reflected those of an 

urban area. What was once a thriving neighborhood filled with homeowners was now with 

renters who primarily received government assistance. The rent prices fluctuated in the 

neighboring apartments, and because of this, many families came and went. Therefore, the 

student body was considered transient. 

The students were transient at Johnson Elementary, but the demographics of the students 

stayed the same. Johnson Elementary had approximately 500 students. Approximately 91% were 

African American, 7% were Hispanic, 3% were Multiracial, 1.4% Asian and American Indian, 

and Alaska Native. Due to the low average income, 100% of the students were classified as 

economically disadvantaged. At the time of the study, all students received Free/Reduced Lunch, 

which qualified Johnson Elementary as a Title I school. Although Johnson was a predominately 

English-speaking school, 5% of the students received English to Speakers of Other Language 

services (ESOL). The ESOL population had pockets of Spanish and Asian-speaking students 

who had formed a community within the school population. Gifted students only made up 2.6% 
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of the population, and 11.3% of the school population comprised students with disabilities. This 

information about the school population was significant. Most of the students were performing 

below grade level in reading. 

Considering student levels, many classrooms at Johnson Elementary were Early 

Intervention Programs (EIP). EIP was a class setting for students that were performing below 

grade level. Based on school data, this scheduling demonstrated that students at Johnson 

Elementary needed additional support. This model supported the implementation of guided 

reading by allowing teachers additional time to provide small-group instruction to students. 

 Although guided reading was written and considered in place at Johnson Elementary, 

teacher efficacy was low. Johnson Elementary teachers continued complaining about a lack of 

resources and understanding to guide them through the process. Ultimately, they sought a basal 

to follow instead of trusting themselves and creating their lessons. Despite having the resources 

and materials needed to implement Guided reading effectively, teachers still requested additional 

materials and resources.  

 Teachers often requested scripted teacher guides to effectively teach reading even though 

Johnson Elementary had an extensive fiction and nonfiction guided reading bookroom, including 

Fountas and Pinnell Leveled Literacy Instruction kits (LLI) and Developmental Assessment 

Reading kits (DRA). In addition, the most recent Georgia Milestones assessment scores showed 

that 42% of 3rd-5th students scored in the beginning learner category for ELA. Therefore, 

administrators formed an action team and were recommended to implement a plan that built 

teacher efficacy as they moved towards implementing best practices in the classroom. 
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Purpose 

 This research aimed to equip teachers with the skills to teach Guided reading effectively. 

Johnson Elementary School (JES) was a predominantly Black school; all students received free 

and reduced lunch. JES was an urban school with approximately 80% of students considered 

economically disadvantaged. Students at JES typically performed below average in English 

Language Arts on the Georgia Milestones and their Measures of Academic Progress (MAP) 

Data. 

Refining guided reading instructional practices through professional learning and using 

an instructional coach to model instruction and provide feedback-built teacher confidence and 

supported students' improvement. These things depended on the school administrators being 

instructional leaders and providing guidance and opportunity for them to occur. If guided reading 

becomes a part of the building culture, this could positively impact the school building's 

collective efficacy. 

Research Questions 

The following research questions were created concerning the problem and purpose at 

JES. Answering these questions helped build teacher efficacy, collective efficacy within the 

building, and guided reading as an instructional practice.  

1. How do teachers perceive the impact of structures put in place to build and 

maintain Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 

3. What role does an Action Research Team play in collaborating to support and 

build that will impact teaching in Guided reading in an urban setting? 
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Definition of Terms 

Teacher Efficacy: A teacher’s belief is a judgment of his or her capabilities to bring about 

the desired outcomes of student engagement and learning, even among those students who may 

be difficult or unmotivated (Thornton et al., 2020). 

Guided Reading: A small-group instructional context in which a teacher supports each 

reader's development of systems of strategic actions for processing new texts at increasingly 

challenging difficulty levels (Davis et al., 2019). 

Instructional Leadership: A leader knows what good and effective instruction looks like 

and can provide feedback to guide teachers (Neumerski et al., 2018). 

Facilitative Leadership: A leader building the capacity of individuals to accomplish more 

on their own and in the future (Lysova et al., 2019). 

Theoretical Framework 

 Murphy and Hallinger's (1985) instructional leadership theory connected to the research 

because the study related to how instructional leadership impacted teacher efficacy in guiding 

reading instructional practices. The study aimed to help teachers build their self-efficacy to 

improve their instructional delivery by ensuring the school's instructional program was in place. 

Structure and defined goals supported the climate and the building of teacher motivation and 

confidence. If teachers knew the school's mission, which in this case was related to guided 

reading, they would provide instruction geared toward managing the instructional program. 

School administrators supervised and evaluated guided reading instruction and monitored teacher 

and student progress. Building teacher efficacy by providing professional development included 

enforcing standards, protecting instructional time, and maintaining visibility (Murphy & 

Hallinger, 1985). 
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 Another theoretical framework explored was facilitative leadership. This framework 

related to the study because it demonstrated how leadership could establish collective teacher 

efficacy by communicating clearly and establishing shared goals. In addition, this framework 

supports building social and interpersonal relationships and enhancing trust (Nordick et al., 

2019). Another highlight of facilitative leadership related to Johnson Elementary was scaffolding 

collaboration. With the wide range of teacher experience, scaffolding collaboration, and 

professional learning were vital in understanding the diverse needs of the building. 

Figure 1.1 

Murphy and Hallinger’s (1985) Model of Instructional Leadership and Nordick et al.’s 
Facilitative Leadership in Actuating Collective Teacher Efficacy. 

 

Logic Model 

 Teachers develop self-efficacy with sources of efficacy (performance outcomes, verbal 

persuasion, physiological feedback, and vicarious experiences) and instructional leadership 
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(Cansoy & Parlar, 2018). The building developed a shared vision between teachers and 

instructional leaders and the relationship with performance outcomes. This model fits this study 

because it provided a cycle demonstrating how sources of efficacy and instructional leadership 

impacted teacher efficacy. 

 This model considered the sources of efficacy, how they were processed, and how school 

leaders analyzed teacher competence to create a shared vision, develop professional learning, and 

build teacher performance. Concerning the study, administrators needed to observe teachers 

teaching guided reading to understand the needs of the building. After building needs were 

assessed, guided reading professional learning was offered to build teacher competence and 

efficacy. With a shared vision of leaders and teachers and professional learning, teacher efficacy 

improvement concerning guided reading instruction was the consequence. 

Figure 1.2 

Logic Model Graphic: Based on Tschannen-Moran and colleagues' Integrated Model of Teacher 
Efficacy and Instructional Leadership: A Research-Based Guide to Learning in Schools by 
Woolfolk Hoy and W. Hoy (2009) 
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Overview of the Methodology 

 This action research aimed to implement practical guided reading professional learning 

sessions to impact teacher efficacy. The professional learning occurred across various sessions to 

show teachers how to create instructional groups, establish rituals and routines for the work 

period, review guided reading texts for small groups, and deliver appropriate instruction for 

students depending on their Lexile level. In guided reading, teachers should use the opportunity 

to carefully select texts and provide intentional and intensive teaching of systems of strategic 

activity for proficient reading (Fountas & Pinnell, 1996). 

       Action research aligned with this study because guided reading was an action-based 

systematic assessment that helped determine the strengths and needs of students (Pearson, 2021). 

When using guided reading, homogenous student grouping supported effective reading 

instruction. The teacher selected texts from a leveled reading library with varying difficulty 

based on the students' needs. Based on the text, a guided reading instructional delivery process 

varies (Pearson, 2021). This process promoted reading comprehension as it was a component of 

a balanced literacy approach. 

The guided reading approach was a research-based strategy that supported the 

development of reading comprehension at Johnson Elementary. This research was conducted 

with teachers of varying grade levels. The action research team developed the rollout of 

professional learning related to guided reading instruction. This supported teacher efficacy by 

providing teachers with a foundation of what to expect and strategies to support their students. It 

equipped teachers to support students with reading instruction. 

       The data collection process began with a teacher survey that assessed teacher efficacy 

and their level of understanding of guided reading. Student data from previous Georgia 



 

 

11 

 

  

Milestones, Measures of Academic Progress (MAP), Benchmarks, and teacher assessments were 

collected to provide a base score for where students were with reading comprehension and 

fluency. These data were assessed in the study's outcome to build teacher efficacy and improve 

the delivery of guided reading instruction.  

Interventions 

      This research took place from August to December 2022 and included three action 

research cycles. Each cycle was eight weeks long and included interventions based on 

professional development. Before professional development occurred, teacher efficacy, task, and 

competence were examined. Instructional leadership ensured that all components were in place 

and that a shared vision was developed based on the assessment of teachers and students. After 

providing professional learning, a shared vision was created, Guided reading was implemented 

into classroom instruction, and the consequences of developing teacher efficacy were assessed.  

 These interventions provided support for teachers and students. Building teacher 

knowledge and skillset helped in the delivery of instructional strategies. Providing the teachers 

with guided reading and professional learning supported teacher and student needs. During this 

process, data emerged from assessing teacher efficacy in supporting students in an urban 

environment and student growth.  

Significance of the Study 

This study collected qualitative data from first through fifth-grade teachers' self-efficacy 

related to guided reading instruction. These teachers were selected to support monitoring the 

progress of guided reading instruction throughout the building. Teachers in first through second 

grades were newer teachers who needed foundational support with the guided reading 

instructional strategy. Teachers in third through fifth grade were provided professional learning 
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to continue developing the practices in place. This study was critical because of the potential 

impact it could have on students at Johnson Elementary. Many of the students were performing 

below grade level. The practical implementation of guided reading hopes to develop teachers and 

provide them with instructional strategies. Providing teachers with professional learning and 

various student strategies will support teacher development and efficacy.  

      According to Ciullo et al. (2019), guided reading aided differentiated instruction, explicitly 

teaching all aspects of reading— comprehension, fluency, vocabulary, and word-solving 

strategies- and deepened comprehension through discussion of a more challenging text than 

independent level and developed the ability to talk about texts. Teachers need intensive, ongoing 

professional development connected to practice (Phillip et al., 2016). In considering this, 

increasing teacher knowledge by providing professional learning hopes to foster student growth. 

Within this study, to make the guided reading journey successful, teachers used resources that 

included a leveled book room and training on how to use it (Ciullo et al., 2019). 

Organization of the Dissertation 

      Chapter 1 provided an overview of the study, the problem, the research questions, the 

demographics of the students, and the action research plan of implementation. Points were 

examined that assessed teacher efficacy and their growth and development by providing guided 

reading instruction. Chapter 2 reviews the literature to support the research of appropriate 

strategies and effective implementation of Guided reading. Chapter 3 will cover the methods and 

strategies implemented and review the study's context. Chapter 4 will review and examine the 

findings from the implemented study. Chapter 5 will report the study's findings and assess the 

effectiveness of Guided Reading practices implemented at Johnson Elementary. Chapter 6 will 
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conclude the dissertation by providing a summary and discussion of the study. Based on the 

findings, this chapter will also review the implications of school leadership. 
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CHAPTER 2 

REVIEW OF THE RELATED LITERATURE 

 This research aimed to equip teachers with the skills to teach Guided reading effectively. 

Johnson Elementary School (JES) was predominantly Black; all students received free and 

reduced lunch. JES was an urban school with approximately 80% of students considered beneath 

the poverty level. Students at JES typically performed below average in English Language Arts 

on the Georgia Milestones and their Measures of Academic Progress (MAP) Data. Refining 

guided reading instructional practices through professional learning and using an instructional 

coach to model instruction and provide feedback-built teacher confidence and supported 

students' improvement. These components depended on the school administrators being 

instructional leaders and providing guidance and opportunity for them to occur. If guided reading 

became a part of the building culture, this could positively impact the school building's collective 

efficacy.  

The following research questions were created concerning the problem and purpose at 

JES. Answering these questions helped build teacher efficacy, collective efficacy within the 

building, and guided reading as an instructional practice.  

Research Questions 

1. How do teachers perceive the impact of structures put in place to build and maintain 

Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 
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3. What role does an Action Research Team play in collaborating to support and build 

that will impact teaching in Guided reading in an urban setting? 

Guided Reading 

Guided reading is an instructional pedagogy in which the teacher offers the framework 

and purpose for reading and reacting to the content read (Nicholas et al., 2021; Ramsa & 

Rawian, 2021; Sya'ban & Reflinda, 2021). The balanced literacy and Reading Recovery 

programs that originated in New Zealand are the foundation for guided reading, which has 

become an essential component of reading instruction for children worldwide (Morris, 2019; 

Taylor, 2021).  

The idea of guided reading was brought to the forefront of the education system in the 

United States in 1996 when Fountas and Pinnell published “Guided Reading: Good First 

Teaching for All Students.” This book was instrumental in bringing the concept of guided 

reading to the forefront of the education system in the United States (Shelton, 2021). As a result, 

they were a component of a more comprehensive and comprehensive framework for the 

instruction of literacy (Shelton, 2021). The children reading at a level below their grade level 

were allowed to advance in their reading levels and, more importantly, catch up during the 

guided reading (Chai et al., 2020; Geuke, 2022).  

In the late 1800s, teachers in the United States began experimenting with using small 

groups to handle the large variety of students' abilities within a single grade (Fountas & Pinnell, 

2010; Thomas & Dyches, 2019). The students work in smaller groups to learn new material 

together during the guided reading time. Because studies conducted over the past two decades 

have shown that children who get off to a slow start in reading have little chance of ever catching 

up, preventing reading difficulties has become a priority (Shelton, 2021; Thomas & Dyches, 
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2019). In a similar vein, the expectations placed on children who possessed diverse levels of 

reading ability varied.  

The Common Core State Standards (CCSS) encouraged lecturers to engage their pupils in 

the in-depth reading of high-quality and complex books. However, the proposition that poor 

readers made more substantial comprehension gains by reading grade-level texts with 

appropriate support (such as assisted reading) is contentious (Carillo, 2019; Johnson, 2019; 

Loveless, 2020). According to the findings, students cannot improve their reading ability with 

complex texts (Carillo, 2019; Johnson, 2019; Loveless, 2020). Suppose students were only ever 

presented with complex language. In that case, they might grow worn out or frustrated by their 

attempts to absorb subject matter above and beyond their intellectual capacity. When the level of 

difficulty of the tasks was too high, students' behavior and the percentage of tasks they 

completed dropped significantly (Carillo, 2019; Johnson, 2019; Loveless, 2020). When students 

were given work that was appropriate to their instructional levels, on the other hand, they were 

more likely to finish and understand their tasks and remain focused on the subject at hand 

(Carillo, 2019; Johnson, 2019; Loveless, 2020). 

In addition, students reading below their grade level did not benefit from exposure to 

more difficult language alone to become successful text readers at their grade level (Ankrum, 

2022; Hodgkinson & Small, 2018; Kelly, 2020). The success of guided reading can be attributed 

to the student's educational development benefit because it is adapted to their skill levels. In 

addition, pupils' concentration and attention levels when the instructor speaks in class depend on 

the complexity of the texts being discussed (Ankrum, 2022; Hodgkinson & Small, 2018; Kelly, 

2020).  
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When students were given reading material appropriate for their instructional level rather 

than their independent level or level of annoyance, they were significantly more focused and 

invested in the learning process. This was because the reading material was tailored to their 

instructional level. The framework allows for rich language-based encounters with texts in 

whole-group, small-group, and individual contexts (Ankrum, 2022; Hodgkinson & Small, 2018; 

Kelly, 2020).  

The instructional framework for guided reading comprises whole-class interactive read-

aloud and reading workshop minilessons, small-group literature discussions, small-group guided 

reading, and individual reading conferences (Ankrum, 2022; Hodgkinson & Small, 2018; Kelly, 

2020). In a classroom that faithfully adopted balanced literacy, the students worked in large or 

smaller groups, depending on the activity that needed completion. During guided reading, 

students were grouped according to their reading ability and requirements (Ankrum, 2022; 

Hodgkinson & Small, 2018; Kelly, 2020). Within contemporary reading teaching in the United 

States, guided reading has emerged as one of the most successful practices in recent history 

(Ankrum, 2022; Hodgkinson & Small, 2018; Kelly, 2020). 

Positive Effects of Guided Reading 

Reading instruction in guided reading has been shown to improve student's general test 

performance and their comprehension and fluency in reading (Chamli, 2022; Odell, 2012; 

Taylor, 2021; Reid, 2020). Teachers provided differentiated instruction to students during guided 

reading because they could meet students at their instructional reading levels, guide them 

through decoding and comprehending text, and instruct them in the habits and strategies to help 

them become proficient readers. This allowed teachers to provide truly differentiated instruction. 

The essential aspect of supporting beginning readers in gaining the abilities necessary to become 
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self-sufficient is receiving instruction from a knowledgeable instructor (Chamli, 2022; Odell, 

2012; Taylor, 2021; Reid, 2020).  

Students with low levels of academic achievement who were denied opportunities to 

participate in guided reading instruction fell even further behind their classmates who were given 

such opportunities (Talerico, 2018; Jones & Feng, 2022; Sioringas & Steier, 2019). In the long 

run, teachers can save time by avoiding the need for remediation, and guided reading instruction 

is a proactive strategy by being sensitive to the needs of students through a high-quality teaching 

framework (Talerico, 2018; Jones & Feng, 2022; Sioringas & Steier, 2019). 

Through guided reading, teachers were allowed to adapt their instruction to meet the 

specific needs of individual pupils. Reading comprehension skills were instructed, and the 

instructor's function was expanded to include that of a coach for the students (Talerico, 2018; 

Jones & Feng, 2022; Sioringas & Steier, 2019). The children's reading fluency increased, their 

aptitude for creative problem-solving strengthened, and they developed an appreciation for the 

literary art form due to guided reading, which encouraged independent reading (Talerico, 2018; 

Jones & Feng, 2022; Sioringas & Steier, 2019). 

Students received instruction on reading strategies and academic reading comprehension 

when participating in guided reading activities. The format of guided reading lessons may have 

been altered to accommodate the various reading levels of the students (Talerico, 2018; Jones & 

Feng, 2022; Sioringas & Steier, 2019). However, the overarching objective remained the same: 

to assist children in enhancing their reading abilities by providing them with progressively more 

challenging reading material and extensive individual attention during the time designated for 

reading (Talerico, 2018; Jones & Feng, 2022; Sioringas & Steier, 2019). 
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Students reading below grade level would benefit from guided through a suitably 

demanding text based on their instructional reading (McNeil, 2022). Evidence suggests that 

guided reading benefits students of all reading levels, particularly upper elementary students 

(McNeil. 2022; Taylor, 2021). Students in middle school who have trouble reading literature at 

their grade level might have benefited from guided reading if it had been implemented earlier; 

however, it was more focused on early grades during the learning-to-read years.  

Fountas and Pinnell (2010) stressed the significance of elementary kids receiving 

individualized teaching to become proficient readers. Students could apply what they had learned 

in the lesson context to other reading activities when they participated in guided reading, 

providing the appropriate atmosphere. Using texts that are appropriate for the instructional level 

of the students in the group, concentrating on reading strategies that are appropriate for that stage 

in the students' development, monitoring the students' progress frequently and consistently, 

maintaining the groups' flexibility and dynamic nature, and working toward the development of 

independent and fluent readers are all hallmarks of guided reading (Thomas & Dyches, 2019).  

Students' reading abilities were evaluated throughout the academic year (Reutzel & 

Fawson, 2022). The children were separated into groups tailored to their reading levels and 

requirements. Students were taught the abilities of text comprehension, discussion, and analysis 

in a small group environment through guided reading. Teachers ensure that each student's 

reading needs and habits are fulfilled with just the right texts (Reutzel & Fawson, 2022).  

As the teachers kept a close eye on their students and evaluated them consistently during 

guided reading classes, they could make any necessary adjustments to the groups. Because the 

classification was intended to develop over time, it is either dynamic or adaptive (McNeil, 2022; 

Morris, 2019; Krauch, 2020). Educators were given the latitude to adjust as necessary, which 
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ensured continuous differentiation. In the guided reading group, the instructor had ample 

opportunities to see students reading material that was appropriately challenging for them, 

allowing her to make well-informed instructional decisions (McNeil, 2022; Morris, 2019; 

Krauch, 2020). The children's reading ability in the smaller groups was roughly the same, and 

the educational demands that each subgroup placed on their teachers were virtually identical 

(McNeil, 2022; Morris, 2019; Krauch, 2020). 

 Students were constantly rotated among the various study groups that were available. As 

students achieved varied academic progress, their groupings were adjusted to continue to derive 

the maximum educational value from their activities (McNeil, 2022; Morris, 2019; Krauch, 

2020). As a result of the varying rates at which students migrated during the year, class groups 

were continuously being reshuffled. If a teacher had a hunch that a student was struggling too 

much or getting bored too soon with the assigned content, they might have given the student 

additional reading assessments. Each student's reading levels were considered while placing 

students in the appropriate reading groups (McNeil, 2022; Morris, 2019; Krauch, 2020).  

Students were divided into groups for guided reading, where they were expected to read 

at or very close to the same level. Typically, guided reading is taught in small groups (McNeil, 

2022; Morris, 2019; Krauch, 2020). Students at or very close to the same reading level had many 

of the exact requirements. The structure of guided reading instruction allowed teachers to 

differentiate for all their students by addressing those needs within a small group guided reading 

lesson (McNeil, 2022; Morris, 2019; Krauch, 2020). It was challenging to develop a multilayer 

version of the practice because there is no single text that can be certain to be suitable for all the 

children participating in a guided reading group. To make accommodations for their students, 

teachers frequently must be creative. Some teachers chose to do guided reading with a student 
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volunteer in the classroom (Young, 2022). In addition, teachers could utilize flexible grouping to 

differentiate the instruction they provided for their guided reading groups. This consisted of 

spending variable amounts of time with each group. Using a running log, teachers must assess 

each student's reading instruction level before commencing guided reading with students. This 

must be done before beginning reading instruction with students. Running records provide 

evidence of how well children are learning to direct their knowledge of letters, sounds, and 

words to understand the messages in the text" if they are kept methodical (Gregory, 2021; Snow 

et al., 2021; Starks, 2018).  

A "text gradient" or "leveling" technique was developed by Fountas and Pinnell (2012) to 

better accommodate the various levels of reading ability across pupils. The student's progress in 

the class was monitored and used to determine the appropriate teaching level for each student 

individually. The purpose of maintaining a record was to assist in determining the present 

learning trajectory of the pupil. The logs provided insight into the requirements that were needed. 

If a teacher knew what her students needed, she could adapt her lessons to meet those needs 

(Domongas & Doctor, 2019; Khaliq et al., 2022). It was vital to develop a productive habit to 

facilitate guided reading. The agenda also detailed the activities the instructor had planned for 

the students to participate in when they were not at the guided reading table. As a teacher sets 

guided reading groups for students, the students in those groups help inform the teacher's 

selection of books to utilize in those groups as guided reading materials (Domongas & Doctor, 

2019; Khaliq et al., 2022).  

A guided reading experience that effectively nurtures and supports both reading and 

readers is the result of many factors coming together in the classroom, including the instruction 

provided by the teacher during the guided reading lesson, the text that is "just right," the amount 
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of time spent in guided reading, and the students. They are selected to be in each group for 

guided reading (Nicholas et al., 2021; Reeves, 2022; Van Allen & Zygouris-Coe, 2019). Every 

stage of the guided reading lesson is designed to serve as a model for the reading habits, and 

process teachers have high hopes their students will utilize when reading on their own (Nicholas 

et al., 2021; Reeves, 2022; Van Allen & Zygouris-Coe, 2019). When left to their own devices, 

students are more likely to use the inefficient reading practices they picked up during guided 

reading (Handy Helpers for Nicholas et al., 2021; Reeves, 2022; Van Allen & Zygouris-Coe, 

2019). Throughout guided reading classes, teachers should make it a point to teach and model 

comprehension strategies for students, such as inferring, synthesizing, analyzing, and criticizing 

the text. Educators must ensure that students utilize the most helpful comprehension strategies 

for every piece of reading they do (Nicholas et al., 2021; Reeves, 2022; Van Allen & Zygouris-

Coe, 2019). 

The National Institute of Child Health and Human Development discovered that 

instructing students in various reading comprehension strategies was the most effective way to 

improve their ability to remember the material, come up with questions, and synthesize what 

they read (Miller, 2020). According to various studies in guided reading, students focus on 

various comprehension abilities rather than just one or two throughout any given lesson or unit, 

which starkly contrasts the approach adopted by most basal texts. The brain is responsible for the 

strategic actions that take place when reading, and a skilled reader's brain forms a network 

comparable to that of a computer, albeit one that is both more complex and faster (Duke et al., 

2021; Graham, 2020; Seidenberg et al., 2020).  

During guided reading, students were given material suitable for them and not overly 

complicated. This allowed the students the opportunity to practice a variety of tactics for 
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improving their understanding. Teachers should provide the relevant book at the right moment to 

instruct students on how to put their comprehension skills into practice. Students can read for 

understanding and fun during the guided reading class (Duke et al., 2021; Graham, 2020; Miller, 

2020). Teachers should maintain a close eye on their students. At the same time, they read and 

discuss, making mental notes of the students' questions, their responses to the teacher's 

demonstration of skills and tactics, their interactions with one another, and their written 

responses to the text. When students are engaged in guided reading, teachers must be able to 

encourage and direct them appropriately (Duke et al., 2021; Graham, 2020; Miller, 2020). 

Teachers must listen to and watch their students read aloud in group and private settings 

(Bano et al., 2018; Brandt et al., 2021; Miller, 2020). The primary focus of guided reading 

courses should be instructing students in strategies that will help them better comprehend the 

material they read. It discussed how to improve one's word choice and fluency, as well as how to 

acquire data, make forecasts and adjust one's course of study (Brandt et al., 2021; Olszewksi, 

2019; Shelton, 2021). During the guided reading lesson, the students gained the ability to 

monitor and evaluate their levels of understanding (Gregory, 2021). Lessons in guided reading 

that include a meaningful conversation between the instructor and the students can be valuable. 

New understandings can be developed by enhancing knowledge, understanding, and judgment 

(Gregory, 2021). Through in-depth discussions of the subject, students' abilities to apply prior 

knowledge in text interpretation were awakened (Gregory, 2021).  

To make the most of their class time, many teachers would include additional information 

in the guided reading lessons they gave their students. Consequently, the difference between 

reading and learning was highlighted (Gregory, 2021). When implemented in the context of 

guided reading, this content-based reading instruction proved to be the most successful. The 
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reading material assigned to the students ought to be suitable for the education they are currently 

pursuing (Hernandez, 2020; Koda, 2019; Reynolds & O’Loughlin, 2019). It may be challenging 

for a teacher to discover material suitable for each student's instructional level while also making 

the most of the time allotted for guided reading to educate students about a particular topic. In 

addition to facilitating students' access to text that enhanced their comprehension of scientific 

and social studies topics, the primary goals of guided reading were to provide students with a 

diverse array of reading materials and to maintain the self-esteem of students with difficulty 

reading (Gregory, 2021; Hernandez, 2020; Koda, 2019; Reynolds & O’Loughlin, 2019). 

In a guided reading lesson, teachers should take a scaffolded approach, providing 

students with the assistance they require at various moments throughout the class. Through 

scaffolding, teachers could determine the kids' current developmental stages and adapt their 

lesson plans accordingly (Cook & Sams, 2018; Hudson & Barefoot, 2018). Students are 

supposed to deliver an introduction to and read aloud from the prescribed text, which they 

usually accomplish in isolation and quiet. While the teacher observed, students read aloud to 

themselves in complete silence. Reading the assigned material was not the instructor's 

responsibility, but the class was whole. The students were often directed through predetermined 

teachings (Cook & Sams, 2018; Hudson & Barefoot, 2018).  

Teachers need to give the students more time to work with the content for the guided 

reading activity to benefit everyone. There was no "round robin reading," where each person 

would wait to read aloud from a designated book (Cook & Sams, 2018; Marino, 2019; Nicholas, 

2022). On the other hand, they may read either in a choral group with other students or silently 

by themselves. Every student had an extremely keen interest in the topic during the entirety of 

the guided reading class. Teaching skills that aid in understanding diverse text types throughout 
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the reading process is vital. The group's expectations define the focus of instruction in a guided 

reading group, and the teacher may request either spoken or written responses from the pupils 

(Burke, 2022; Yi et al., 2019). Teachers frequently use level-appropriate word practice as a 

culminating activity in guided reading lessons so that students can consolidate the knowledge 

they have gained throughout the lesson (Cook & Sams, 2018; Marino, 2019; Nicholas, 2022).  

Continuous evaluations of students and their requirements should serve as the basis for 

decisions regarding instruction (Presley, 2008). No one answer was definitively correct that 

determined them. Instead, teachers should avoid rigorously sticking to protocols that could stifle 

students' ability to generate their insights and limit the possibilities of guided reading 

(Berkowitz, 2022; Presley, 2019). Reading instruction needs to be adapted on the fly by teachers 

to accommodate guided reading, which is based on the specific requirements of each student. 

Certain practices and routines may have developed over time. This is because assessment-

informed instruction was utilized in developing and refining guided reading groups; hence, the 

groups will develop over time (Berkowitz, 2022; Presley, 2019). 

 Continuous evaluation throughout the guided reading lesson allowed teachers to be 

notified when students were making progress or falling behind, even though teachers could use 

student records to determine the learning levels of their pupils. Grouping pupils for guided 

reading was dynamic and adaptable, with group membership often moving in response to test 

outcomes. This significantly shifts from the previously established ability groups (Berkowitz, 

2022; Presley, 2019). How pupils react to texts varies greatly. Students who read below their 

grade level may only use a tiny subset of these reading strategies when they read because they 

have not been taught additional reading strategies or provided scaffolded practice with them 

(Berkowitz, 2022; Presley, 2019).  
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Students participate in guided reading by reading content geared toward their reading 

levels in small groups with a teacher nearby to assist them if they get stuck or have questions 

while they read the material. The ability of students to respond to a text in various ways may be 

directly tied to how well they read, where "read" refers to texts at or above the student's grade 

level (Hulan, 2010, p. 61). Within guided reading, students could hone their comprehension 

abilities by working with a text that was only slightly more difficult than it was for them to read 

on their own (Berkowitz, 2022; Ramsa & Rawian, 2021; Yi et al., 2019). According to Hulan 

(2010), there was a correlation between the time children spent in peer discussion and their 

perceptions of the significance of reading (Hulan, 2010). Discussing the subject matter sparked 

deeper reflection and investigation into the topic. Students could develop their point of view 

while simultaneously gaining an appreciation for the perspectives of individuals in their 

immediate environment (Hulan, 2010). 

 Students are engaged in active reading when they are required to pause what they are 

reading and think about what they are reading because of the class conversation during a guided 

reading lesson (Joshi et al., 2009; Masharipova & Mizell, 2021). Children will not gain any 

knowledge from what they are reading if they are not actively interested in what they are 

reading. Through guided reading, students were allowed to read and critically analyze content at 

their instructional level while receiving direct instruction and assistance from a teacher 

(Masharipova & Mizell, 2021). Joshi et al. (2009) gave the Survey of Language Constructs 

Related to Literacy Acquisition to 78 college and university professors instructing reading 

courses to preservice teachers. These professors were responsible for teaching reading in their 

respective institutions. Sixty-eight of the 78 participants held a doctoral degree, while the 

remaining ten were students working toward their doctorate. The 78 people who participated in 
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the study were all lecturers at one of the 30 colleges and institutions in the southwestern United 

States. These lecturers were responsible for teaching between two and four reading lessons to 

students planning to become future teachers. All 78 participants who participated in the test had 

complete faith in their ability to teach reading. Joshi et al. (2009) found that despite the high 

levels of education held by these academics, their knowledge of reading abilities was lacking. 

Joshi et al. (2009) also did a similar study with 40 more participants recruited from 12 

institutions in the same midwestern state. The study replication included forty participants, each 

holding a doctoral degree in a relevant field. Joshi et al. (2009) found that the same problems 

with core reading comprehension persisted even in the replicated trial. This set of skills 

encompassed the fundamental aspects of reading comprehension, including phonemic awareness 

and phonics, amongst other related topics. The research that Joshi et al. (2009) conducted 

highlighted that many aspiring teachers must possess the foundational knowledge to teach 

reading successfully and efficiently to their pupils.  

Researchers also studied teachers' perceptions of the best way to teach foundational 

competencies, and the responses of preservice teachers and in-service teachers showed a 

significant difference in opinion. The majority believed essential competencies should never be 

taught in isolation but rather a group of competencies taught together in context. Perkins and 

Green (2018) asked preservice teachers, also called student teachers, about their perspectives on 

reading instruction via a series of interviews. Twelve participants were in the study, with six 

individuals contributing from each of the two cohorts. In addition to their initial teacher 

preparation, each group had also finished a postgraduate program for an entire year. The training 

was provided to three members of each group of six in the cohort who would be responsible for 

instructing children aged 3 to 7, and the same number would be trained to instruct children aged 
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7 to 11. In the interviews with aspiring teachers, the researchers wanted to allow them to talk 

about reading and teaching from the perspective of a social construct. The responses of the future 

teachers revealed that most of them believed that the method that was utilized to teach reading to 

the future teachers was also the most effective method for teaching reading to the children they 

will eventually teach.  

Teachers’ Perceptions and Practice of Guided Reading 

Teachers of students in lower grades were more likely to use guided reading daily than 

teachers in higher grades. Researchers also mentioned that teachers needed more time to offer 

guided reading to their students and that teachers must be provided with all the materials and 

support required for guided reading instruction to be successful (Reid, 2020; Rogerson, 2018; 

Ugonnaya Etumnu, 2018). Implementing the Common Core State Standards (CCSS) and other 

standards with comparable requirements have led to a need for increasingly difficult reading 

content across the board in educational programs. Even though "many literacy experts warned 

that irritating early readers would be disastrous," neither instructional-level literature nor small-

group instruction was included in the Common Core State Standards or similar standards 

(Morlock, 2021; Skinner et al., 2018).  

It is possible that students' high expectations for challenging content shaped teachers' 

views of how to implement guided reading in the classroom. Despite Fountas and Pinnell's 

(1996) comprehensive definition of guided reading instruction, its implementation in classrooms 

appeared to take many different shapes. Guided reading might vary significantly from classroom 

to classroom (Schiebel,2018). There was a wide range of student populations present in each 

classroom. It was also evident that the reading levels taught in each school covered a broad 
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spectrum. Some classrooms had three small groups, while others had four, all depending on the 

instructional reading levels of the students in a classroom (Schiebel,2018).  

No matter the classroom circumstances, the instruction provided for "guided reading" 

must have all the necessary components; otherwise, it should not be labeled "guided reading." 

Reeves (2011) concluded that guided reading is used to "provide a demonstration of skills, 

strategies, responses, and procedures; provide interventions around scaffolded instruction for 

students; facilitate a group response between students around a shared text; or facilitate a group 

response between students around multiplication," based on the findings of a survey that was 

given to 45 teachers at a K-6 public school in Western New York (Reeves, 2011, p. 12). Two-

thirds of teachers indicated that teaching students how to read independently was essential to 

guided reading (Reeves, 2011).  

To obtain input on guided reading from teachers across the country, Ford and Opitz 

(2008) polled primary school teachers. The ability to explain and model excellent reading 

strategies and procedures for students was cited as one of the essential benefits of guided reading 

by an overwhelming majority of instructors when asked to select the most important benefits. 

18% of respondents cited providing interventions related to scaffolded instruction, 12% stated 

permitting a group response to a standard text by students, and 3% mentioned facilitating a group 

response involving students and more than one text. When it came time for the students to put 

their reading strategies to work, the instructor served both as a coach and a cheerleader. 

Researchers concluded that this is the case (Ford & Opitz, 2008).  

In addition, Ford and Opitz (2008) surveyed to collect responses from teachers regarding 

the methods they use to organize students into guided reading groups. There were a few unique 

perspectives presented in response to the questions asked. Twenty percent said they used 
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between one and two guided reading groups, while 15% said they used five or more. Most 

teachers responded to the survey that they taught children in groups with others of a similar age. 

Sixty percent of the children were categorized into similar groups according to the stage of 

development they were currently in, 40% were categorized according to the requirements they 

needed to fulfill, and the remaining 6% were categorized according to some other method that 

was not a part of the study. The research also indicated that 22% of teachers reported using 

mixed-ability reading groups with their students for guided reading. In addition, guided reading 

groups underwent rotation and reorganization throughout the school year at a variable frequency 

and for varying lengths of time. In addition, Ford and Opitz (2008) surveyed teachers to gather 

information regarding the books utilized in guided reading courses. Around 56% of the educators 

surveyed said they frequently use little books. In contrast, 43% of the educators surveyed stated 

that they frequently use commercial books, and 32% of the educators surveyed frequently use 

basal texts. 

The primary challenge is how to aid educators in comprehending that purpose is what 

should govern group creation, membership, and longevity. Most of the time, leveled readers and 

many other short novels were included in sets of textbooks for elementary schools (Morgan et 

al., 2022; Van Allen & Zygouris-Coe, 2019). Each teacher in the classroom was given a set of 

six reading materials that were separated into several levels based on the student's current level 

of reading proficiency. Trade books were written to be read by the general public, but they were 

also commonly utilized in schools to improve students' literacy in specific subject areas. Most 

classrooms were only provided with materials appropriate for elementary school. In most 

instances, every child in the classroom would have a copy of the basal book, and the knowledge 
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contained inside it would be suitable for their grade level (Morgan et al., 2022; Van Allen & 

Zygouris-Coe, 2019).    

In most guided reading materials, teachers have been given instructions on implementing 

guided reading (Ford & Opitz, 2008; Presley, 2019; Reeves, 2011). However, the research 

implies that the offered instruction may have needed more adequate to ensure that guided reading 

was done regularly. Reading improvement among the instructors' charges was more likely to 

occur when the teachers had faith in the abilities of guided reading to handle the unique 

requirements of each student (Ferguson & Wilson, 2009). Instructors could only offer literacy 

instruction of high quality and balanced curriculum with a comprehensive awareness of the many 

facets of literacy and how they interact (Presley, 2019).  

Highly effective instructors immerse their readers in authentic literacy-related activities 

and extensive explicit teaching. Children in high-achieving classrooms were exposed to more 

reading in all genres, including more reading in social studies and science. This was true even if 

the courses did not focus specifically on those subjects (Presley, 2019). The most successful 

classrooms also used frequent exposure to simple texts, which assisted students in developing 

fluency, comprehension, and achievement in their reading. Those exceptional teachers used the 

accomplishments of their students as a springboard to build multi-tiered courses that suited 

students with varying levels of capability (Presley, 2019). The same students were shown to have 

a persistent edge over their classmates in terms of growth and relative achievement, and it was 

found that this advantage was maintained over the school year (Presley, 2019). Even though it is 

true that specific lessons are better suited to more challenging texts, Allington argued that 

students need more exposure to texts that are "high success" rather than "high failure." This is 

because the high-accuracy, fluent, and quickly comprehended reading provides opportunities to 
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integrate complex skills and strategies into an automatic, independent reading process (Presley, 

2019).  

Teacher Efficacy 

Educators' belief in their capacities is a significant factor that helps predict successful 

classroom outcomes. Bandura (1997) suggested that goal setting and attribution processes are 

likely responsible for teacher efficacy's effect on students' outcomes. Educators who believe in 

their potential to achieve success inspire themselves and their students to reach new heights, 

accept personal responsibility for their lessons' impact on their students' lives, and refuse to give 

up no matter their challenges. Bandura's research in 1997 suggested that enhancing teacher 

efficacy could assist students in achieving their academic and emotional goals. The hypothesis 

that improving teachers' performance will result in better schools has been put to the test by a 

variety of skill-development schemes with varying degrees of success. Current strategies for 

acquiring skills could be enhanced by considering instructors' worldviews and working 

conditions (particularly those that emphasize the malleability of intellect).  

Teacher efficacy was still in its formative years in 1989. Since then, there has been 

substantial advancement in the knowledge of the factors that influence teachers' judgments of 

their efficacy, yet there needs to be more application of this knowledge in the field of 

professional development for educators (Li et al., 2022; Polou et al., 2019). It is vital to 

distinguish teacher efficacy from other types of self-efficacy, such as result anticipation, locus of 

control, and self-concept. Teacher efficacy refers to the degree to which educators believe their 

actions will improve students' academic outcomes. According to Bandura (1997), teacher 

efficacy is an individual's belief in his or her ability to carry out future actions. Values are 

awarded not under objective criteria but based on how one thinks another person should be seen. 
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These understandings will, at some point, solidify into consistent and fluid performance 

standards. One's expectations can change in response to new information, particularly 

evaluations of the outcomes of subsequent efforts made by oneself or peers accomplishing 

comparable tasks (Kim & Seo, 2018). Predictions of future performance are also influenced by 

verbal persuasion, which occurs when peers or superiors try to convince subjects that they are 

qualified to accomplish the goal behaviors. Physiological reactions also predict future 

performance (when subjects exhibit symptoms that indicate they cannot perform effectively). 

According to Bandura's theory (1999), self-efficacy is a regulatory mechanism that affects 

behavior in four ways. These include: (a) enacting cognitive processes, (b) adopting loftier 

objectives, (c) creating enhanced goal commitment, and (d) expecting goals to be attained 

despite failures. A powerful feeling of agency drives people with high self-efficacy, believing 

that their efforts are the primary factor in determining whether they are successful (Kim & Seo, 

2018). People with strong self-efficacy can control negative ideas that drag down their 

performance by establishing coping methods through emotional processes. This allows them to 

control negative thoughts that drag down their performance.  

Researchers suggested that a person's self-efficacy can change their lives by affecting the 

activities and environments in which they participate. The mental and physical capabilities of an 

educator and the educator's views and attitudes affect the educator's conduct and the environment 

in which they work (MacMahon et al., 2021; Ortlieb & Schatz, 2020). How a person behaves can 

affect not just their sense of self-worth but also their viewpoint and perception of the behavior of 

others. Similarly, students pick up most of the information they know from the people and 

sources surrounding them, such as their families, teachers, and the media. Contextual materials 

include things like a child's parents, television, and books, all of which contribute to the 
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environment in which a child is raised. Environmental influences also play a role in molding 

behavior, which is not surprising given the enormous impact that what a person sees has on the 

choices that person makes (Ortlieb & Schatz, 2020).  

According to Bandura, there is a significant correlation between self-efficacy and the 

capacity to attribute causality to events (1997). Those with a high level of self-efficacy, in 

contrast to those with a low level, feel that the activities they engage in directly impact the 

outcomes, as opposed to the outcomes being influenced by external conditions. Teachers who 

have a high sense of professional efficacy are more likely to expect excellence from their 

students, hold them accountable for their actions, and continue working with their classes until 

the students accomplish the objectives they have set for themselves. These projections are 

supported by the evidence that is currently available. Particularly in preservice education, there is 

a substantial relationship between individual teacher efficacy and student control (Chen, 2019; 

Coates et al., 2020). Researchers discovered that teachers with high levels of efficacy were more 

successful at keeping students on track, were more likely to address student management 

challenges rather than respond permissively, and were more likely to support student autonomy 

(Presley, 2019). Those with a higher teacher efficacy score have a less severe impression of the 

severity of management problems (Presley, 2019).  

They use a more humanitarian approach instead of depending primarily on procedures 

taken in a correctional setting. Teacher efficacy's involvement in achievement-oriented student 

management techniques may lead to higher levels of accomplishment (Donohoo, 2018; Kalyar et 

al., 2018; Kim & Seo, 2018). Teachers with higher education and experience may be more 

successful in boosting student achievement because they can better fulfill the needs of pupils 

with lower intrinsic abilities. Educators with low teacher efficacy focus on students with high 
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levels of academic achievement and neglect students with lower levels of academic achievement 

because they view them as disruptive (Harris & Jones, 2019). Teachers with a high teacher 

efficacy score, as opposed to those with a low teacher efficacy score, were likelier to have a 

positive attitude toward low achievers, create strong bonds with them, and hold them to higher 

standards in the classroom. This contrasted with teachers who had a low teacher efficacy score.  

Professional development opportunities for educators tailored to their needs and those of 

their schools and districts are essential if schools want to see meaningful changes in how they 

educate (Zepeda, 2019). Federal legislation, such as the No Child Left Behind (NCLB) Act of 

2001 and the Every Student Succeeds Act (ESSA), sought to disrupt educational systems and 

challenge leaders to create successful student learning environments. This was in response to 

political and public demands for increased accountability and educational reform. Under the No 

Child Left Behind Act (NCLB), states were required to submit evidence-based plans that 

outlined how they intended to fulfill their promise of eliminating all gaps in student achievement. 

The second factor affected aspects such as teacher quality, teacher effectiveness, teacher 

evaluation systems, and professional learning development programs (Zepeda, 2019). As a 

result, some severe measures connected to testing, teacher quality, and low-performing schools 

were relaxed (Zepeda, 2019). 

Meanwhile, leaders are responsible for setting the standards by which teachers in their 

schools will be nurtured. One common starting point for these standards is a look at the numbers. 

The collected information indicates students' development and academic success, as noted by 

teachers. During the daily, weekly, or monthly operations of professional learning, school 

administrators are tasked with using the outcomes of formative assessments to improve or 

increase efforts (Heritage & Wilder, 2020; Nissan, 2013; Zepeda, 2019). 



 

 

36 

 

  

Consequently, it is up to school administrators to decide how teachers would get 

professional development and how short- and long-term objectives would be set. These leaders 

use a blend of instructional and facilitative approaches. The term "instructional leadership" 

describes a leader familiar with the characteristics of effective teaching and can use this 

knowledge to offer constructive criticism to their staff (Mendels, 2012). Education leaders can 

tell what their colleagues in the classroom require just by monitoring their actions (Baptiste, 

2019; Komalasari et al., 2020). They establish goals, foster an open environment, encourage the 

development of other leaders, and oversee the administration of personnel, information, and 

procedures that contribute to the enhancement of teaching (Mendels, 2012). Influential leaders 

put their energy into helping their followers develop the skills they need to become more 

productive in the future (Cufaude, 2018). 

A key feature of facilitative leadership is its emphasis on team learning and growth for 

increased future productivity (Cufaude, 2018). Principals' perspectives as facility managers were 

the primary subject of Ma and Marion's (2019) study. Principals were expected to improve 

teaching and learning, as well as motivate and build the skills of their employees (Baptiste, 2019; 

Komalasari et al., 2020). Teaching is the top priority, but it is easy to lose sight of it amidst the 

hustle and bustle of the daily grind. However, when effective teaching techniques are in place, 

principals and teachers can build trust, increasing teacher effectiveness. Principals must act as 

instructional leaders, not facility managers, to fulfill this role effectively. 

Researchers have examined how teacher efficacy impacted the delivery of instructional 

practices. Barni et al. (2019) described teachers' self-efficacy as believing they can effectively 

handle the tasks and challenges linked to their instructional profession. Teacher efficacy is 

crucial in influencing critical academic outcomes and well-being in the working environment. 
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Furthermore, Shidler (2009) reported a significant correlation between teachers' self-efficacy and 

their ability to teach and improve student outcomes. The potential impact of building teacher 

efficacy related to guided reading could support teachers and build their self-efficacy in the 

process. In this study, school leaders provided teachers with professional development related to 

guided reading instructional practices. Guided reading is a form of differentiated teaching for a 

small group of students designed to improve their reading proficiency and comprehension skills 

and levels (Fountas & Pinnell, 2010). The action team collaborated to design a professional 

learning program to improve teacher practices. Simultaneously, school leaders used instructional 

and facilitative leadership models. 

Instructional practices play a vital role in education. However, the voice of the students, 

teachers, and stakeholders remains the most important; school leaders often control decisions 

that impact all (Eriksson et al., 2019; Hajian, 2019; Ruiz de Zarobe & Lyster, 2018). Barni et al. 

(2019) conducted a study that examined how school leader decision-making impacted teacher 

efficacy and instructional strategies implemented, mainly guided reading. Barni et al. (2019) 

highlighted that teachers' self-efficacy was crucial in influencing critical academic outcomes and 

well-being in the working environment. The authors noted the connection of the theory of human 

values with teachers' values regarding conservation, openness to change, self-transcendence, 

self-enhancement, and self-efficacy. The findings demonstrated that teachers were positively 

correlated with their sense of self-efficacy regardless of their motivation for teaching. The 

research found that openness to change, self-efficacy, self-transcendence, and self-efficacy 

varied depending on teachers' motivations. This correlation was dependent upon the teachers' 

external pressure.  
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External pressure correlates with the policies and procedures required or expected in 

schools. These policies and practices are governed or created by school district leaders and not 

the administrators in the building (Creemers et al., 2022; Verger et al., 2020). However, it is up 

to the school leaders to implement the policies and procedures at the school level to avoid adding 

undue stress to teachers. Teacher efficacy relates to job satisfaction. School leaders aim to 

promote job satisfaction by implementing different strategies (Barni et al., 2019).  

 Knoblauch and Woolfolk Hoy (2008) noted student teachers' self-efficacy, collective 

efficacy, and perceived cooperating teachers' efficacy beliefs. The authors focused on the 

significance of student teachers related to the lack of people going into education and ensuring 

that teacher preparation programs prepare future teachers to teach in rural, suburban, or urban 

settings. The focus of school district leaders should be to continue this practice after the hiring 

process involving new teachers. Findings concluded that student teachers in each location 

significantly increased teachers' sense of efficacy following student teaching because of the lack 

of support and professional development. One interesting result was that student teachers' self-

efficacy increased in urban areas. The authors implied that if teachers learned to teach in difficult 

areas, they would be better off as professionals in their careers (Knoblauch & Woolfolk Hoy, 

2008). To keep teachers within the school system, it was essential to provide professional 

development and ensure they were prepared. They could cope no matter their teaching 

environment (Cruess et al., 2019; MacPhail et al., 2019).  

Teacher efficacy is consequentially related to meaningful educational outcomes. It 

considers the teachers' persistence, enthusiasm, commitment, and instructional behavior and how 

they impact students' outcomes related to achievement, motivation, and self-efficacy beliefs 

(Cobanoglu et al., 2019; Fabelico & Afalia, 2020; Zhang et al., 2021). Tschannen-Moran and 
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Hoy (2001) saw a valid measure of teachers' self-efficacy and use of data in studies. The study 

also showed that new teachers were often provided with more challenging situations and 

concluded that those might be more appropriate for more experienced teachers with higher self-

efficacy. Because of this, school district leaders need to emphasize preparing new teachers and 

providing strategies to support their varying environments. Teacher efficacy's value can improve 

novice teachers' induction-year experience, allowing for greater protection and support 

(Tschannen-Moran & Hoy, 2001). They further stated that if new teachers had desirable 

classrooms and professional development was structured; the evidence showed that learning was 

improved by new teacher efficacy (Tschannen-Moran & Hoy, 2001).  

Although it is essential for school district leaders to retain new teachers in the profession, 

it is equally important to continue to offer support to build teacher efficacy for veteran teachers. 

Liaw (2017) examined elementary English teachers more than a decade after a significant 

educational reform to determine whether their teacher efficacy levels were affected by school 

location. This location differs between urban vs. suburban areas. The 438 responses were from 

the adapted Teacher Efficacy Scale that revealed more robust efficacy regarding the teachers' 

ability to teach less-motivated students and less confidence regarding managing school- and 

government-related concerns. Ironically, the school settings did not significantly affect the 

efficacy levels of experienced English teachers (Liaw, 2017). This finding was most likely due to 

teachers learning to work with different students over time in their careers. Other researchers 

support this finding. Experienced teachers possibly had a broader repertoire of knowledge and 

techniques for coping with conditions and challenges within their respective teaching contexts; 

therefore, they were less sensitive to school location than inexperienced teachers (Bergmark, 

2020; Stahnke & Blomeke, 2021). 



 

 

40 

 

  

Another difficulty in failing educational institutions is the cumulative toll on teachers' 

collective sense of capacity or efficacy. When educators agree that they are effective, they feel 

collectively efficacious. Collective teacher efficacy was found to correlate favorably with student 

achievement gains. There was a correlation between a school's level of collective efficacy and its 

performance (Madimesta et al., 2018). High-performing institutions were characterized by 

dedicated staff and faculty unfazed by adversity (Hesbol, 2019; Parrett & Budge, 2020). The 

teachers in environments with higher collective efficacy were more persistent than those with 

low collective efficacy, planned more, and viewed failure as a temporary setback that did not 

discourage them. Because of this, if school leaders could find a way to enhance collective 

teacher efficacy, students would have a better chance of overcoming their circumstances. Most 

collective efficacy issues relate to things teachers felt they could not control, such as discipline 

and parental involvement. In this case, school leaders' task is to provide teachers with strategies 

related to social-emotional learning and relate that back to student needs (Madimesta et al., 

2018).  

The things that caused low teacher efficacy in the study were the allocation of 

educational resources, the pressure from the school administration staff, the demand from 

parents, parental support, and classroom sizes. Factors such as excessive role demands, poor 

morale, lack of recognition, inadequate salaries, professional isolation, uncertainty, and 

alienation diminish teacher efficacy (Tschannen-Moran & Hoy, 2007). Based on this 

information, school district leaders must provide additional support to build veteran teacher 

efficacy. It is vital that veteran teachers feel supported by school district leaders and 

administrators and are equipped with resources and professional development for those resources 

to continue to grow and build their efficacy (Santoro, 2021; Zhang et al., 2020).  
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Principals, Teacher Efficacy, and Guided Reading 

 The school's culture or the teachers' personal experiences shape their confidence in 

fostering student learning, including reading (Protheroe, 2008). Principals can help develop a 

sense of efficacy for individual teachers and the entire school. School district leaders and 

administrators must develop teacher and collective efficacy for schools. Building teacher 

efficacy can retain teachers and build positive relationships among all stakeholders. The focus is 

delivering tasks from the superintendent's office and how that relayed information impacts 

teachers. Therefore, principals' roles and impacts support building a sense of efficacy. Teachers 

who have confidence in their ability to help all students fulfill these rigorous expectations are 

more likely to demonstrate instructional practices that promote this outcome (Protheroe, 2008). It 

is not enough to hire and retain the brightest instructors; they must also believe they can 

successfully face the challenges of the task at hand, as stated by Goddard et al. (2000). faculty 

trust as a moderator between the influence of instructional leadership from principals on teachers' 

feelings of competence. The research by Ma and Marion (2021) showed that effective 

instructional leadership directly and positively impacted teacher morale. Faculty members' trust 

increased due to the school's explicit objective, effective instructional program, and supportive 

learning environment. Teacher effectiveness was affected by instructional leadership methods 

through faculty trust in the principal rather than directly (Ma & Marion, 2021). Policymakers and 

practitioners may use the study's findings to inform decisions and initiatives to boost teachers' 

efficacy in the classroom. 

School principals are essential in actuating teacher efficacy (Cansoy & Parlar, 2018; 

Nordick et al., 2019). Nordick et al. (2019) explored principals' attitudes, practices, and 

behaviors who developed collective teacher efficacy. The data gathered through semi-structured 
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interviews of 24 principals were analyzed through content analysis and then examined 

concerning all other interviews in a cross-case analysis. The findings revealed widespread 

beliefs, routines, and actions of principals committed to fostering teacher efficacy through 

facilitative leadership, which is comprised of nurturing connections, facilitating cooperation in a 

structured environment, and increasing subject matter competence. Principals can use the 

findings of this study to inform their decisions about improving teachers' collective efficacy 

(Nordick et al., 2019). What the principal implements could positively impact the collective 

efficacy of the building. 

 Lastly, being an instructional or facilitative leader involves effective professional 

development. Zepeda (2019) gave school leaders the understanding and knowledge to implement 

professional development throughout the building effectively. In understanding the impact of 

professional learning and appropriate delivery of instruction, teachers will grow and develop 

self-efficacy in areas of focus related to professional learning. This relates to the current focus on 

effectively implementing guided reading instruction throughout the school. Elementary students 

who participated in guided reading instruction showed progress on their reading assessments. 

Another positive outcome, according to Gaffner et al. (2014), was that the university students 

participating benefited from the training provided by the district. 

Wisink (2019) states that teacher efficacy and professional development are essential to 

teacher retention. Building teacher efficacy through deepening teacher knowledge through 

professional learning, collaboration, and engagement supports high-needs schools (Ohlson, 

2018). This requires school leaders to be instructional leaders and effectively implement 

professional learning. Building teacher efficacy could play a role in the instruction provided to 
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the students and, ultimately, student growth, which is the goal of school district leaders, 

administrators, and stakeholders (Wisink, 2019). 

Educators are responsible for reading instruction to the beginning, or struggling readers 

may lack literacy-related disciplinary knowledge (Ancheta, 2022; Porter et al., 2022). This is 

especially true for teachers with limited course preparation and experience (Jolly et al., 2022). 

Analogously, Perkins, and Green (2018) highlighted two critical problems during their data 

collection with student instructors. When it came to reading teaching, the first problem was that 

aspiring teachers did not appear to be pausing for an adequate amount of time to evaluate the 

reasons behind the methods being used. Perkins notes that as a result, "this has repercussions for 

the professional part of teaching" (2013, p. 304). As the second piece of evidence, Perkins 

discovered that future educators were developing a higher level of self-confidence in their 

capacity to teach reading. As Perkins asserted, this assurance came from their grasp of what they 

teach when they teach reading and of making the connection between their theoretical 

understanding, informed by their own experiences, and learning how to put that into practice in 

the classroom.  

When educators consider their perspectives on literacy education, they need to consider 

how they feel about professional development programs that are aimed at improving the reading 

instruction skills of the educators themselves. More rigorous preservice preparation connected to 

reading and continuing professional development is essential for instructors (Cavazos et al., 

2018; Dennis & Hemmings, 2019; Phillips et al., 2016). Most findings revealed that the majority 

felt well-versed in limited areas. Educators commented in several responses that their 

experiences increased the breadth and depth of their understanding of the subject matter, 

instructional strategies, and curriculum content. Even though all instructors felt that professional 
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development affected their understanding of content, pedagogy, and curriculum, the research 

findings suggested that professional development programs should be adapted to meet the 

specific requirements of each teacher (Cavazos et al., 2018; Dennis & Hemmings, 2019; Phillips 

et al., 2016). 

In addition, most teachers reported that professional development affected their 

knowledge of content, pedagogy, and curriculum because it was related to their teaching 

experiences and teacher learning. One positive finding is that teachers connect the information 

provided in professional development sessions to their previous teaching experiences and 

learning to provide high-quality reading instruction (Martin et al., 2018; Smith, 2020; Taylor, 

2021). Most teachers will be motivated to improve their literacy skills in an effective 

professional development program. The studies, however, revealed that more should be done to 

determine whether teachers are prepared to teach guided reading based on their education, work 

experience, and other relevant criteria (Martin et al., 2018; Smith, 2020; Taylor, 2021).  

Numerous academics were quoted as suggesting that many teachers in general education 

lacked essential competence for teaching students who struggled to learn. Therefore, initiatives 

that train teachers to become more effective educators are necessary to reduce the percentage of 

pupils who have trouble reading (Kirsten, 2020; Sprott, 2019). Early intervention from highly 

qualified teachers is essential for students with trouble reading since they frequently never make 

up the ground they have lost (Kirsten, 2020; Sprott, 2019).  

Teacher Self-Efficacy and Guided Reading  

Studies have shown that inexperienced teachers typically experience a steady reduction in 

their sense of their efficacy as teachers, which is commonly accompanied by feelings of burnout 

(Reeves, 2011; Sellers, 2021; Yanez, 2015). In addition, beginning instructors have not yet 



 

 

45 

 

  

perfected the art of reading instruction because they require more opportunities to connect with 

kids from various backgrounds and more time to practice the knowledge they gained in college. 

Even after decades of research investigating instructor attitudes on self-efficacy, reading 

pedagogical expertise, and feelings of weariness, these trends continue to be observed in the 

classroom (Reeves, 2011; Sellers, 2021; Yanez, 2015). Studies on self-efficacy have been 

conducted from various viewpoints, including goal setting, mathematics education, emotions, 

and motivation. Few have studied it in the context of guided reading. They found that 

opportunities to apply guided reading instructional practices in diverse learning settings and 

allow time for reflection on individual beliefs, philosophies, and reading pedagogy is necessary 

more than ever (Reeves, 2011; Sellers, 2021; Yanez, 2015).  

Yanez (2015) discovered that the instructors' self-efficacy level has a role in 

implementing guided reading with students who struggle with reading. According to the study 

researchers, this discovery "raises questions about how the constant assistance instructors receive 

through staff development influences instructional decisions in guided reading" (p. 145). It is 

only sometimes the case that a teacher's comprehension of an instructional strategy and their 

actual implementation of that method in the classroom are in sync with one another. Reeves 

(2011) discovered, through her investigation of educators' perspectives on guided reading, that 

educators' conceptualizations of the instructional method differed from their actual 

implementations of the method in the classroom. Reeves (2011) found that the guided reading 

approach needed to be utilized to its full potential in the classroom, despite many teachers 

claiming to have received training in the guided reading method.  

In addition, researchers found that educators working in schools located in areas with low 

academic achievement reported employing guided reading less frequently due to worries about 



 

 

46 

 

  

their efficacy and ability to do so (Sioringas & Steier, 2019; Weinsten, 2019). Comparatively, 

teachers working in school districts whose overall performance fell in the middle of the spectrum 

told researchers that they wished they had received additional training to help them better 

collaborate with students in smaller classes. They all concurred that they could benefit from 

additional chances for professional growth and development (Naples-Nakelski, 2004). As with 

implementing any new pedagogical strategy, instructors gain the most from the administration's 

support, mentoring, and guidance from more experienced colleagues as they become proficient 

in the new method (Naples-Nakelski, 2004; Sioringas & Steier, 2019; Weinsten, 2019).  

Conclusion 

 Making and managing flexible groups, fitting each student into guided reading for the 

appropriate amount of time each week, with the appropriate peers (with similar reading ability or 

needs), and the appropriate texts being manageable is a lot like putting together a puzzle to get it 

all to fit. This can be accomplished, but it can be challenging. Educators should not allow their 

many challenges to dissuade them from employing guided reading. Guided reading allowed 

teachers to adapt to their students' requirements and provide extra support, widely welcomed by 

those educators who adopted it (Reutzel & Fawson, 2020). It is possible to acquire an insight into 

the level of faithfulness with which guided reading was applied in classrooms by looking at the 

teachers' assessments of how they train their students (Reutzel & Fawson, 2020).  

 Teachers' needs and challenges working with diverse students in urban settings require 

professional development programs to prepare better teachers and create spaces for teachers to 

share good practices (Darling-Hammond et al., 2017; Gomendio, 2017; Nieto, 2000). 

Professional development for urban teachers should include cultural identity exploration, 
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providing culturally responsive pedagogical methods for teachers, and explicit emphasis on 

developing a social justice-oriented, critical perspective (Gay, 2010; Ladson-Billings, 1995). 

 Teacher efficacy is significantly related to teachers’ instructional activities and student 

learning outcomes (Tschannen-Moran & McMaster, 2009). Therefore, developing professional 

learning sessions related to guided reading instruction is significant. Liu and Liao (2019) found 

that professional development might be related to the overall teacher efficacy and the three 

subscales of it. The authors cautioned that professional development is only one factor 

influencing teacher efficacy.  

 Adopting standards that include the Common Core State Standards (CCSS) has led to a 

need for more challenging reading material to be included in all curriculum subject areas 

(Carillo, 2019; Skinner et al., 2018). As the literature has concluded, the greater emphasis on 

challenging literary works may have affected teachers' perceptions of implementing guided 

reading instruction (Carillo, 2019; Johnson, 2019; Morlock, 2021; Loveless, 2020; Skinner et al., 

2018). If guided reading had been implemented correctly, it could have assisted students in 

developing stronger reading skills. Through guided reading, it is possible to create and manage 

flexible groups, fit all students into guided reading for the optimal amount of time each week 

with optimally matched peers (e.g., those with similar reading abilities or needs), and optimally 

matched materials.  

Educators should refrain from allowing challenges to dissuade them from employing 

guided reading. The flexibility that guided reading has provided teachers to appropriately 

respond to their students' varied levels of knowledge and those teachers' well-received 

experience. The reports that teachers write about the effectiveness of guided reading in their 
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classrooms highlight how the practice is continuously being used. Nevertheless, how school 

leaders influence the method and the teachers' implementation efficacy is unclear.  
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

 This research aimed to equip teachers with the skills to teach guided reading effectively. 

Refining guided reading instructional practices through professional learning and using an 

instructional coach to model instruction and provide feedback would build teacher confidence 

and support students' improvement. These components depended on the school administrators 

being instructional leaders and providing guidance and opportunity for them to occur. If guided 

reading became a part of the building culture, it could positively impact the school building's 

collective efficacy. The following research questions were created concerning the problem and 

purpose at JES. Answering these questions helped build teacher efficacy, collective efficacy 

within the building, and guided reading as an instructional practice.  

Research Questions 

1. How do teachers perceive the impact of structures put in place to build and maintain 

Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 

3. What role does an Action Research Team play in collaborating to support and build 

that will impact teaching in Guided reading in an urban setting? 

Theoretical Framework 

 The study aimed to help teachers build their self-efficacy to improve their instructional 

delivery by ensuring the school's instructional program was in place. Structure and defined goals 
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supported the climate and built teacher motivation and confidence. If teachers knew the school's 

mission, which in this case was related to guided reading, they provided instruction geared 

towards managing the instructional program. School administrators supervised and evaluated 

guided reading instruction and monitored teacher and student progress. They were building 

teacher efficacy by providing professional development that included enforcing standards, 

protecting instructional time, and maintaining visibility. Hallinger's instructional leadership 

theory connected to this research because the study related to how instructional leadership 

impacted teacher efficacy related to guided reading instructional practices. 

 As previously stated, the facilitative leadership theoretical framework was applicable as 

well. This framework related to the study by showing how leadership could establish collective 

teacher efficacy by communicating clearly and setting shared goals. In addition, this framework 

supports building social and interpersonal relationships and enhancing trust (Nordick et al., 

2019). Another highlight of this facilitative leadership related to Johnson Elementary was 

scaffolding collaboration. With the wide range of teacher experience, scaffolding collaboration 

and professional learning were crucial for understanding the diverse needs of the building. 

 

 

 

 

 

 

 

 



 

 

51 

 

  

Figure 3.1 

Based on Elements of Murphy and Hallinger's (1985) Model of Instructional Leadership and 
Nordick, Putney, and Jones' Facilitative Leadership in Actuating Collective Teacher Efficacy 

 

 Figure 3.1 shows the connection between Hallinger's instructional leadership theory and  

facilitative leadership theoretical framework. It modeled how instructional and facilitative 

leadership models combined to define the school mission, manage the instructional program,  

support teachers, promote professional learning, and build supportive relationships. The  

connection was modeled between building relationships and school climate, fostering 

collaboration and the school mission, managing the instructional program for the building, and 

creating the teacher's voice. Combining these theories supported the professional development 

targeted at guided reading at Johnson Elementary. 

Logic Model 

 Tschannen-Moran et al.’s integrated model of teacher efficacy and instructional 

leadership (date) supported the development of teachers and professional learning at Johnson 

Elementary. Teachers develop self-efficacy with sources of efficacy (performance outcomes, 

verbal persuasion, physiological feedback, and vicarious experiences) and instructional 
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leadership (Hoy & Hoy, 2009). The building developed a shared vision between teachers and 

instructional leaders and the relationship with performance outcomes. This model fits the study 

because it provided a cycle demonstrating how sources of efficacy and instructional leadership 

impacted teacher efficacy. 

This model considered the sources of efficacy, how they were processed, and how school 

leaders analyzed teacher competence to create a shared vision, develop professional learning, and 

build teacher performance. Concerning the study, administrators were required to observe 

teachers teaching guided reading to understand the needs of the building. After assessing 

building needs, guided reading provided professional learning to build teacher competence and 

efficacy. With a shared vision of leaders and teachers and professional learning, teacher efficacy 

improvement with guided reading instruction was the consequence. 

The logic model below included professional learning to support teacher efficacy. 

Cavendish et al. (2021) focused on a responsive type of professional development inclusive of 

student and school culture to impact learning. If teachers were provided with professional 

learning related to building needs, it would enhance their instructional delivery. This could 

positively impact teacher efficacy. This cycle could help improve the relationships between 

school leaders and increase teacher knowledge and skill set. 
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Figure 3.2 

Logic Model (Conceptual framework (s)) Graphic Based on Tschannen-Moran and colleagues' 
Integrated Model of Teacher Efficacy and Instructional Leadership: A Research-Based Guide to 
Learning in Schools by Woolfolk Hoy and W. Hoy (2009) 

 

Action Research 

 Action research aligned with this study because guided reading was an action-based 

systematic assessment that helped determine the strengths and needs of students (Fountas & 

Pinnell, 2010). This qualitative research study used guided reading within a reader's workshop to 

engage students. Professional development was provided to teachers in sessions to impact 

teacher efficacy. The goal was that guided reading professional learning took place across 

various sessions to show teachers the process of creating instructional groups, establishing rituals 

and routines for the work period, reviewing guided reading texts for small groups, and delivering 

appropriate instruction for students depending on their Lexile level. This process promoted 

reading comprehension as it was a component of a balanced literacy approach. 

 The guided reading approach was a research-based strategy that supported the  
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development of reading comprehension at Johnson Elementary. This further supported the 

teacher efficacy by providing teachers with a foundation of what to expect and strategies to 

support students. It equipped teachers to help students with reading instruction. The research 

cycle that supported this research was Bachman's research spiral (Mertler, 2017). Mertler 

described Bachman's 2001 process as cyclical; gather information, plan actions, observe and 

evaluate actions, reflect, and plan. This process was similar to Tschannen-Moran and colleagues' 

logic model that focused on this study.  

Action Research Design Team 

 The action research team comprised the principal, assistant principal, instructional coach, 

teacher representative, and counselor. They developed the rollout of professional learning related 

to guided reading as a team. The team focused on Bachman's 2001 action research process 

(Mertler, 2017). During the process, the team gathered information about guided reading related 

to Johnson Elementary. This information consisted of compiling observation notes and school 

data from assessments. After reviewing this information, a plan was created for the professional 

learning cycles and professional learning. After teachers were provided professional learning and 

time to practice, the researcher evaluated and reflected. 

Table 3.1 

Team Member Roles 

Team Member Primary Role at Johnson 
Elementary 
 

Action Research Role 

Primary Researcher Assistant Principal Led and conducted all 
research with the action 
research design team for 
data analysis. The team 
brought three years of 
experience as an assistant 
principal and three years of 
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previous instructional 
coaching experience. 

Mrs. Bobby Mack Principal  Provided context and charge 
for the school-wide 
leadership team and 
perspective for action 
research. 
Brought nine previous years 
of administrative experience, 
five as a principal, and four 
years of instructional 
coaching.  

Ms. Jenny Polluck Instructional Coach Brought six years of 
instructional coaching 
experience. 

 

Action Research Implementation Team 

 The implementation team consisted of teachers in grades K-4. The teachers' years of 

experience varied from four or more years of experience. Each teacher was certified in multiple 

content areas. Some teachers had additional certifications, including one gifted certified teacher 

and two teachers in gifted certification programs, two teachers had English as a Second 

Language (ESOL) certifications, and one teacher was certified for special education. Each 

teacher that participated has worked at JES for two or more years. The varying differences 

caused professional learning to target differing ranges based on teacher needs. Teachers 

participated based on their individual needs for support with guided reading instruction. 

Table 3.2 

Team Member Demographics 

Team Members Grade Level and Content 
Expertise 
 

Years of Experience 

Teacher 1 Kindergarten/All Content Areas Provides six years of teaching 
experience. 
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Teacher 2 1st Grade/All Content Areas Provides five years of teaching 
experience. 
 

Teacher 3 2nd Grade/All Content Areas Provides five years of teaching 
experience. 
 

Teacher 4 2nd Grade/All Content Areas Provides eight years of teaching 
experience. 
 

Teacher 5 3rd Grade/All Content Areas Provides four years of teaching 
experience. 
 

Teacher 6 3rd Grade/All Content Areas Provides five years of teaching 
experience. 
 

Teacher 7 4th Grade Special Education/All 
Content Areas 

Provides more than 25 years of teaching 
experience. 
 

Teacher 8 4th Grade/All Content Areas Provides 12 years of teaching experience. 
 

Teacher 9 Grades K-5/ESOL Provides 17 years of teaching experience. 
 

Action Research Timeline 

 The research occurred from August to December 2022 with three action research cycles. 

Each cycle was six weeks long and included interventions based on professional development. 

The professional learning took place across various sessions to show the teachers how to create 

instructional groups, establish rituals and routines for the work period, review guided reading 

texts for small groups, and deliver appropriate instruction for students depending on their Lexile 

level of proficient reading (Fountas & Pinnell, 1996).  

Interventions 

 The cycles occurred from August to December 2022 and included three action research 

cycles. During cycle 1, the design team reviewed the teacher efficacy survey and school data, 

devised a guided reading professional development plan, and observed teachers. The design team 

reviewed these findings with the implementation team. The design team then reviewed teacher 
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efficacy survey data and school data. After this, the design team devised a guided reading 

professional development plan for implementation. Lastly, the design team completed teacher 

observations. Once all these items had occurred, the design team reviewed the findings with the 

implementation team, and professional development began. 

Cycle 2 informed the implementation team of school data and how it related to the school 

leaders' goals. Professional learning sessions for guided reading occurred, and the design team 

continued observing and monitoring the implementation of guided reading. As the design team 

monitored teacher efficacy through survey data, the implementation team was informed of 

constant progress and school leaders' continued work toward school goals. The implementation 

team received professional learning sessions related to guided reading instruction. The design 

team continued observing and monitoring guided reading goals as this occurred. The design team 

also monitored teacher efficacy. 

In cycle 3, guided reading professional learning continued, along with observations. The 

design team reassessed teacher efficacy and reviewed student data for comparison. As this 

occurred, guided reading professional learning continued as needed. 

Table 3.3 

Intervention Cycles 

Intervention Cycles Activities 
 

Individuals Responsible 

Cycle 1 1. Reviewed teacher efficacy 
survey and school data. 

2. Devised a guided 
reading professional 
development plan. 

3. Observed teachers. 
4. Reviewed these findings 

with the implementation 
team. 

 

Design Team 
Implementation Team 
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Cycle 2 1. Informed the 
implementation team of 
school data and how it 
related to the school 
leaders' goals. 

2. Professional learning 
sessions for guided reading 
occurred. 

3. The design team continued 
observing and monitoring 
the implementation of 
guided reading. 

4. The implementation team 
was informed of constant 
progress and school 
leaders' continued work 
toward school goals. 

5. The implementation team 
received professional 
learning sessions related to 
guided reading instruction. 

6. The design team 
monitored teacher 
efficacy. 

 

Design Team 
Implementation Team 

Cycle 3 1. Guided reading 
professional learning 
continued. 

2. The design team 
reassessed teacher 
efficacy and reviewed 
student data for 
comparison. 

3. Guided reading 
professional learning 
continued as needed. 

Design Team 

 

Research Design 

 Glanz (2014) believed that qualitative research provided an in-depth problem analysis. 

The results of qualitative studies are expressed verbally in detail (Glanz, 2014). This research 

aligned with building teacher efficacy in guided reading because the study results reviewed 
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feedback from teachers and professional development that provided wide-ranging descriptions. 

This research aimed to build teacher confidence in delivering guided reading instruction. The 

developed plan was professional learning related to guided reading within the research cycles. 

      This study was significant because reading was an area of deficit at Johnson Elementary. 

Focusing the school's efforts on improving reading instruction has developed teachers. 

Bachman's (2001) process was cyclical: gathering information, planning actions, observing and 

evaluating activities, reflecting, and planning (Mertler, 2017). This process provided the design 

and implementation team feedback on whether the methods were effective.  

Contextual Setting 

 The basis of this study was the low proficiency scores in English Language Arts (ELA) at 

Johnson Elementary. There was a need for a research-based strategy implementation during 

reading. Teachers needed intensive, ongoing professional development connected to practice 

(Phillip et al., 2016). In considering this, increasing teacher knowledge by providing professional 

learning fostered student growth. In this study, teachers used resources, including a leveled book 

room and training, to make the guided reading journey successful (Fountas & Pinnell, 2012). 

Figure 3.2 below shows the percentage of proficient students for ELA on the Georgia Milestones 

Assessment over the last four years. Based on the data, only 20-30% of students performed 

proficiently on the Georgia Milestones ELA assessment. For economically disadvantaged (ED) 

students, the scores were even lower. 
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Figure 3.3 

Georgia Milestones Assessment Comparisons 

English Language Arts (% Proficient) 

 Not ED ED Gap 

Year JES AGSD GA JES AGSD GA JES AGSD GA 

15-16 34.5 64.6 60.6 17.9 19.8 25.4 16.6 44.8 35.2 

16-17 20 67.5 63.2 23.7 20.6 27.7 -3.7 46.9 35.5 

17-18 20.8 67.1 64.4 22.1 21 28.7 -1.3 46.1 35.7 

18-19 N/A 73.1 67.5 25.7 25.2 31.6 0 47.9 35.9 

Four-Year Achievement Gap Change: -16.6 3.1 0.7 

 

Figure 3.4  

Percent Proficient AGSD 
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 Figure 3.4 shows the elementary schools in ACSD. According to the data, Johnson 

Elementary was above the trend line. The coefficient correlation indicated that the variables 

between Johnson Elementary (JES) having a high percentage of directly certified and the number 

of students who performed proficiently and distinguished were closely related. Johnson 

Elementary had 58% of directly certified students, and 25.8 of the ED students, the entire student 

population, performed proficiently and distinguished on the GA Milestones ELA EOG 

assessment. Compared to other elementary schools and based on the trendline, the ED students 

outperformed some schools with similar circumstances. The data in the scatterplots above show 

that the correlation between directly certified students, with parents receiving some government 

assistance, and ED students' performance indicated that if you have a high percentage of directly 

certified students, their performance on the EOG assessment was low. If the school had a low 

number of directly certified students, they outperformed those schools with a higher number. 

This made sense because ED students in an environment with more non-ED students would still 

benefit from the parents' resources to the school and outside resources providing professional 

learning. Lastly, considering that JES had all ED students during the 2018-2019 school year, the 

data showed that JES remained above the trendline, which meant that JES outperformed schools 

with similar circumstances despite the room to grow. Additionally, the correlation between 

directly certified students and ED students was low because it made sense that the ED students at 

Johnson Elementary would have parents receiving assistance from the government in some 

capacity. 

Implementing guided reading provided a context for responsive teaching grounded in the 

teacher's detailed knowledge of and respect for each student, supporting the readers' active 

construction of a processing system. It also supported readers in expanding their processing 
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competencies. The school leaders' responsibility was to ensure that teachers were adequately 

trained and had relevant professional development. Additionally, school leaders ensured that it 

was monitored throughout the building to ensure effectiveness. 

Selection 

Participants 

   This study targeted teachers within Johnson Elementary who needed support or hope to 

grow in their journey of teaching guided reading groups. Teacher efficacy within guided reading 

was low because teachers lacked confidence in teaching reading. The study provided teachers 

with a scale to examine their starting points and measure their personal feelings at the end of the 

study. The teachers within the study were kindergarten through fifth-grade teachers who taught 

reading at Johnson Elementary. Many teachers had been teaching for four years or more and 

benefited from learning and growing within their reading instruction. 

Selection Criteria 

 Initially, teachers were invited to participate in the study in various ways. The researcher 

presented the research and timeline to teachers in a meeting. From there, teachers were provided 

information in an email about the study, focused on guided reading. The invitees included all 15 

teachers who taught reading at JES. Teachers who chose to participate contacted the researcher 

and completed the appropriate documentation. Excluding teachers became necessary because of 

upcoming maternity leaves and teacher participation in school district endorsement programs 

that would limit their time commitment after the school day because of face-to-face classes. 

Based on this, nine teachers were left to participate. 

 Teachers were selected from kindergarten through fifth grade because of the impact of 

reading throughout each grade. Often, reading becomes a primary focus for grades three through 
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five because of high stakes and state-mandated tests. However, the foundation of reading begins 

in kindergarten and grows from the shift of learning to read and reading to learn once students 

enter third grade. This information led to the inclusion of various teachers in this study. 

Additionally, the varying range of teacher participants ensured that guided reading professional 

learning supported teachers throughout JES.  

 Another addition to this research was the inclusion of special education and ESOL 

teachers. Although their impact throughout the building focused on specific groups, having them 

as a part of the research proved significant because of the focus of our subgroup data. At the time 

of the study, the school had a high population of students with disabilities, and Hispanic students 

comprised most of the school's ESOL students. As a part of this research, a special education 

teacher and our ESOL teacher were participants. 

Table 3.4 

Team Members’ Expertise and Experience 

Team Members Grade Level and Content 
Expertise 
 

Years of Experience 

Teacher 1 Kindergarten/All Content Areas Provides six years of teaching 

experience. 

Teacher 2 1st Grade/All Content Areas Provides five years of teaching 

experience. 

Teacher 3 2nd Grade/All Content Areas Provides five years of teaching 

experience. 

Teacher 4 2nd Grade/All Content Areas Provides eight years of teaching 

experience. 

Teacher 5 3rd Grade/All Content Areas Provides four years of teaching 

experience. 
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Teacher 6 3rd Grade/All Content Areas Provides five years of teaching 

experience. 

Teacher 7 4th Grade Special Education/All 

Content Areas 

Provides more than 25 years of teaching 

experience. 

Teacher 8 4th Grade/All Content Areas Provides 12 years of teaching experience. 

Teacher 9 Grades K-5/ESOL Provides 17 years of teaching experience. 

 

Data Collection Methods 

   Jeffrey Glanz stated, "data collection is collecting information to answer one's research 

questions and confirm or reject a hypothesis (Glanz, 2014, p. 119)." Data collection was an 

essential part of this action research. The researcher, action team, and participants reviewed and 

analyzed the collected data. This data helped support and answer the research questions. The data 

collection method centered on interviews, focus groups, observations, questionaries, and 

reflective journaling. 

Interviews 

Interviews were used in the study to provide information to understand the participants' 

thought processes and beliefs about guided reading instruction. Interviews allowed the researcher 

to learn the intricacies of the participants' practices and experiences from their point of view 

(Glanz, 2014). Interviewing participants and the design team also allowed the researcher to 

gauge the participant's understanding. In this focused review, guided reading and professional 

learning were needed to support teachers in comprehending the process and expectations. Semi-

structured interviews allowed the researcher to engage in conversation with the participants. 

Interviews supported data collection to increase understanding of the experiences of others while 

also making meaning of them (Siedman, 2006).  
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Interviews were conducted with the design and implementation team at the beginning of 

the study. After the study, a follow-up interview took place with the implementation team. All 

interviews were semi-structured. The interview questions are highlighted in Table 3.5 and Table 

3.6. 

Table 3.5 

Interview Questions with the Design Team 

Research Questions 
 

Interview Questions 

How do teachers perceive the impact of 
structures put in place to build and 
maintain Guided Reading instruction in an 
urban setting?  

How do teachers demonstrate that they 
recognize and accept their individual and 
collective responsibility for all students 
reaching mastery? 
 

How do school leaders equip teachers 
with skills to support and maintain teacher 
efficacy in reading instruction in Guided 
reading in an urban setting? 

How do school administrators model the 
importance of continued adult learning? 
 
What impact has been made on school culture 
or practices by school leadership modeling 
the importance of continued adult learning? 
 
How do school administrators draw on the 
expertise and experience within the staff to 
enhance staff efficacy and capacity? 
 
 

What role does an Action Research Team 
play in collaborating to support and build 
that will impact teaching in Guided 
reading in an urban setting? 

What is the role of school leadership in 
helping keep the staff up to date with relevant 
research?   
 
Can you give an example of research 
currently being studied or reviewed by the 
staff? Why and how was it chosen? 
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Table 3.6 

Interview Questions with the Implementation Team 

Research Questions Interview Questions 
 

How do teachers perceive the impact of 
structures put in place to build and maintain 
Guided Reading instruction in an urban 
setting?  

Are there identified instructional practices 
recommended or mandated in our school? If 
so, what are they? How often are these "core" 
instructional strategies used in your 
classroom/in the classrooms you have 
observed? 
 
Are there any authors, books, resources, 
theories of teaching and learning, etc., with 
which most of the instructional staff is 
familiar? 
 
 

How do school leaders equip teachers with 
skills to support and maintain teacher efficacy 
in reading instruction in Guided reading in an 
urban setting? 

What professional learning opportunities are 
available at our school to help all teachers 
improve instruction? Have you recently been 
involved in professional learning 
opportunities focused on high-impact, 
research-informed instructional strategies? 
How did that learning impact your 
instruction? 
 
After a new instructional strategy is 
introduced and practiced, what are the 
expectations for consistent implementation?   

What role does an Action Research Team 
play in collaborating to support and build that 
will impact teaching in Guided reading in an 
urban setting? 

What processes are used if teachers or 
paraprofessionals need something additional 
to support instruction? 
 
Identified Needs for Research based on 
points: 

• Addressing the instructional needs of 
students who are gifted and talented. 

• Teaching and addressing the needs of 
students with special needs or 
disabilities 

• Identifying early and appropriate 
interventions to help students with 
different learning styles. 
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• Teaching (and addressing the needs 
of) limited English proficient students. 

• Effective methods for managing small 
groups during guided reading. 

• Understanding and using data and 
assessments to improve classroom 
practices and student learning. 

• The effective use and application of 
action research to classroom 
instruction 

• The effective use of technological 
resources to improve teaching practice 
and student learning. 

 
Focus Groups 

Focus groups are a form of interview used in this research study. Focus groups gave the 

researcher different thoughts, perceptions, and experiences on the subject matter (Tümen-

Akyıldız et al., 2021). During the focus group, the participants were gathered to share 

perspectives and thoughts regarding guided reading practices in their classes. The researcher 

guided the focus group. The teachers who participated in the focus group answered five 

questions related to what they were currently doing in their classrooms that they felt best 

benefited children. Within answering these questions, the teachers also discussed things they 

have done to improve themselves, as things they have done in the past were different at the time 

of the research. The focus group for this study took place during Cycle II. Teachers had 

previously received feedback from Cycle I individually and collectively. During the 

collaborative session, teachers could offer each other support and strategies they used during 

their individual guided reading lessons. This feedback and input from the implementation led to 

the focus group interview. 
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Table 3.7 

Focus Group Interview Questions 

Areas of Interest 
 

Focus Group Questions 

Implementation of Guided Reading How often do you typically work on guided 
reading a week, and what does this small 
group instruction look like in your class? 
 
How many students do you have in your 
small groups? How many do you feel should 
be in the group to maximize the 
effectiveness? 

Instructional Strategies within Guided 
Reading 

What strategies do you use within Guided 
reading that you best feel support your 
students? 

Effectiveness of Guided Reading Have you seen the effectiveness of guided 
reading for your struggling students? For any 
students? What has this process looked like? 

 

Questionnaires 

Another form of data collection that was utilized was questionnaires. Questionnaires 

provided participants' attitudes toward a particular issue (Glanz, 2014). The questionnaires and 

interviews went together to support data collection for the research. The close-ended 

questionnaire focused on teacher perception of guided reading and the related teacher efficacy 

and provided a scale of 1 to 9. This ranged from not to a great deal on the Likert scale. The 

questionnaire guided responses to the semi-structured interview to support follow-up questions 

as needed.  
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Table 3.8 

Questionnaire 

Instructional 
Self-Efficacy 
Questionnaire  

• How much can you do to get through to the most 
difficult students during guided reading instruction? 

• How much can you do to promote learning in guided 
reading when there is a lack of support from the home? 

• How much can you do to keep students on task on 
difficult assignments during guided reading instruction? 

• How much can you do to increase students’ memory of 
what they have been taught in previous guided reading 
lessons? 

• How much can you do to motivate students who show 
low interest in independent reading assignments? 

• How much can you do to get students to work together 
during guided reading groups? 

• How much can you do to overcome the influence of 
adverse community conditions on students’ learning? 

• How much can you do to get children to do their 
homework? 

 

Observations 

      Observations and reflective journaling were used in the data collection process. Observation 

as a participant-observer was also used in the data collection process of this research. Participant 

observation enabled the researcher to learn about the activities of the people understudy in the 

natural setting through observing and participating in those activities. It provided the context for 

developing sampling guidelines and interview guides (DeWalt & DeWalt, 2002). Observing to 

collect data allowed the researcher to immerse themselves in the setting and record the actions of 

the participants. For guided reading, conducting observations was vital to collect field notes to 

determine how instruction was taking place and how or if the instruction supported guided 

reading as an instructional practice after professional learning occurred.  
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Reflective Journaling 

Lastly, reflective journaling was used throughout the research process. Journaling records 

events, ideas, and thoughts over time, often with a particular purpose or project in mind (Coghlan 

& Brydon-Miller, 2014). As a researcher and participant, reflecting upon notes and thoughts 

from observations was vital. This process allowed the researcher to make changes or 

accommodations needed to support the action research team and participants.  

Artifacts 

 Additional artifacts used in this study included student data, pictures, and professional 

learning materials. These artifacts were collected during each cycle of the study. This 

information provided the design team and researcher with information regarding guided reading 

and professional learning in real time to be reviewed for additional data analysis. 

 The main reason for utilizing various data collection methods was to create triangulation. 

Triangulation allowed for validity and credibility in research (Noble, 2019). The author further 

stated that credibility refers to the trustworthiness and believability of a study. At the same time, 

validity concerns how much a study accurately reflects or evaluates the concept or ideas being 

investigated (Noble, 2019). Validity in research and the data collection process created 

trustworthiness in the research process. Trustworthiness in research allows the participants and 

readers to feel that the research is credible, transferable, confirmable, and dependable (DeVault, 

2019). Qualitative data allowed the researcher, action research team, and participants to 

determine trends in the data. The participants could trust the researcher by debriefing with the 

action research team and creating a review process. 
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Data Analysis Methods 

    The data collection process began with a teacher survey to assess teacher efficacy and 

understanding of guided reading and interviews. The design team collected student data from 

previous Georgia Milestones, Measures of Academic Progress (MAP) Benchmarks, and teacher 

assessments to provide a base score for where students were with reading comprehension and 

fluency. The team assessed this data in the study's outcome to build teacher efficacy and improve 

the delivery of guided reading instruction. This study reviewed this data to analyze it throughout 

the different research cycles.  

Coding 

As Vaismoradi (2015) stated, "Coding as the process of data reduction is an element of 

data organization in most qualitative approaches." Data in this research was analyzed using 

coding. The coded data came from observations, interviews, focus groups, and surveys. Within 

this qualitative study, coding utilized procedures that allowed the researcher to develop 

consistency and agreement without quantifying intercoder reliability (Patton, 2015). Having 

codes supported the data analysis process by categorizing the artifacts and supporting the 

identification of themes. Based on the interviews, codes emerged from the study based on the 

responses from the implementation team. The coding was done manually by highlighting 

reoccurring words or ideas within the answers to interview questions. Many of the 

implementation team members had similar answers to the questions. These codes eventually led 

to the overarching themes that support the research study. The following codes emerged from the 

study as depicted in Table 3.9. 
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Table 3.9 

Codes 

 
Code Meaning 

 
Data Sample 

GR Guided Reading “Guided reading is one of the 
initiatives in our Continuous 
School Improvement Plan.” 
Design Team Interview 
reflecting on school 
initiatives. 

SG Small group “Guided Reading and small 
groups, daily and weekly.” 
Implementation team teacher 
reflecting on identified 
instructional strategies. 

DF Differentiation "Differentiated centers/small 
groups, Guided reading, 
collaborative planning for 
Instruction, K-2 phonics 
grogram, Word-rich 
classrooms with interactive 
Word Walls. Differentiated 
centers/small groups and 
guided reading are used 
intermittently in the 
classrooms I have observed, 
collaborative planning, word 
walls, and k-2 phonics are 
used faithfully." 

CP Collaborative Planning “We share what we have 
earned with staff during 
collaborative planning and 
faculty meetings.” Design 
Team Interview focusing on 
sharing adult learning. 

PL Professional Learning “School administrators draw 
on the expertise and 
experiences within staff by 
asking them to serve as 
mentors, teacher leaders, and 
provide professional learning 
to other staff members.” 
Design team interview 
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reflecting on how the school 
draws on expertise within the 
building. 

ST Strategy "It is expected that the 
teachers will implement the 
new strategy, which is 
monitored through classroom 
observations and 
collaborative planning." 
Implementation team 
interview where a teacher 
reflects on the process after 
teachers learn new strategies 
within the building. 

 

Thematic Analysis 

Thematic analysis is another way the data analysis took place within the study. After the 

coding process within the data analysis, themes emerged from the study. Thematic analysis 

showed the connections within the study, transparency, and truthfulness and facilitated the 

transferability of findings to readers (Vaismoradi et al., 2015). The researcher provided attention 

to data saturation and the provision of material for reflection on data analysis in the study 

(Vaismoradi et al., 2015). Coding the data from interviews, observations, focus groups, and 

surveys led to the emergence of themes. Table 3.10 outlines the process used in the phases of 

thematic analysis. The researcher reviewed the data and developed codes and themes within the 

study. Then based on the themes, specific trends from the study became a focal point.  
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Table 3.10 

Phases of Thematic Analysis and Establishing Trustworthiness 

Phases of Thematic Analysis Means of Establishing Trustworthiness 
 

Phase 1: Familiarizing yourself with your data • Prolong engagement with data. 
Triangulate different data and 
collection modes. 

• Document theoretical and reflective 
thoughts. 

• Document thoughts about potential 
codes/themes. 

• Store raw data in well-organized 
archives. 

• Keep records of all data field notes, 
transcripts, and reflexive journals. 

Phase 2: Generating initial codes • Researcher triangulation 
• Reflexive journaling 
• Use of a coding framework 
• Audit trail of code generation 

Phase 3: Searching for themes • Researcher triangulation 
• Diagramming to make sense of the 

connections. 
• Keep detailed notes about the 

development and hierarchies of 
concepts and themes. 

Phase 4: Reviewing themes • Researcher triangulation 
• Test for referential adequacy by 

returning to raw data 
Phase 5: Defining and naming themes • Researcher triangulation 

• Documentation of theme naming 
Phase 6: Producing the report • Describing the process of coding and 

analysis of insufficient details 
• Thick descriptions of context 
• Description of the audit trail 
• Report on reasons for theoretical, 

methodological, and analytical choices 
throughout the entire study 

Adapted from Nowell et al. (2017) 
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Reliability and Validity 

As the assistant principal of Johnson Elementary, the role in the research was a 

participant and researcher. As a participant, the researcher was the organizer and facilitator of 

professional learning, a classroom observer, and an active team member. As an organizer of 

professional learning, the researcher planned the timelines for implementation and the type of 

professional learning that would be delivered. As the professional learning facilitator, the 

researcher showed teachers the research and instructional practices expected in classrooms in 

various sessions throughout the research. Implementing research at Johnson Elementary forced 

me to dive deeper into the building expectations related to guided reading instruction and 

professional learning needs. While participating in the action research team, the researcher was 

allowed to have insight into the opinions and perspectives of the members to include information 

in my research study. An understanding came about that good qualitative research examines 

participants’ lives as they experience them as meaningful and complex (Reich, 2021). With this 

consideration, the researcher focused on the value of what the teachers felt and stated during the 

interview process. 

Subjectivity 

As an assistant principal, the researcher recognized some biases brought to the study. As 

qualitative research, the focus of the study remained on how power and interaction shape the 

processes of gathering data, conducting analysis, and presenting findings (Reich, 2021). After 

self-reflecting, the researcher realized that strong opinions could impact the perception of 

teachers participating in the study. These thoughts included partialities and opinions about 

practices the researcher felt should occur in classrooms and conversations about perceptions of 

those instructional practices. The researcher started a journal to record thoughts, opinions, 
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frustrations, and questions to combat opinions. The researcher attempted to remain neutral and 

not respond in the leading ways to interview questions. Having clear, straightforward, and 

neutralized questions for the participants helped the researcher control feelings toward the 

opinions of others.  

Trustworthiness 

   Combatting perceptions of data was another process to overcome and create 

trustworthiness. After reviewing the data, the researcher recognized the importance of stating 

what it revealed instead of adding opinions about why the data was the way it was unless the 

participants explicitly stated their thoughts and opinions. These thoughts included quantitative or 

qualitative information in the research, focusing on data and explicit evidence rather than 

opinions (Reich, 2021). As the assistant principal, the researcher recognized that for the 

participants to trust the research study, remaining neutral and focusing on support and 

constructive criticism rather than critiquing was necessary. The researcher's attempt to remain 

neutral supported the overall growth of the participants rather than diminishing their thoughts 

and opinions. 

Chapter Summary 

 This research study aimed to improve teacher efficacy within guided reading by 

providing teachers with the professional learning needed to support them. This chapter 

overviewed this qualitative research's data collection methods and analysis. This chapter 

comprised an overview of the intervention cycles and a review of JES's current school data. The 

chapter went on to review the participants and selection process. After this, the data collection 

processes were reviewed through interviews, focus groups, questionnaires, observations, 

reflective journaling, and additional artifacts. The collected data were analyzed through coding, 
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creating, and analyzing themes. The final portion of this chapter explored the reliability and 

validity of the researcher. 
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CHAPTER 4 

THE CASE 

The Context of Study 

This research aimed to equip teachers with the skills to teach guided reading effectively. 

Refining guided reading instructional practices through professional learning and using an 

instructional coach to model instruction and provide feedback would build teacher confidence 

and support students' improvement. These components depended on the school administrators 

being instructional leaders and providing guidance and opportunity for them to occur. If guided 

reading became a part of the building culture, it could positively impact the school building's 

collective efficacy. 

 The following research questions were created concerning the problem and purpose at 

JES. Answering these questions helped build teacher efficacy, collective efficacy within the 

building, and guided reading as an instructional practice: 

1. How do teachers perceive the impact of structures put in place to build and maintain 

Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 

3. What role does an Action Research Team play in collaborating to support and build 

that will impact teaching in Guided reading in an urban setting? 



 

 

79 

 

  

Problem Framing in the Context 

 Guided reading was an approved instructional strategy for Greenville Anderson School 

District (GASD). However, the teaching staff has debated implementation and effectiveness 

within Johnson Elementary School (JES), leading to presumed low teacher efficacy. Guided 

reading and Reader's Workshop were implemented as part of the Johnson Elementary School 

(JES) improvement plan. The continuous school improvement plan stated that guided reading 

would improve reading and English language arts scores.  

Fountas and Pinnell (2021) defined guided reading as a small-group instructional context 

in which a teacher supports each reader's development of systems of strategic actions for 

processing new texts at increasingly challenging levels of difficulty. During guided reading, 

teachers have students participate by coming to a table with a small group of students to read a 

text at their instructional level. Students also analyze the text and engage in a word activity, and 

teachers make one or two teaching points. Sometimes there is writing included as well. This 

allows the teacher to listen to the students and take anecdotal notes as they observe student 

performance (Fountas & Pinnell, 2021). 

Problem Framing Based on the Site 

While, at first glance, Johnson Elementary school's neighborhood reflected that of a 

suburban environment, the school population and scenarios faced daily reflected those of an 

urban area. The students were transient at Johnson Elementary, but the demographics of the 

students stayed the same. Johnson Elementary had approximately 500 students. Approximately 

91% were African American, 7% were Hispanic, 3% were Multiracial, 1.4% Asian and 

American Indian, and Alaska Native. Due to the low average income, 100% of the students were 
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classified as economically disadvantaged. At the time of the study, all students received 

Free/Reduced Lunch, which qualified Johnson Elementary as a Title I school. 

 Most of the students at JES were performing below grade level in reading. The most 

recent Georgia Milestones assessment scores showed that 42% of 3rd-5th students scored in the 

beginning learner category for ELA. Therefore, administrators formed an action team and were 

recommended to implement a plan that built teacher efficacy as they moved towards 

implementing best practices in the classroom. Considering student levels, implementing guided 

reading was chosen as the strategy for implementation school wide. Guided reading allowed 

teachers time to provide small-group instruction to students. Although guided reading was 

written and considered in place at Johnson Elementary, teacher efficacy was low. Johnson 

Elementary teachers continued complaining about a lack of resources and understanding to guide 

them through the process.  

The Story and Outcomes 

Table 4.1 

Action Research Timeline of Events 

Action  Audience Materials Date 
Completed 

  
Seek IRB Approval 
from District and 
University  

IRB Committee IRB Application Packet May/June 
2022 

Teacher Efficacy with 
Guided Reading 
Presentation  

K-5 Teachers IRB/UGA Presentation August 
2022 

Obtain Consent  K-5 Teachers IRB Consent Form August 
2022  

Review School Data 
with Design Team 
 

Design Team School Data August 
2022 

One-on-One Interview 9 Teachers (K-4) Semi-structured Interview 
Questions 

September 
2022  
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Meet w/ Design Team 
to Plan Interventions 
for Cycle II 

Principal, 
Instructional Coach, 
Assistant Principal 

Theoretical Framework, 
Conceptual Framework, 

Research-based Interventions  

September 
2022 

Cycle II 9 Teachers (K-4) Journals, Researcher 
Observation Notes 

September 
2022 

Focus Group Meeting 9 Teachers (K-4) Focus Group Questions, 
Researcher Journal 

October 
2022 

 
Meet w/ Design Team 
to Plan Interventions 
for Cycle III  

Principal, 
Instructional Coach, 
Assistant Principal 

Theoretical Framework, 
Conceptual Framework, 

Research-based Interventions 

October 
2022 

Cycle III Interventions 4 Kindergarten 
Teachers 

Journals, Researcher 
Observation Notes 

November 
2021  

One-on-one Interviews 9 Teachers (K-4) Interview Questions, 
Researcher Journal 

December 
2022 

 

Action Research Cycle I with Interventions 

Cycle I started in July with a meeting with the design team. During the meeting, the 

design team reviewed school practices and data to devise a plan for guided reading 

implementation and professional development throughout the building. This meeting outlined the 

building expectations for the school year. After the meeting, individual interviews for the design 

team took place. The interviews helped guide the implementation by developing an 

understanding of what was currently in place building-wide and further actions needed for 

effective implementation.  

Based on school goals and English Language Arts data, a reader's workshop emphasizing 

guided reading instruction became the primary strategy for reading instruction. After the strategy 

was selected, the design team established a professional learning schedule for the study. This 

schedule included preselected dates for professional learning for the fall semester as well as 

collaborative planning and data meetings that would take place. The design team reviewed 

school data and discussed the teacher interviews and survey questions in preparation for 

interviewing teachers.  



 

 

82 

 

  

After the interviews and surveys, the design team reviewed the information provided 

from the interviews and the teacher efficacy survey data, and school data to prepare for 

professional development sessions centered around teacher needs effectively. The plan was set 

for the study, which included professional development for guided reading taking place in 

collaborative planning and data meetings. The team determined that the researcher would 

observe teachers twice during the study. 

Action Research Cycle II with Interventions 

During Cycle II, the implementation team reviewed school data and how it related to the 

school team’s goals. Doing this developed an understanding of the need for guided reading as 

well as provided direction for the professional learning that would take place. The 

implementation team reviewed the professional learning outline based on the interviews and 

surveys and provided feedback.   

Within Cycle II, there were two professional learning sessions. The first professional 

learning session was for guided reading. It provided the implementation team with the structure 

and outline of guided reading. The teachers learned what guided reading should look like, and 

the design team modeled what guided reading looks like in a classroom. The teachers also 

learned how to set up literacy stations for the other students working independently while guided 

reading took place. After the professional learning session, the teachers received the guided 

reading observation tool. This tool gave an outline of the learning from the professional learning 

session. The guided reading observation tool included what should happen before, during, and 

after a guided reading session and classroom evidence of guided reading. The second 

professional learning session provided was a data meeting. At that time, each teacher looked at 

their Measures of Academic Progress (MAP) reading data, set goals for the students, and 
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grouped them according to their Lexile levels. The teachers also reviewed Lexile levels to 

determine what leveled text each group would read from based on the Fountas and Pinnell 

guided reading levels.  

After the professional learning sessions, the first round of observations took place, and 

the researcher gave feedback in the glows and grows format that reinforced practices and gave 

constructive feedback. Once all observations were concluded, the implementation and design 

team held a collaborative feedback session to discuss the observations and feedback related to 

the entire group. The implementation team asked questions and provided strategies to each other 

during the meeting. At that time, the researcher was able to gauge teacher efficacy. 

The observations allowed the researcher to maintain visibility throughout the building. 

The design team continued to monitor the implementation of guided reading by supervising and 

evaluating instruction. At the end of Cycle II, a focus group interview took place. The researcher 

journaled throughout the process. 

Action Research Cycle III with Interventions 

In Cycle III, guided reading, professional learning, and observations continued. The 

design team again modeled the entire work period of a reading lesson. At that time, the 

implementation team viewed examples of literacy stations the students could work in while the 

teachers worked with their small groups during guided reading. Collaborative planning sessions 

also took place where the teachers shared instruction resources for guided reading based on 

materials mentioned during the focus group. 

After these sessions, the researcher conducted another round of walk-throughs and 

provided feedback. Another collaborative feedback session was held with the teachers as well. 

The collaborative feedback session allowed the design and implementation teams to reflect on 
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the observations and professional learning provided. The researcher journaled notes about the 

session. 

After Cycle III, the students retook the MAP assessment for a data comparison review, 

and the teachers were reassessed on teacher efficacy using the initial questionnaire. After the 

questionnaire, a brief semi-structured interview took place as a follow-up for any additional 

needs the implementation team had. 

Interviews 

 The interviews for this research study took place one-on-one during Cycle I and followed 

in Cycle II. The interviews took place with the design team and the implementation team. All 

interviews were semi-structured and consisted of questions centered around current guided 

reading practices at JES and any professional learning needed to assist teachers with guided 

reading practices for both groups. During the interviews, the design and implementation teams 

expressed themselves by answering the questions. The conversations flowed, and they allowed 

additional questions and comments because they were semi-structured. 

Focus Groups 

 There was one focus group during the research study. The focus group took place during 

Cycle II. After speaking with the implementation team, the focus group reviewed total glows and 

growth from the observation. During the focus group, the team answered questions about guided 

reading practices and what they felt was beneficial or what they would like to improve on in their 

classrooms. This guided the professional learning for Cycle III.  

Questionnaire 

During the study, a questionnaire was used to assess self-efficacy. This questionnaire was 

based on Bandura's Instrument Teacher Self-Efficacy Scale (2014); however, it was reformatted 
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to focus on guided reading instruction and practices. The close-ended questionnaire focused on 

teacher perception of guided reading and the related teacher efficacy and provided a scale of 1 to 

9. This ranged from not to a great deal on the Likert scale. The survey was given to the 

implementation team at the start and end of the study. The questions asked on the questionnaire 

are listed in Table 4.2.  

Table 4.2 

Instructional Self-Efficacy based on Guided Reading Instruction Questionnaire 

Instructional 
Self-Efficacy 
Questionnaire  

• How much can you do to get through to the most 
difficult students during guided reading 
instruction? 

• How much can you do to promote learning in 
guided reading when there is a lack of support 
from the home? 

• How much can you do to keep students on task on 
difficult assignments during guided reading 
instruction? 

• How much can you do to increase students’ 
memory of what they have been taught in previous 
guided reading lessons? 

• How much can you do to motivate students who 
show low interest in independent reading 
assignments? 

• How much can you do to get students to work 
together during guided reading groups? 

• How much can you do to overcome the influence 
of adverse community conditions on students’ 
learning? 

• How much can you do to get children to do their 
homework? 

 

Researcher Participant Observations/Journal Notes 

The researcher journaled and took notes throughout the study after the professional 

learning and collaborative sessions with the design and implementation teams. These notes 
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included teacher dialogue, reactions, and sharing of information and resources. The researcher 

took notes about conversations with the design and implementation teams. Many of these 

conversations between the teachers and researcher discussed the feedback from observations. 

Observation notes collected on the guided reading observation tool were documented in the 

reflective journal. The researcher used these notes to support themes and analyze data. 

Action Research Team Artifacts 

 Additional artifacts collected during this study supported the data analysis process. The 

artifacts from the study consist of the guided reading observation tool, PowerPoint presentations, 

collaborative planning outline, MAP data analysis sheets, and pictures. These artifacts added 

value to the study because they provided information and details about processes throughout the 

study. 

Chapter Summary 

The research study aimed to improve teacher efficacy within guided reading by providing 

teachers with the professional learning needed to support them. This chapter provided an 

overview of the process of each cycle within the research. The beginning established the story 

behind the study and moved into how the study progressed. As the study concluded, chapter 4 

reviewed how the study's results were gathered and processed during the study. 
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CHAPTER 5 

THE FINDINGS 

This research aimed to equip teachers with the skills to teach guided reading effectively. 

Refining guided reading instructional practices through professional learning and using an 

instructional coach to model instruction and provide feedback would build teacher confidence 

and support students' improvement. These components depended on the school administrators 

being instructional leaders and providing guidance and opportunities for professional learning. If 

guided reading became a part of the building culture, it could positively impact the school 

building's collective efficacy. 

 The following research questions were created concerning the problem and purpose at 

JES. Answering these questions helped build teacher efficacy, collective efficacy within the 

building, and guided reading as an instructional practice: 

1. How do teachers perceive the impact of structures put in place to build and maintain 

Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 

3. What role does an Action Research Team play in collaborating to support and build 

that will impact teaching in Guided reading in an urban setting? 

Introduction 

During the study, some recurring themes emerged. Tables 5.1 and 5.2 show the 

connections to research questions, interview questions for the design and implementation teams, 
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and themes. These interviews took place during Cycle I at the beginning of the study. Many of 

the themes aligned with each set of interviews; however, the responses between the design and 

implementation teams did not align. The implementation team sometimes had different responses 

to the same questions. 

Table 5.1 show the interview questions with the design team and the correlating themes, 

while Table 5.2 shows the interview questions with the implementation team and correlating 

themes. The themes of both interviews overlapped, showing a reoccurring pattern of thoughts 

between the design and implementation teams. 

Table 5.1 

Interview Questions with the Design Team Themes 

Research Questions Interview Questions 
 

Themes 

How do teachers perceive the 
impact of structures put in 
place to build and maintain 
Guided Reading instruction in 
an urban setting? 

How do teachers demonstrate 
that they recognize and accept 
their individual and collective 
responsibility for all students 

reaching mastery? 

Theme 1: School-Wide 
Practices and 

Implementation 
 

How do school leaders equip 
teachers with skills to support 
and maintain teacher efficacy 
in reading instruction in 
Guided reading in an urban 
setting? 

How do school administrators 
model the importance of 
continued adult learning? 

 
What impact has been made on 
school culture or practices by 

school leadership modeling the 
importance of continued adult 

learning? 
 

How do school administrators 
draw on the expertise and 

experience within the staff to 
enhance staff efficacy and 

capacity? 
 
 

Theme 1: Increasing 
professional learning 

opportunities. 
 

Theme 2: Building 
Teacher and Collective 
Efficacy amongst staff. 

 

What role does an Action 
Research Team play in 

What is the role of school 
leadership in helping keep the 

Theme 1: Instructional 
Leadership 



 

 

89 

 

  

collaborating to support and 
build that will impact teaching 
in Guided reading in an urban 
setting? 

staff up to date with relevant 
research? 

 
Can you give an example of 

research currently being studied 
or reviewed by the staff? Why 

and how was it chosen? 
 

Table 5.2 

Interview Questions with the Implementation Team Themes 

Research Questions Interview Questions 
 

Themes 

How do teachers perceive the 
impact of structures put in place 
to build and maintain Guided 
Reading instruction in an urban 
setting?  

Are there identified 
instructional practices 
recommended or mandated in 
our school? If so, what are 
they? How often are these 
"core" instructional strategies 
used in your classroom/in the 
classrooms you have 
observed? 
 
Are there any authors, books, 
resources, theories of teaching 
and learning, etc., with which 
most of the instructional staff 
is familiar? 
 

Theme 1: School-Wide 
Practices and 
Implementation 
 
Theme 2: Professional 
development needs to 
identify provided 
resources. 

How do school leaders equip 
teachers with skills to support 
and maintain teacher efficacy in 
reading instruction in Guided 
reading in an urban setting? 

What are professional learning 
opportunities available at our 
school to help all teachers 
improve instruction? Have you 
recently been involved in 
professional learning 
opportunities focused on high-
impact, research-informed 
instructional strategies? How 
did that learning impact your 
instruction? 
 
After a new instructional 
strategy is introduced and 
practiced, what are the 

Theme 1: Increasing 
professional learning 
opportunities. 
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expectations for consistent 
implementation?   

What role does an Action 
Research Team play in 
collaborating to support and 
build that will impact teaching in 
Guided reading in an urban 
setting? 

What processes are used if 
teachers or paraprofessionals 
need something additional to 
support instruction? 
 
Identified Needs for Research 
based on points: 

• Addressing the 
instructional needs of 
students who are gifted 
and talented. 

• Teaching and 
addressing the needs of 
students with special 
needs or disabilities 

• Identifying early and 
appropriate 
interventions to help 
students with different 
learning styles. 

• Teaching (and 
addressing the needs 
of) limited English 
proficient students. 

• Effective methods for 
managing small groups 
during guided reading. 

• Understanding and 
using data and 
assessments to improve 
classroom practices and 
student learning. 

• The effective use and 
application of action 
research to classroom 
instruction 

• The effective use of 
technological resources 
to improve teaching 
practice and student 
learning. 

 

Theme 1: Instructional 
Leadership 
 
Theme 2: Addressing 
Teacher Needs 
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Data Collection Connected to Research Questions 

Throughout the study, various data were collected. These ranged from questionnaire data 

following the survey at the start and end of the survey to teacher data on the Measure of 

Academic Progress (MAP) assessment. These data points were collected to see if there would be 

growth from the start to the end of the study based on the implementation of guided reading 

practices.  

Table 5.3 

Data Collected During the Study 

Research Questions Data Collected 
 

1. How do teachers perceive the 
impact of structures put in place to 
build and maintain Guided 
Reading instruction in an urban 
setting?  

Teacher Efficacy Survey 
Collaborative Planning Session Notes 

Journal Notes 

2. How do school leaders equip 
teachers with skills to support and 
maintain teacher efficacy in 
reading instruction in Guided 
reading in an urban setting? 

Professional Learning Needs Survey 
Professional Learning 

Journal Notes 

3. What role does an Action 
Research Team play in 
collaborating to support and build 
that will impact teaching in 
Guided reading in an urban 
setting? 

Interviews 
Collaborative Planning Sessions Notes 

Focus Group 
Observations and Feedback 

Measures of Academic Progress (MAP) Data 
Journal Notes 

 

 Table 5.4 derives from the teacher efficacy questionnaire. Below are the questions that 

teachers were asked and the average score at the start and end of the survey. Also included is the 

difference between the beginning and end of the study as well as the number of responses. Based 

on the results below, teacher efficacy was impacted. There was over 1 point growth in each item. 

The top-rated items were getting through to challenging students, promoting student learning 
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without support at home, and increasing student memory of what they have been taught in 

previous guided reading lessons. Based on the survey, implementing professional learning 

practices impacted teacher perception of each item below.  

Table 5.4 

Teacher Efficacy Survey Results 

Survey Items Average Score 
at the Start of 
the Study  

Average Score 
at the End of 
Study  

Difference 
Between 
the End 
and Start 
of the 
Study 
 

Number of 
Responses 

How much can you do to get 
through to the most difficult 
students during guided 
reading instruction? 
 

5.2 
 

7.1 1.9 9 

How much can you do to 
promote learning in guided 
reading when there is a lack of 
support from the home? 
 

5.5 
 

6.7 1.2 9 

How much can you do to keep 
students on task on difficult 
assignments during guided 
reading instruction? 
 

5.5 
 

7.3 1.8 9 

How much can you do to 
increase students’ memory of 
what they have been taught in 
previous guided reading 
lessons? 
 

5.5 
 

7.4 1.9 9 

How much can you do to 
motivate students who show 
low interest in independent 
reading assignments? 
 

5.5 
 

7.1 1.6 9 

How much can you do to 
motivate students who show 

6.2 
 

7.9 1.7 9 
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low interest in independent 
reading assignments? 
 
How much can you do to 
overcome the influence of 
adverse community 
conditions on students’ 
learning? 
 

5.3 6.8 1.5 9 

How much can you do to 
overcome the influence of 
adverse community 
conditions on students’ 
learning? 

5 6.7 1.7 9 

 

Figure 5.1 

Logic Model (Conceptual Framework(s)) Graphic Based on Tschannen-Moran and colleagues' 
Integrated Model of Teacher Efficacy and Instructional Leadership: A Research-Based Guide to 
Learning in Schools by Woolfolk Hoy and W. Hoy (2009) 

 

Figure 5.1 provides an outline of the structure of the study. The study implementation 

team was exposed to guided reading practices with professional learning and observations of the 

practices and received feedback based on implementation. The design team provided sources of 

implementation that provided a process and teacher competence based on a shared vision with 
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the implementation team. Teacher efficacy showed growth as well as the outcome of 

performance.  

Based on Figures 5.2 and 5.3, the performance outcome showed a positive trend for each 

teacher on the implementation team. Table 5.2 shows the percentage of students who met or 

exceeded their growth from fall to winter and compares students who showed growth in the 

classroom. Table 5.3 illustrates a positive trend for the increase of students who met or exceeded 

their expected growth from the fall to winter data based on the consistent implementation of 

guided reading practices. Table 5.4 shows the impact of the implementation based on MAP data 

from the 2021-2022 school year fall-to-winter data compared to fall-to-winter data from 2022-

2023. The comparison shows the difference between when the team implemented guided reading 

consistently versus when it did not. This finding shows that guided reading supports student 

learning and growth. This relates to providing teachers with the skills they need during the study. 

Figure 5.2 

Teacher Growth Data from Fall to Winter 
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Figure 5.3 

Teacher Growth Data Comparison from Winter 2022 (before the study) to Winter 2023 (during 
the study) 

 
 

Results from Action Research Cycle 1 

 Cycle I of the study provided organization. During Cycle I, the design and 

implementation teams were interviewed to create a vision, structure, and guide to support the 

effective implementation of professional learning for guided reading and the practices at JES. 

Reoccurring themes emerged from the interview questions based on the research questions.  

Findings and Research Questions 

During the design team interview, school leaders were asked a question related to 

research question 1, the perception of the impact of structures put in place to build and maintain 

guided reading instruction at JES. The team was asked how teachers demonstrated that they 

recognized and accepted their individual and collective responsibility for teacher mastery. The 
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responses from the team and the perception of the teacher's practices were different. For 

example, the principal stated:  

They demonstrate this by working to improve student achievement. They also take it 

personally when their children are not progressing as they thought they would. Most 

teachers and staff members contact their parents for buy-in and support.  

At the end of the study, the response from one teacher corroborated this perception. In one 

journal entry, a teacher contacted the researcher about growth data. During that time, the teacher 

said that based on the consistency in guided reading practices, she expected her data to show that 

more students met or exceeded their growth than happened. This teacher expressed 

disappointment and took it personally that all the students did not show as much growth as she 

had hoped. However, when looking at the students' data, most of the students that met their 

growth were those who were high achieving. Based on previous data trends, teachers at JES cater 

to the needs of lower-achieving students. In responding to the same question above, the 

instructional coach stated: 

Teachers do participate in collaborative planning where they discuss activities students 

engage in, but I do not believe they demonstrate responsibility for teaching all students 

mastery. 

The perception of the academic coach is based on years of teachers confiding in her and not 

feeling as if guided reading was an effective practice. During the focus group, one of the teachers 

shared: 

One thing I witnessed last year, and I think is my little success story, was when some kids 

came last year, a lot of them were reading in the first percentile. It was hard teaching 

them the strategies and helping them read. I definitely was not as consistent as I started 
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this year. However, when we were getting into testing mode before the Georgia 

Milestones retest, I started doing guided reading groups. The first time they took 

milestones, they had a Lexile of 275 or 250, and the retake score was a Lexile of 500. 

The student almost passed and only failed by 20 points. That student was in the first 

percentile at first, so it just does kind of show you that guided reading strategies do work. 

It appears as if teachers buy into guided reading and accept responsibility for students reaching 

mastery after they experience the effectiveness of the practice rather than buying into the practice 

because it was a school-wide practice. This led to the first theme, Theme 1: School-Wide 

Practices and Implementation. This theme is based on the practical implementation of school-

wide practices and consistent implementation. 

 The design team was asked how school leaders equip teachers with skills to support and 

maintain teacher efficacy in guided reading instruction at JES. The design team was asked how 

school leaders model the importance of adult learning and if there has been an impact on school 

culture related to adult learning. The instructional coach stated: 

School administrators do provide teachers with PL learning opportunities. Also, one of 

the administrators is in school working on her Doctoral degree, so I believe she is 

modeling the importance. However, I am not sure that much impact has been made on 

school culture or practices. 

The principal stated: 

We share what we have learned with staff during collaborative planning and faculty 

meetings. Additionally, we highlight and focus on continued adult learning. We also 

extend the offer for other staff members to take part in adult learning experiences. I think 

more than modeling; it is the action that school leadership puts in place. When we speak 
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to staff members, we speak to them based on research findings and data. We also are 

willing to help them improve based on the research that we are trying to implement. 

These things support school culture. 

Based on teacher responses, professional learning is provided but inconsistent in practice. Some 

responses from the implementation team stated that no professional learning opportunities were 

provided, while some teachers stated specific professional learning opportunities. This led to the 

first theme for this research question, Theme 1: Increasing professional learning opportunities. 

Concerning school leaders drawing on expertise and experience within the staff to enhance 

efficacy and capacity, the instructional coach and principal agree that school administrators 

allow teachers who show interest in leadership to build capacity by co-facilitating professional 

learning within our school. The principal specifically stated: 

School administrators draw on the expertise and experiences of staff by asking them to 

serve as mentors and teacher leaders and provide professional learning to other staff 

members. 

Based on these responses, the second theme emerged from research question 2, Theme 2: 

Building Teacher and Collective Efficacy amongst staff. 

Lastly, the design team answered questions related to the Action Research Team's role in 

collaborating to support and build that will impact teaching in guided reading at JES. The team 

was asked questions about the role of school leadership in keeping staff up to date with relevant 

research and giving examples of research currently being studied or reviewed by the staff. The 

instructional coach shared: 
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The school leadership does engage staff in practices that are up to date with relevant 

research, but I do not believe teachers are receptive to the information. Guided reading. 

This is one of the initiatives in our Continuous School Improvement Plan. 

The principal shared: 

All members of the school leadership team love learning; therefore, they are constantly 

learning new ideas and research-based strategies to increase student achievement and 

build staff capacity. However, we do not have any current research being studied at this 

time.  

As a school leader and researcher, after this response, journal notes were taken reflecting on the 

fact that there is an implementation of research-based practices. However, the research behind 

the importance or effectiveness of that practice is not always shared amongst staff to create the 

why teachers need to buy in. This led to the theme for research question 3 being, Theme 1: 

Instructional Leadership. 

During Cycle I, individual interviews with the implementation team also took place. The 

implementation team answered interview questions about how teachers perceived the impact of 

structures put in place to build and maintain guided reading instruction at JES. 

The team was asked about identified instructional practices, authors, and resources and how 

often these things were observed in the classroom. Many teachers answered by mentioning a 

variety of instructional practices. The teacher stated: 

There are a variety of instructional practices recommended or mandated at JES. They 

include differentiated centers or small groups, Guided reading, collaborative planning for 

instruction, a K-2 phonics program called Saxon Phonics, and word-rich classrooms with 

interactive word walls. However, differentiated centers/small groups and guided reading 
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are used intermittently in the classrooms I have observed, and collaborative planning, 

word walls, and k-2 phonics are used faithfully. 

With most teachers mentioning guided reading amongst other practices, this supported Theme 1: 

School-Wide Practices and Implementation for the first research question. The next question 

related to resources at JES to support the implementation of guided reading. Although some 

teachers responded by stating resources, such as this teacher:  

Some resources at JES are Saxon Phonics, the leveled library, readworks.com, and 

getepic.com. 

Another teacher stated: 

Lucy Calkins would be an author. Some resources are iStation, Saxon Phonics, Read 

Works, and Accelerated Reader; I don't feel like there is a uniform theory of teaching 

and learning that most staff is familiar with.    

Several teachers responded that there was no uniform teaching and learning that most of the staff 

was familiar with. Therefore, the second theme emerged from research question 1,  

Theme 2: Professional development needs to identify provided resources. This theme allowed 

the teacher to develop an understanding of the resources within the building as well as how to 

use those resources. 

The implementation team was also asked questions during the interview related to how 

school leaders equip teachers with skills to support and maintain teacher efficacy in reading 

instruction in guided reading at JES. The teachers' answers to school leaders providing 

professional learning were split. Some teachers felt that JES school leaders provide teachers with 

the opportunity for collaborative planning and professional learning on specific days; however, 

one teacher stated: 
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Currently, no professional learning opportunities are available to help the teachers 

improve instruction without directly going to the instructional coach or the AP yourself. 

We recently had math training that assisted with high-impact, research-informed 

instructional strategies. The learning impacted my instruction because it reminded me 

that the information previously reviewed needs to be recycled for the scholars to retain 

the information.  

Another teacher stated: 

Currently, I don't think there are any PLs (professional learning), maybe on Engage. The 

last PL or session on guided reading for me was during the summer at the BLT meeting. 

No, I have not been to a high-impact, researched-informed instructional strategies PL. 

From the BLT (building leadership team) meeting, I now have a visual example to model 

while in small groups. 

While other teachers stated: 

We have PLs in guided reading and math. I have been involved in both PLs. Yes, it 

changed how I teach and assess students in my classroom. 

The fact that the responses did not align for all teachers showed school leaders that professional 

learning practices must occur more consistently. This supported the theme for research question 

2, Theme 1: Increasing professional learning opportunities. Although it appeared from responses 

that professional learning opportunities were inconsistent, most teachers did feel that once a new 

strategy was introduced, it was a building practice to implement that strategy with the students. 

However, this did not mean that teachers bought into the new practice were present with one 

teacher stating: 
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The expectations are effective immediately. However, I don't think all instructional 

strategies introduced will work for all students; therefore, just because new strategies 

introduced should be required to implement. 

The implementation team answered questions about the Action Research Team's role in 

collaborating to support and build practices that impacted teaching guided reading at JES. When 

it came to what processes teachers used if they needed support or resources, many teachers stated 

that they asked school administrators or the school instructional coach. One teacher stated: 

Collaborative planning supports instruction and meets with our instructional coach and 

vice principal to troubleshoot. Typically, we talk about any resources or advice that can 

help support our instruction.  

Teachers said they would like to see more professional learning at JES and hoped that it would 

include modeling. One teacher specifically stated: 

I would love more professional learning opportunities at the school level. In these PLs, 

please actually teach us how to implement the strategies with our group of students. I 

often feel like the PLs are generic and work for perfect classes. 

The feedback from these interviews supported the first theme for research question 1, Theme 1: 

Instructional Leadership, and pointed out Theme 2: Addressing Teacher Needs.  

Results from Action Research Cycle 2 

   In Action Research Cycle 2, most data collected came from journal notes from 

professional learning and collaborative sessions, observation notes, and the focus group. In Cycle 

I, the researcher and instructional coach provided teachers with professional learning related to 

guided reading instruction. After the initial professional learning, the design team assisted 

teachers in reviewing data to create small groups for guided reading delivery. At this time, the 
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teacher collaborated, shared ideas, and more. One teacher gave teachers an outline of guided 

reading expectations at each reading level. In the journal notes, the researcher noted the 

excitement of the teachers when a guide was provided for instruction. 

After the initial professional learning and collaborative sessions, the first round of walk-

throughs took place. Based on observation feedback notes, most teachers had the students 

working in nonnegotiable stations that included vocabulary or word study and independent 

reading with responses. Guided reading was taking place in each classroom as well. Another 

guided reading action that was evident amongst all teachers was introducing the book. At this 

time, teachers discussed text features, activated background knowledge, made connections, and 

pointed out new words. However, according to observation notes, only one teacher set a focus 

for instruction with the students. The teachers did have the students read during the guided 

reading group. However, three teachers of the nine needed to follow the appropriate protocol of 

having students read aloud at levels A-K or read silently and aloud when the teacher tapped in at 

levels L+. Another finding was that 2 of those teachers had students engaged in “round robin or 

popcorn” reading which is not an appropriate practice for guided reading. 

           After the first round of walkthroughs, the teachers were provided feedback in the form of 

glows and grows. The design and implementation team met for a collaborative session. The 

researcher highlighted the key findings with the teachers to ensure a focus was set for the lesson 

and the appropriate reading techniques required for guided reading instruction. Highlights were 

that students were all in small groups or engaged in reading tasks, and each teacher delivered 

guided reading instruction. One journal note from the researcher recalled that the ESOL teacher 

was able to provide the team with strategies that could be applied to all students that needed 

additional language support. 
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After this collaborative session, a focus group session took place. The focus group 

questions aligned with research question one and supported the related themes. RQ1: How do 

teachers perceive the impact of structures put in place to build and maintain Guided Reading 

instruction in an urban setting? The themes that emerged from the questions were implementing 

school-wide practices and implementation and professional development needs and identifying 

provided resources. The teachers were asked how many times a week they pull their students for 

guided reading and what that looks like in their classroom. Most teachers stated that they met 

with their guided reading groups three to four times a week. One teacher stated: 

If I do get to five, it's my lowest group. I meet with them for like 10 minutes we go over 

letter sounds and phonics skills. It's like, I see you Monday, and here's your letters the 

rest of the week, and we work on CVC words with some friends. Also, everybody else is 

rotating to different activities (iStation, reading comprehension passage, sometimes 

writing, phonics, or grammar), and then I definitely try to pull my small, guided reading 

group. I do like maybe one day where I might pull my writing groups or, depending on 

where you are as a writer, pull you guys confer and send you back to work on things 

because I want to do that more. 

Another teacher shared: 
  
Every time I meet with my students, there are certain things I do with every group; no 

matter your level, I have index cards with blends and whatever the sounds were if it 

wasn't her from the beginning. With my higher kids, I knew they don't necessarily need 

sounds, but we practice whatever sight word list they were on. We practiced letter 

recognition, letter sounds, blends, or whatever diagraphs we have been working on, and 

their sight words, and then we would jump straight into reading the level text. 
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Teachers were also asked how many students were in their group and how they 

maximized effectiveness. Typically, with a small group within guided reading, four to six 

students are appropriate, but to the researcher's surprise, many teachers wanted to max their 

groups at four students. However, some teachers stated how this was unreasonable considering 

the number of students in their class, and it would require them to have more than five groups of 

students with no paraprofessional support. One teacher stated,  

I think three is ideal. I just had to create another group, so my lowest group right now is 

three students. I think that will help those students, but my other ones are all five students 

and each just because if I don't make it five, then I'll have too many groups, and it's hard 

to see all of them. I think, hopefully, those three students will definitely help them 

optimize their learning, but ideally, I think you should have three for them to progress. 

During the focus group, another teacher agreed:  

 I agree, three, when working with struggling readers because you know their groups are 

the same based on their abilities. As a teacher, you know they have certain concepts of sounds, 

and some may be able to read. I do four and a few with five in a group just because of my class 

size, and that way; I don't have like eight groups going around. 

 Next, the teachers were asked what strategies they used within the guided reading that 

best supported their students. Most of the teachers discussed using a technology software 

provided at the school called iStation that fills in the gaps for students. So, the researcher asked 

the teachers what they use outside of technology. Many teachers then agreed that they used 

leveled readers to support the students. At JES, there is a bookroom with a fiction and nonfiction 

leveled library that the teachers can use to pull books that support the students' instructional 

levels. A teacher spoke of how she used leveled readers: 
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 I know that when I work with students, I pull leveled readers. Sometimes I download the 

leveled readers or copy them to send them home as well. 

This led to another teacher stating: 

 When parents are interested and are willing to work with you because they know their 

child is struggling. You can see a difference when parents provide support. I've worked in 

public, charter, and private schools, so it's an eye-opener to see what private school 

parents will do for their children versus charter school parents vs. public school parents 

like and it is a game changer. 

 The last question teachers were asked during the focus group related to the effectiveness 

of guided reading for struggling students. The teachers also reflected on what the process looked 

like. One teacher shared an eye-opening experience: 

 I'm kind of just thinking about the first experience where I was like, what you did, you 

really worked. I saw it in my first couple of years of teaching. One of my lower groups, 

like the C group and we, were consistently working on this one book for like three weeks, 

and it was a fairly easier book, but the questions that I would ask them each time I kind of 

put my own spin on them to make them think deeply about the text. You know how they 

have questions within the text, about the text, beyond the text kind of questions, so I 

really tried to focus on those beyond the test questions. I realized when I was doing that it 

was making text-to-self-world connections, but it also helped them progress as readers as 

well right they were able to comprehend. So, I knew that once they fully comprehend this 

book let's go to the next level. Well, what they were practicing in that first level, they 

carried on with them to the next level, so they were still looking deeply, and it just helped 

them move. They definitely moved further than I expected them to. 
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Many teachers shared similar experiences and believed this focus group and conversation 

allowed the teachers to see many successes within the guided reading practice if implemented 

with fidelity. 

Results from Action Research Cycle 3 

          In Action Research Cycle 3, the data collected came from journal notes from collaborative 

sessions, observation notes, and the final survey. There was a difference between the initial and 

second observations when reviewing observation notes. As before, the students engaged in 

learning stations if they were not participating in guided reading with the teacher. This time 

around, more differentiation between each learning station was observed. The teachers in all 

grade levels had students in at least three to four groups around the room focusing on word work 

or vocabulary, independent reading, writing, and responding to literature. According to 

observation notes, all teachers introduced the book by discussing text features, making 

connections, and reviewing vocabulary. In the final observation, teachers also set a focus for the 

lesson, whether that was a comprehension skill, standards-based skill, or fluency building. The 

focus differed from the initial observation, where only a few teachers set a focus for the 

instruction. During the second observation, another noticeable difference was a "glow": the 

students were reading at their appropriate text level using the practice in place for reading. No 

teachers or students participated in "round robin or popcorn" reading. The most notable 

observation and feedback provided as a "grow" was that many teachers did not close the guided 

reading group instruction. During the initial observation, a few teachers did discuss 

comprehension just as they did this time, but some teachers guided reading group ended 

promptly after reading the text. 
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           During the follow-up collaborative session, the researcher reminded teachers to elaborate 

on the comprehension skills used to set the focus and close the guided reading group by properly 

discussing the text to support comprehension, reviewing the focus of instruction, or allowing 

students to share learning. The researcher's journal notes showed notable improvements based on 

feedback. Also, some teachers were doing things within their guided reading groups that other 

teachers suggested in previous collaborative sessions, such as having students use pointers and 

making the comprehension strategies interactive and engaging for students. 

           After the study, the second questionnaire was given to the teachers to assess teacher 

efficacy. There was over one point of growth on each item. The top-rated items were getting 

through to challenging students, promoting student learning without support at home, and 

increasing student memory of what they have been taught in previous guided reading lessons. 

Based on the survey, implementing professional learning practices impacted teacher perception 

of each item below. Students also were given the MAP assessment for the second time during the 

year for reading to assess student growth. There was also a change in teacher data related to 

student growth when comparing this school year, 2022-2023, to the teacher’s data from last year 

at this same time, and no consistent implementation of guided reading practices in 2021-2022.  

Chapter Summary 

The research study aimed to improve teacher efficacy within guided reading by providing 

teachers with the professional learning needed to support them. This chapter provided the 

findings from the research study based on data from interviews, focus groups, observations, 

journal notes, questionnaires, and teacher data. This data supported the findings that 

implementing professional learning related to guided reading and guided reading practices 

supported teacher efficacy and student growth. The beginning of this chapter provided the 
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themes that emerged from the study along with a questionnaire and teacher data and provided 

finding from each action research cycle. As the study concluded, chapter 5 findings show that 

when provided with consistent professional learning, observations, feedback, and collaborative 

planning, teacher efficacy will be impacted in a positive trend.  
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CHAPTER 6 

DISCUSSION OF THE FINDINGS 

This research aimed to equip teachers with the skills to teach guided reading effectively. 

Refining guided reading instructional practices through professional learning and using an 

instructional coach to model instruction and provide feedback would build teacher confidence 

and support students' improvement. These components depended on the school administrators 

being instructional leaders and providing guidance and opportunities for professional learning. If 

guided reading became a part of the building culture, it could positively impact the school 

building's collective efficacy. 

 The following research questions were created concerning the problem and purpose at 

JES. Answering these questions helped build teacher efficacy, collective efficacy within the 

building, and guided reading as an instructional practice: 

1. How do teachers perceive the impact of structures put in place to build and maintain 

Guided Reading instruction in an urban setting?  

2. How do school leaders equip teachers with skills to support and maintain teacher 

efficacy in reading instruction in Guided reading in an urban setting? 

3. What role does an Action Research Team play in collaborating to support and build 

that will impact teaching in Guided reading in an urban setting? 

Summary of the Findings 

The findings from the research study were based on data collected throughout the study. 

The study shows that with proper implementation of guided reading after professional learning 
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and consistent practices are in place, teacher efficacy in providing guided reading instruction and 

student data grew. The teacher data supports that consistent implementation of guided reading 

practices impacts guided reading instruction. These observations are outlined in Table 6.1 and 

Figure 6.1. 

Table 6.1 

Teacher Efficacy Survey Results 

Survey Items Average Score 
at the Start of 

the Study 

Average Score 
at the End of 

Study 

Difference 
Between 
the End 
and Start 

of the 
Study 

 

Number of 
Responses 

How much can you do to get 
through to the most difficult 
students during guided 
reading instruction? 
 

5.2 
 

7.1 1.9 9 

How much can you do to 
promote learning in guided 
reading when there is a lack of 
support from the home? 
 

5.5 
 

6.7 1.2 9 

How much can you do to keep 
students on task on difficult 
assignments during guided 
reading instruction? 
 

5.5 
 

7.3 1.8 9 

How much can you do to 
increase students’ memory of 
what they have been taught in 
previous guided reading 
lessons? 
 

5.5 
 

7.4 1.9 9 

How much can you do to 
motivate students who show 
low interest in independent 
reading assignments? 
 

5.5 
 

7.1 1.6 9 
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How much can you do to 
motivate students who show 
low interest in independent 
reading assignments? 
 

6.2 
 

7.9 1.7 9 

How much can you do to 
overcome the influence of 
adverse community 
conditions on students’ 
learning? 
 

5.3 6.8 1.5 9 

How much can you do to 
overcome the influence of 
adverse community 
conditions on students’ 
learning? 

5 6.7 1.7 9 

 
 
Figure 6.1 

Teacher Growth Data Comparison from Winter 2022 (before the study) to Winter 2023 (during 
the study) 

 
  

Additionally, a connection between the study and the theoretical framework was evident. 

Murphy and Hallinger's (1985) instructional leadership theory connected to the research because 
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the study related to how instructional leadership impacted teacher efficacy in guiding reading 

instructional practices. The study aimed to help teachers build their self-efficacy to improve their 

instructional delivery by ensuring the school's instructional program was in place. Structure and 

defined goals supported the climate and the building of teacher motivation and confidence. When 

teachers knew the school's expectations related to guided reading, they would provide instruction 

geared towards managing the instructional program. School administrators supervised and 

evaluated guided reading instruction and monitored teacher and student progress. Building 

teacher efficacy by providing professional development included enforcing standards, protecting 

instructional time, and maintaining visibility (Murphy & Hallinger, 1985). 

 Another theoretical framework explored was facilitative leadership. This framework 

related to the study because it demonstrated how leadership could establish collective teacher 

efficacy by communicating clearly and establishing shared goals. In addition, this framework 

supports building social and interpersonal relationships and enhancing trust (Nordick et al., 

2019). With the wide range of teacher experience, scaffolding collaboration, and professional 

learning were vital in understanding the diverse needs of the building. 

 According to the data, the connection between the instructional and facilitative leadership 

theories came together to support teacher efficacy at JES. Teacher efficacy improved after 

teachers were adequately equipped with skills and knowledge that supported guided reading 

practices. This study created a structure of practices that were part of the recurring themes, 

school-wide practices and implementation, professional development needs, identifying 

resources, and increasing professional development opportunities to address teacher needs. 
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Figure 6.2 

Murphy and Hallinger’s (1985) Model of Instructional Leadership and Nordick et al.’s 
Facilitative Leadership in Actuating Collective Teacher Efficacy. 

 

 Teachers develop self-efficacy with sources of efficacy (performance outcomes, verbal 

persuasion, physiological feedback, and vicarious experiences) and instructional leadership 

(Cansoy & Parlar, 2018). Throughout the study, the building developed a shared vision between 

teachers and instructional leaders and the relationship with performance outcomes related to 

guided reading instruction and practices. Figure 6.3 shows the model that guided the study. This 

fits the research study because it provided a cycle demonstrating how sources of efficacy and 

instructional leadership impacted teacher efficacy. 

 Another impact the model revealed was the sources of efficacy, how they were 

processed, and how school leaders analyzed teacher competence to create a shared vision, 

develop professional learning, and build teacher performance. During the study, administrators 
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observed teachers teaching guided reading to provide feedback after learning and addressing 

teacher needs. Building needs were addressed, and school leaders provided guided reading 

professional learning to build teacher competence and efficacy. The consequence was teacher 

efficacy improvement concerning guided reading instruction. 

Figure 6.3 

Logic Model Graphic: Based on Tschannen-Moran and colleagues' Integrated Model of Teacher 
Efficacy and Instructional Leadership: A Research-Based Guide to Learning in Schools by 
Woolfolk Hoy and W. Hoy (2009) 

 

Major Findings Related to the Literature Reviewed 

Guided Reading 

The guided reading instructional strategy was the focus of this research study. Guided 

reading is an instructional pedagogy in which the teacher offers the framework and purpose for 

reading and reacting to the content read (Nicholas et al., 2021; Ramsa & Rawian, 2021; Sya'ban 

& Reflinda, 2021). The idea of guided reading was brought to the forefront of the education 

system in the United States in 1996 when Fountas and Pinnell published "Guided Reading: Good 

First Teaching for All Students." This book was instrumental in bringing the concept of guided 
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reading to the forefront of the education system in the United States (Shelton, 2021). As a result, 

they were a component of a more comprehensive and comprehensive framework for the 

instruction of literacy (Shelton, 2021).  

Based on research, guided reading was implemented as part of the JES continuous school 

improvement plan. This strategy was selected because of the impact because children reading at 

a level below their grade level were allowed to advance in their reading levels and, more 

importantly, catch up during the guided reading (Chai et al., 2020; Geuke, 2022). This research 

study used guided reading in each teacher's classroom. The classroom makeup varied from 

balanced-level classrooms, cotaught classrooms, English as a second language (ESL) 

classrooms, and Early Intervention Program (EIP) classrooms. Teachers in each classroom 

understood that students reading below their grade level did not benefit from exposure to more 

difficult language alone in becoming successful readers of text at their grade level (Ankrum, 

2022; Hodgkinson & Small, 2018; Kelly, 2020). Additionally, teachers provided students with 

reading material appropriate for their instructional level rather than their independent level. This 

knowledge of and implementing guided reading practices with fidelity positively impacted 

teacher efficacy and instructional delivery.  

Positive Effects of Guided Reading 

Reading instruction in guided reading has been shown to improve student's general test 

performance and their comprehension and fluency in reading (Chamli, 2022; Odell, 2012; 

Taylor, 2021; Reid, 2020). Teachers provided differentiated instruction to students during guided 

reading because they could meet students at their instructional reading levels, guide them 

through decoding and comprehending text, and instruct them in the habits and strategies to help 

them become proficient readers. Guided reading was the instructional strategy used during this 
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study. Teachers followed the model of meeting students at their instructional level. During the 

study, teachers were told that guided reading instruction is a proactive strategy for the needs of 

students through a high-quality teaching framework (Talerico, 2018; Jones & Feng, 2022; 

Sioringas & Steier, 2019). Throughout the study, teachers adapted their instruction to meet the 

specific needs of individual students. After the study, the impact of provided professional 

learning and the increase in teacher efficacy positively impacted student learning. 

Students reading below grade level benefitted from guided through a suitably demanding 

text based on their instructional reading. This instructional strategy benefitted all students at 

varying levels. Fountas and Pinnell (2010) stressed the significance of elementary students 

receiving individualized teaching to become proficient readers. Students could apply what they 

had learned in the lesson context to other reading activities when they participated in guided 

reading, providing the appropriate atmosphere. Using texts that are appropriate for the 

instructional level of the students in the group, concentrating on reading strategies that are 

appropriate for that stage in the students' development, monitoring the students' progress 

frequently and consistently, maintaining the groups' flexibility and dynamic nature, and working 

toward the development of independent and fluent readers are all hallmarks of guided reading 

(Thomas & Dyches, 2019).  

Throughout the study, teachers commented on how their students progressed and showed 

growth based on the practice of guided reading. As stated in the research, the structure of guided 

reading instruction allowed teachers to differentiate for all their students by addressing those 

needs within the context of a small group guided reading lesson (McNeil, 2022; Morris, 2019; 

Krauch, 2020). Teachers in the study used leveled books to meet the students at their 
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instructional level. With these practices and comprehension strategies reviewed, the effects of the 

research were positive for the teachers and students.  

Teachers’ Perceptions and Practice of Guided Reading 

At the start of the research study, many teachers felt more confident in their ability to 

teach reading than expected. As time passed during the study and professional learning took 

place, teachers began to admit that they had not been doing guided reading effectively or at all 

prior to the study. The trends of perception and practice remained the same at JES as in the 

research; teachers of students in lower grades were more likely to use guided reading daily than 

teachers in higher grades. Researchers also mentioned that teachers needed more time to offer 

guided reading to their students and that teachers must be provided with all the materials and 

support required for guided reading instruction to be successful (Reid, 2020; Rogerson, 2018; 

Ugonnaya Etumnu, 2018). Another concern teachers had during the study was organizing what 

the other students would be doing while they pulled a small group. However, professional 

learning addressed this concern for teachers and provided classroom structure. The use of guided 

reading varied significantly from classroom to classroom (Schiebel, 2018). Some classrooms had 

three small groups, while others had four, all depending on the instructional reading levels of the 

students in a classroom (Schiebel, 2018).  

While teachers addressed the organization of their classrooms, no matter the classroom 

circumstances, the instruction provided for "guided reading" must have all the necessary 

components; otherwise, it should not be labeled "guided reading." Reeves (2011) concluded that 

guided reading is used to "provide a demonstration of skills, strategies, responses, and 

procedures; provide interventions around scaffolded instruction for students; facilitate a group 

response between students around a shared text; or facilitate a group response between students 
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around multiplication," (Reeves, 2011, p. 12). Throughout the study, teachers were taught and 

delivered guided reading following the appropriate components. Teachers leveled the students in 

homogenous groups and used information from classroom assessments and the Measures of 

Academic Progress (MAP) assessment to decide what would best benefit students during the 

guided reading group.  

Reading improvement among the instructors' charges was more likely to occur when the 

teachers had faith in the abilities of guided reading to handle the unique requirements of each 

student (Ferguson & Wilson, 2009). Based on this research, the study aimed to support teachers 

in building self-efficacy related to guided reading instruction. Instructors could only offer 

literacy instruction of high quality and balanced curriculum with a comprehensive awareness of 

the many facets of literacy and how they interact (Presley, 2019). Teachers in this study were 

challenged to implement guided reading practices with fidelity. Highly effective instructors 

immerse their readers in authentic literacy-related activities and extensive explicit teaching. 

Teachers emerging their students in literacy and explicit teaching is a point teachers learned 

during professional learning. Teachers in the study understood that the research shows that the 

most successful classrooms used frequent exposure to simple texts, which assisted students in 

developing fluency, comprehension, and achievement in their reading. Those exceptional 

teachers used the accomplishments of their students as a springboard to build multi-tiered 

courses that suited students with varying levels of capability (Presley, 2019). This knowledge 

and change of perception encouraged the teachers participating in the study to implement guided 

reading practices within their classrooms.  
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Teacher Efficacy 

 The knowledge that educators' beliefs in their capacities are a significant factor that helps 

predict successful classroom outcomes was a major component of this research study. Bandura 

(1997) suggested that goal setting and attribution processes are likely responsible for teacher 

efficacy's effect on students' outcomes. This research showed a correlation between teacher 

knowledge of guided reading and the instructional delivery of guided reading. Educators who 

believe in their potential to achieve success inspire themselves and their students to reach new 

heights, accept personal responsibility for their lessons' impact on their students' lives, and refuse 

to give up no matter their challenges. Bandura's research in 1997 suggested that enhancing 

teacher efficacy could assist students in achieving their academic and emotional goals. The 

hypothesis that improving teachers' performance will result in better schools has been put to the 

test by a variety of skill-development schemes with varying degrees of success. At JES, this 

hypothesis showed to be an accurate perception. 

 At the start of the research study, teacher efficacy showed that teachers felt most 

confident about motivating students interested in reading. On a nine-point scale, the average 

scores ranged from five to six related to all components except motivating students interested in 

reading. Teacher efficacy refers to the degree to which educators believe their actions will 

improve students' academic outcomes. One's expectations can change in response to new 

information, particularly evaluations of the outcomes of subsequent efforts made by oneself or 

peers accomplishing comparable tasks (Kim & Seo, 2018). According to Bandura's theory 

(1999), self-efficacy is a regulatory mechanism that affects behavior in four ways. These include: 

(a) enacting cognitive processes, (b) adopting loftier objectives, (c) creating enhanced goal 

commitment, and (d) expecting goals to be attained despite failures. A powerful feeling of 
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agency drives people with high self-efficacy, believing that their efforts are the primary factor in 

determining whether they are successful (Kim & Seo, 2018). People with strong self-efficacy can 

control negative ideas that drag down their performance by establishing coping methods through 

emotional processes. This study examined the impact formal professional learning would have 

on teacher efficacy.  

 Based on the research, teachers who were trained correctly felt more confident in their 

teaching abilities despite the school's location being in urban or suburban areas (Liaw, 2017). 

Experienced teachers typically feel more confident based on having a broader repertoire of 

knowledge and techniques for coping with conditions and challenges within their respective 

teaching contexts; therefore, they are less sensitive to school location than inexperienced 

teachers (Bergmark, 2020; Stahnke & Blomeke, 2021). These trends showed throughout the 

research study at JES. Teachers with more experience felt more confident in their teaching 

ability and had a higher efficacy rating on the survey. On the final efficacy survey, each rated 

component improved, which means instructional efficacy related to guided reading improved. 

Overall, the rated items improved by over one point.  

 Teacher efficacy showing growth during the study impacts the collective efficacy 

amongst the staff related to guided reading. Collective teacher efficacy correlated favorably with 

student achievement gains. Within the research, there was a correlation between a school's level 

of collective efficacy and its performance (Madimesta et al., 2018). The teachers in environments 

with higher collective efficacy were more persistent than those with low collective efficacy, 

planned more, and viewed failure as a temporary setback that did not discourage them. Because 

of this, if school leaders could find a way to enhance collective teacher efficacy, students would 

have a better chance of overcoming their circumstances. In this research study, professional 
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learning and collaborative meetings amongst the implementation team supported teacher and 

collective efficacy. 

Principals, Teacher Efficacy, and Guided Reading 

 The research study relied heavily on instructional and facilitative leadership models. 

These models impacted the culture of professional learning within the building. The school's 

culture or the teachers' personal experiences shape their confidence in fostering student learning, 

including reading (Protheroe, 2008). Principals support the development of a sense of efficacy 

for individual teachers and the entire school. Within this study, school leaders realized the need 

for consistent professional learning practices with guided reading to shape and build teacher 

efficacy. Based on the research, building teacher efficacy can retain teachers and build positive 

relationships among all stakeholders. Teachers who have confidence in their ability to help all 

students fulfill these rigorous expectations are more likely to demonstrate instructional practices 

that promote this outcome (Protheroe, 2008). It is not enough to hire and retain the brightest 

instructors; they must also believe they can successfully face the challenges of the task at hand, 

as stated by Goddard et al. (2000). The research by Ma and Marion (2021) showed that effective 

instructional leadership directly and positively impacted teacher morale. Faculty members' trust 

increased due to the school's explicit objective, effective instructional program, and supportive 

learning environment. Teacher effectiveness was affected by instructional leadership methods 

through faculty trust in the principal rather than directly (Ma & Marion, 2021). Once staff in this 

research study realized that the practices and implementation of guided reading would remain 

consistent and they would be supported with feedback, the teachers persisted through proper 

implementation. 
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School principals are essential in actuating teacher efficacy (Cansoy & Parlar, 2018; 

Nordick et al., 2019). Nordick et al. (2019) explored principals' attitudes, practices, and 

behaviors who developed collective teacher efficacy. During the initial interviews in the research 

study, it was clear that teachers needed consistent practices and professional learning to support 

their implementation of guided reading. Being an instructional or facilitative leader involves 

effective professional development. Zepeda (2019) gave school leaders the understanding and 

knowledge to implement professional development throughout the building effectively. In 

understanding the impact of professional learning and appropriate delivery of instruction, 

teachers will grow and develop self-efficacy in areas of focus related to professional learning. 

Teacher Self-Efficacy and Guided Reading 

This research investigated the correlation between teaching guided reading and teacher 

efficacy's role in reading practices. Even after decades of research investigating instructor 

attitudes on self-efficacy, reading pedagogical expertise, and feelings of weariness, these trends 

continue to be observed in the classroom (Reeves, 2011; Sellers, 2021; Yanez, 2015). Although 

guided reading and teacher efficacy have not been studied as often, researchers found that 

opportunities to apply guided reading instructional practices in diverse learning settings and 

allow time for reflection on individual beliefs, philosophies, and reading pedagogy is necessary 

more than ever (Reeves, 2011; Sellers, 2021; Yanez, 2015).  

Yanez (2015) discovered that the instructors' self-efficacy level has a role in 

implementing guided reading with students who struggle with reading. Our school data at JES, 

an urban school, showed students who fall below grade-level standards. However, Reeves (2011) 

found that the guided reading approach needed to be utilized to its full potential in the classroom, 

despite many teachers claiming to have received training in the guided reading method. 
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Researchers also found that educators working in schools located in areas with low academic 

achievement reported employing guided reading less frequently due to worries about their 

efficacy and ability to do so (Sioringas & Steier, 2019; Weinsten, 2019). Therefore, it was 

essential to this study to provide teachers with professional learning, tools, and resources to 

implement guided reading effectively. One reoccurring theme during this study was 

implementing school-wide practices with fidelity. Based on the research, teachers concurred that 

they could benefit from additional chances for professional growth and development (Naples-

Nakelski, 2004). This fact was no different at JES; teachers needed consistent professional 

learning, observations, and feedback to promote their efficacy and help improve guided reading 

practices. 

Major Findings Related to the Research Questions 

Research Question 1 

How do teachers perceive the impact of structures put in place to build and maintain 

guided reading instruction in an urban setting? At the beginning of the study, teachers felt that 

there needed to be more structures in place to build and maintain guided reading instruction at 

JES. Based on the teacher interviews, consistency in practices and proper implementation of 

professional learning related to guided reading were absent at JES. The design team reviewed the 

feedback from the implementation team and school data to develop an implementation plan. This 

plan provided professional learning, collaborative sessions, and observations with proper 

feedback to create structures to build and maintain guided reading. 

 Throughout the study, teachers were provided with the expectations of school-wide 

practices and implementations and professional development based on need. Each teacher 

completed a survey about their needs related to guided reading practices and implementation. 
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With this knowledge, the design team provided specific professional learning sessions to support 

teaching practices. After the study, teachers noted the effectiveness of consistent practices with 

guided reading. The survey results from instructional efficacy improved. The improvement 

results from the survey, along with consistent practices, showed the design team that teachers 

now understood what the expectation was related to guided reading and how to effectively 

deliver instruction to students based on those expectations.  

Research Question 2 

How do school leaders equip teachers with skills to support and maintain teacher efficacy 

in reading instruction in guided reading in an urban setting? At the beginning of the study, 

teachers took an instructional self-efficacy survey related to guided reading instructional 

practices. These survey results established a baseline of teachers' feelings concerning guided 

reading at JES. Research showed that impacting teacher efficacy with guided reading practices 

would depend on professional learning. Based on survey results and interviews with the 

implementation team, teachers felt this would support their individual and collective efficacy.  

During the study, school leaders were charged with increasing professional learning 

opportunities to equip teachers with knowledge. Professional learning increased teachers' 

confidence in their ability and impacted the instruction delivered to students. For the study, this 

meant consistent delivery of instruction and guided reading practices. The design team worked 

with teachers in groups and individually to support teacher learning, observe teachers, and 

provide feedback. After the study, teacher efficacy improved in all areas. Teacher self-efficacy 

related to guided reading showed more than a one-point growth in each domain. This 

information was based on the instructional efficacy questionnaire teachers completed at the end 
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of the study. Therefore, school leaders properly equipped teachers to grow teacher efficacy 

within JES. 

Research Question 3 

What role does an Action Research Team play in collaborating to support and build that 

will impact teaching in Guided reading in an urban setting? The action research team played an 

essential role in collaborating to support and build guided reading practices in guided reading 

instruction at JES. The design team met to review reading data, interviews, and professional 

learning and instructional self-efficacy related to guided reading surveys to examine school 

needs. After reviewing this data, school leaders created an instructional plan for JES. This plan 

relied on school leaders being instructional and facilitative leaders and implementing the logic 

model practices concerning the study. The logic model included understanding the sources of 

efficacy and providing teachers with the shared vision and professional learning needed to 

support guided reading practices.  

With that, the school leaders became instructional leaders to ensure that teachers were 

prepared to provide instruction and address any needs teachers had that impacted their ability to 

provide guided reading to students. After the study concluded, the consequences of these actions 

were improvement in teacher self-efficacy related to guided reading instruction. The impact on 

collective efficacy came along because of the collaboration among the implementation team. 

Each team within the study worked together to build and provide evident practices related to 

guided reading. Based on the data at the end of the study, this impacted instructional practices 

and student growth in a positive way. 
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Limitations of the Current Study 

 Limitations within the research study exist because of the nature of qualitative research. 

One of the initial limitations surrounding the research came about based on participant responses 

on the design and implementation team. Because qualitative research is open-ended, participants 

have more control over the content of the data collected. Conversations were facilitated to ensure 

that participants accurately perceived the reality at JES. However, there is a possibility that 

participants responded in ways that would favor the researcher or try to avoid putting JES in a 

negative light. This action could lead the study to have some biases, along with the sample size 

of the participants being nine teachers and three school leaders. The number of participants is 

considered a small sampling. 

 Another limitation surrounding the study is that qualitative research is perspective based. 

Sometimes it was difficult not to assume causality at the beginning of the research. The 

researcher had to understand that following through with the study would lead to conclusions 

based on the data collected. Even then, correlation does not always equate to causation. 

Implications and Recommendations for Practitioners 

Guided reading is an effective strategy for teaching reading to students (Fountas & 

Pinnell, 1996). The children reading at a level below their grade level were allowed to advance in 

their reading levels and, more importantly, catch up during the guided reading (Chai et al., 2020; 

Geuke, 2022). Therefore, practitioners using guided reading for instruction will be able to 

support the learning of all students better. 

Additionally, most teachers reported that professional development affected their 

knowledge of content, pedagogy, and curriculum because it was related to their teaching 

experiences and teacher learning. One positive finding is that teachers connect the information 
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provided in professional development sessions to their previous teaching experiences and 

learning to provide high-quality reading instruction (Martin et al., 2018; Smith, 2020; Taylor, 

2021). Most teachers will be motivated to improve their literacy skills in an effective 

professional development program. The studies, however, revealed that more should be done to 

determine whether teachers are prepared to teach guided reading based on their education, work 

experience, and other relevant criteria (Martin et al., 2018; Smith, 2020; Taylor, 2021).  

Implications and Recommendations for Researchers 

 Implications and recommendations for researchers varied throughout the study. One 

consistent practice that is recommended is the collection of varied data. Throughout the study, 

the researcher collected various forms of data, including a researcher journal, observation notes, 

instructional efficacy questionnaire, and interview and focus group responses. These data 

collection methods supported the researcher in understanding the effectiveness of the study. One-

on-one semistructured interviews and focus groups allowed for fluid conversations, and many 

ideas and perceptions were brought out during this time.  

 An implication that arose during the study was the implementation of professional 

learning and the research behind it to effectively implement the practice. At JES, the researcher 

realized that professional learning is sometimes implemented inconsistently with little follow-up 

from school leaders. However, during the study, consistent implementation and observations, 

and feedback improved teacher practice. 

Implications and Recommendations for Policy Makers 

Teacher effectiveness was affected by instructional leadership methods through faculty 

trust in the principal rather than directly (Ma & Marion, 2021). Policymakers and practitioners 

may use the study's findings to inform decisions and initiatives to boost teachers' efficacy in the 
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classroom. Principals can use the findings of this study to inform their decisions about improving 

teachers' collective efficacy (Nordick et al., 2019). What the principal implements could 

positively impact the collective efficacy of the building. 

Wisink (2019) states that teacher efficacy and professional development are essential to 

teacher retention. Building teacher efficacy through deepening teacher knowledge through 

professional learning, collaboration, and engagement supports high-needs schools (Ohlson, 

2018). This requires school leaders to be instructional leaders and effectively implement 

professional learning. Building teacher efficacy could play a role in the instruction provided to 

the students and, ultimately, student growth, which is the goal of school district leaders, 

administrators, and stakeholders (Wisink, 2019). 

Chapter Summary and Final Thoughts 

The research study aimed to improve teacher efficacy within guided reading by providing 

teachers with the professional learning needed to support them. This chapter provided a 

discussion of the findings from the research study. These findings were based on interviews, 

focus groups, observations, journal notes, questionnaires, and teacher data. This data supported 

the findings that implementing professional learning related to guided reading and guided 

reading practices supported teacher efficacy and student growth. The beginning of this chapter 

reviewed a summary of the findings and connections with the themes and frameworks from the 

study. As the study concluded, chapter 6 reviewed significant findings from the literature review 

and research questions. The chapter went on to cover various implications based on the research 

study.  

In conclusion, the impact could be positive when school leaders intentionally provide 

professional learning, follow through with observations, and provide feedback. Teachers' 
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efficacy is impacted based on their self-confidence because of the strategies and practices they 

learned. In turn, student growth could be impacted if teachers are confident in their ability to 

teach and follow through with consistent practices. 
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APPENDIX A 

Empirical Findings Table 

Author(s) Empirical Findings 

Tschannen-Moran, M., & Hoy, A. W. (2001). 
Teacher efficacy: capturing an elusive 
construct. Teaching and Teacher 
Education, 17(7), 783–805. 
https://doi.org/10.1016/S0742-051X(01)00036-
1 

This study shows that teacher efficacy is 
powerful related to meaningful educational 
outcomes. It considers the teachers' 
persistence, enthusiasm, commitment, and 
instructional behavior and how they impact 
students' outcomes related to achievement, 
motivation, and self-efficacy beliefs. The 
authors see a valid measure of teacher's 
self-efficacy and use of data in studies. The 
study also shows that new teachers are often 
given more challenging situations where 
those may be more appropriate for more 
experienced teachers with a higher self-
efficacy. 

Protheroe, N. (2008). Teacher Efficacy: What Is 
It and Does It Matter? A teacher’s sense of 
efficacy can lead to gains in the 
classroom. PRINCIPAL -ARLINGTON-, 5, 42. 

This study focuses on the teachers' 
confidence that the ability to promote 
learning can depend on past experiences or 
school culture. It also explores how 
principals can help develop a sense of 
efficacy for individual teachers and the 
entire school. It highlights how to develop 
teacher efficacy and collective efficacy for 
schools. Then it relates it to the role 
principals play and their impact on building 
a sense of efficacy. 

Liaw, E.-C. (2017). Teacher efficacy of English 
teachers in urban and suburban 
schools. Teacher Development, 21(4), 496–510. 
https://doi.org/10.1080/13664530.2017.1308426 

This study examined elementary English 
teachers more than a decade after a 
significant educational reform to determine 
whether their teacher efficacy levels were 
affected by school location. This location 
differs between urban vs. suburban areas. 
The 438 responses were adapted Teacher 
Efficacy Scale revealed more robust 
efficacy regarding the teachers' personal 
ability to teach less-motivated students and 
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less confidence regarding the management 
of school- and government-related 
concerns. Ironically the school settings did 
not show a significant effect on the efficacy 
levels of experienced English teachers. 

Gaffner, J., Johnson, K., Torres-Elias, A., & 
Dryden, L. (2014). Guided Reading in First-
Fourth Grade: Theory to Practice. Texas 
Journal of Literacy Education, 2(2), 117–126. 

In this study, university students taught 
guided reading lessons to groups of students 
at the elementary level. This study provided 
qualitative and quantitative data. It showed 
that the elementary students who 
participated showed progress on their 
reading assessments. This study also found 
that another positive outcome is that the 
university students participating benefited 
from the training provided by the district 
literacy specialists, guidance by the 
university professors, and the real-world 
application of best practices in guided 
reading instruction. 

Ma, X., & Marion, R. (2021). Exploring how 
instructional leadership affects teacher efficacy: 
A multilevel analysis. Educational Management 
Administration & Leadership, 49(1), 188–207. 
https://doi.org/10.1177/1741143219888742  

This study explores a multilevel modeling 
approach to examine the impact of principal 
instructional leadership on teacher efficacy 
and the mediating role played by faculty 
trust in that process. This study includes 50 
secondary school principals and 714 
teachers in a minority region of Western 
China. The findings show that instructional 
leadership directly and positively affects 
teacher efficacy. Instructional leadership 
practices define the school's mission, 
manage the instructional program, and 
develop a positive school learning climate, 
positively affect faculty trust. The results 
show that instructional leadership practices 
have more indirect than direct impacts on 
teacher efficacy through faculty trust in the 
principal. The areas of significance 
identified by this study may guide 
policymakers and practitioners for informed 
decisions and interventions targeting to 
build up teacher efficacy.  

Fountas, I. C., & Pinnell, G. S. (2010). Research 
Base for Guided Reading as an Instructional 
Approach. Portsmouth, NH: Heinemann. 

Fountas and Pinnell (2010) state, “Guided 
reading provides a setting within which the 
explicit teaching of comprehending 
strategies is ideal:  
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Teachers select texts that are within 
students’ ability to comprehend with 
teaching. 
Teachers select a variety of genres and a 
variety of text 
structures within those genres.  
Teachers introduce the text to students in a 
way that provides background information 
and acquaints them with aspects of the text 
such as structure, content, vocabulary, and 
plot. 

Zepeda, S. J. (2019). Professional development: 
what works. Routledge, Taylor &amp; Francis  
Group  

This book plays into the importance that 
professional learning in the school. In 
understanding the impact of professional 
learning and appropriate delivery of 
instructional learning teachers will grow 
and develop self-efficacy in area of focus 
related to the professional learning.  
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APPENDIX B 

Interview Protocols 

Teacher Guided Reading Interview & Survey Questions 

(Implementation Team) 

1. What is your name, grade level/subject you teach, and years of experience? 

2. Are there identified instructional practices that are either recommended or mandated in our 

school?  If so, what are they?  How often are these “core” instructional strategies used in 

your classroom/in classrooms you have observed? 

3. What professional learning opportunities are available at our school to help all teachers 

improve instruction? Have you recently been involved in professional learning opportunities 

that have focused on high impact, research-informed instructional strategies?  How did that 

learning impact your instruction? 

4. Are there any authors, books, resources, theories of teaching and learning, etc. with which 

most of the instructional staff is familiar? 

5. After a new instructional strategy is introduced and practiced, what are the expectations for 

consistent implementation?   

6. What processes are used if teachers or paraprofessionals need something additional to 

support instruction? 

7. Is there anything else we need to know as we plan for the best possible professional learning 

sessions to best meet your needs? 
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Professional Learning Needs Assessment 
In relation to guided reading, in the columns below, please rate your 1st, 2nd, and 3rd choice for 
professional learning that would be beneficial to you and your classroom practices. 

 1st Choice 2nd Choice 3rd Choice 
Addressing the instructional needs of students 
who are gifted and talented 

   

Teaching and addressing the needs of students 
with special needs and/or disabilities 

   

Identifying early and appropriate interventions to 
help students with different learning styles 

   

Teaching (and addressing the needs of) limited 
English proficient students 

   

Effective methods for managing small groups 
during guided reading 

   

Understanding and using data and assessments to 
improve classroom practices and student 
learning 

   

The effective use and application of action 
research to classroom instruction 

   

The effective use of technological resources to 
improve teaching practice and student learning 

   

 
Please indicate the best time for professional learning for you (choose all that apply): 

 During planning 
 Before school 
 After school 
 Professional learning days 
 Pre-planning days 
 Post-planning days 
 Other 

 
Instructional Self-Efficacy 

 
How much can you do to get through to the most difficult students during guided reading 
instruction? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to promote learning in guided reading when there is lack of support from 
the home? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
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How much can you do to keep students on task on difficult assignments during guided reading 
instruction? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to increase students’ memory of what they have been taught in previous 
guided reading lessons? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to motivate students who show low interest in independent reading 
assignments? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to get students to work together during guided reading groups? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to overcome the influence of adverse community conditions on students’ 
learning? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 
How much can you do to get children to do their homework? 

1 2 3 4 5 6 7 8 9 
Nothing  Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
 

Administrator Guided Reading Interview Questions 
(Design Team) 

 
1. How do teachers demonstrate that they recognize and accept their individual and collective 

responsibility for all students reaching mastery? 

2. How do school administrators model the importance of continued adult learning? 

3. What impact has been made on school culture or practices by school leadership’s modeling 

the importance of continued adult learning? 
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4. What is the role of school leadership in helping keep the staff up to date with relevant 

research?   

5. Can you give an example of research that is currently being studied or reviewed by the staff?  

Why and how was it chosen? 

6. How do school administrators draw on the expertise and experience within the staff to 

enhance staff efficacy and capacity? 

 
Reference 
Colorado Department of Education Home Page. https://cde.state.co.us/ 
 

Focus Group Interview Questions 

1. How many times a week you typically work on guided reading and what does this small 

group instruction look in your class? 

2. How many students do you have in your small groups? How many do you feel should be in 

the group to maximize the effectiveness? 

3. What strategies do you use within Guided reading that you best feel support your students? 

4. Have you saw the effectiveness of guided reading for your struggling students? For any 

students? What has this process looked like? 
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APPENDIX C 

Guided Reading Observation Tool 

 


