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Most of us learn best when support-
ed by a friendly, more-expert person . 
As a teacher and Reading Recovery 
trainer of teacher leaders, I value 
opportunities to learn from and with 
teachers as we problem solve how 
to support children’s literacy learn-
ing . Thus, school visits in Reading 
Recovery have emerged as one of my 
favorite parts of the training model . 
Reading Recovery teacher visits are 
very similar to coaching experiences 
promoted in the broader professional 
development field and valued as a 
current hot topic by members of the 
International Reading Association 
(Cassidy, Ortlieb, & Shettel, 2011) . 

Interactive in nature, coaching events 
involve a leader or peer conversing  
with a teacher before and after 
observing the teacher in action,  
i .e ., teaching a child or children . Not 
only is the topic of coaching current 
and relevant to my personal learning, 
the literature on professional devel-
opment strongly supports coaching 
as a means of professional learning 
(Garmston, 1987; Glickman, 2002; 
Hamilton & Richardson, 1995; 
L’Allier, Elish-Piper, & Bean, 2010; 
Lyons & Pinnell, 1999; Moran, 
2001) . Furthermore, a recent, rigor-
ous study demonstrated how profes-
sional development with coaching 
as an integral component positively 
influences student achievement 
(Biancarosa, Bryk, & Dexter, 2010) .

Definitions of coaching vary and 
different models permeate the profes-
sional literature . A coach may be a 
peer, a supervisor, or an instructor, 
and what occurs in each interaction 
may vary . Most models suggested 
in the literature include a protocol 
or set of directions for the coach or 
peer to use when interacting with the 

teacher during a preconference, an 
observation of teaching, and a post-
conference . In Reading Recovery, 
this type of coaching is conducted in 
the context of a school visit between 
a teacher leader and a teacher trainee 
or continuing teacher . There isn’t a 
published guide or set of directions 
Reading Recovery teacher leaders 
follow . I began to look at research on 

coaching interactions and wondered 
if I could discover how teacher lead-
ers engage in coaching and if I could 
discern a pattern in the conversation-
al turns and moves that would sug-
gest the architecture of the Reading 
Recovery school visit . Thus, in order 
to inform my coaching of Reading 
Recovery professionals, I began a 
research project aimed at under-
standing the architecture of Reading 
Recovery school visits . Essentially, 
the guiding research question was 
“How do Reading Recovery teacher 
leaders and teachers talk during 
coaching events?” A conversation 
analysis of the exchanges between 
four teacher leaders and seven teach-
ers during the training year helped 
me address this question . The aim of 
this article is to describe the research 
and to share what coaching in this 
Reading Recovery context might 
offer as a means of professional 
development of any teacher .

Background
Most coaching research focuses on 
the roles and responsibilities of the 
coach rather than the way coaches 
interact with teachers (L’Allier, et 
al ., 2010) . The aim of this research 
was to move beyond roles and look 
at the structure of the conversations . 
Language shapes thinking (Vygotsky 
& Luria, 1993; Wertsch, 1985) and 
reveals theories, or mental models, of 
what are accepted ways of acting and 
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using language within social groups 
(Gee, 2005), in this case Reading 
Recovery school visits . When the 
aim of coaching is reflection (Rodg-
ers & Rodgers, 2007), language 
reveals how teachers form theories, 
reflect, and ultimately improve their 
teaching . 

As I examined previous research, 
I found that the close analyses of 
coaching conversations are sparse in 
professional development studies . 
Most often, researchers interview or 
survey teachers after the coaching 
event and limit their investigations 
to such reports . Neither observations 
nor analyses of coaches-in-action with 
teachers have been conducted . For 
example, one study was a discourse 
analysis of interviews with teachers 
to examine coaching effects . These 
procedures do not involve coaches-in-
action with teachers .

Two recent studies describe the lan-
guage of teachers and coaches, how-
ever, the methods applied to conduct 
studies varied . In one study, observ-
ers followed eight coaches and main-
tained field notes (Peterson, Taylor, 
Burnham, & Schock, 2009) . Only 
a brief summary described the pat-
terns in the conversations . However, 
the researchers asserted that coaching 
conversations influenced teachers’ 
understandings and their teaching of 
comprehension strategies specifically .

In an in-depth discourse analysis 
of coaches interacting with teach-
ers working in schools, Rainville 
and Jones (2008) found language 
revealed the nature of the relation-
ships between coaches and teach-
ers . It was therefore suggested that 
professional development for coaches 
include an analysis of language in 
order to improve coaching expertise . 

Context of Coaching  
in Reading Recovery: 
School Visits
The Reading Recovery professional 
development model differs from 
most models of coaching in several 
significant ways . Reading Recov-
ery teacher leaders learn how to 
interact with teachers through their 
yearlong, rigorous graduate-level 
field-based coursework around lead-
ership, theory, and teaching . In the 
initial training, during which they 
are coached and observe coaching, 
the teacher leaders are “coached” on 
how to coach in an apprenticeship 
model . They observe coaching by 
others and have guided experience 
in initial coaching . During the sub-
sequent year after the training, they 

are observed coaching teachers, and 
this affords additional opportuni-
ties to enhance their coaching skills . 
Thus learning how to coach and how 
to help teachers is scaffolded over a 
2-year training period in which the 
teacher leader is “coached” on how to 
help teachers . 

Contrary to many coaching models, 
Reading Recovery teacher leaders do 
not use published sets of procedures 
or scripts consisting of questions 
aimed at specific cognitive outcomes . 
Rather, in line with the theoretical  
orientation of the teacher leader 
training, the structure and talk of 
visits may vary according to teachers’ 
concerns, children’s needs, and the 
teacher leaders’ observations . The 
general guidelines for a school visit 
are based on student and teacher 

In line with the theoretical orientation of the teacher leader training, the structure 
and talk of school visits may vary according to teachers’ concerns, children’s needs, 
and the teacher leaders’ observations. Perhaps the complex nature of the creative 
paths children take to literacy influence how we approach our talk about children 
in the context of coaching. 
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need and consist of a preconference  
focused on the student’s data, an 
observation of the teaching, and 
a postconference to problem solve 
together how to help the child . Visits 
are modified in light of the child’s 
or teacher’s needs . Each university 
training center where teacher leaders 
are trained may have specific goals 
for the teacher leaders conducting a 
school visit, but there is not a pre-
scribed model of coaching for teacher 
visits . This research was not meant to 
form a model, but rather to look at 
the conversations in order to under-
stand how language is used during 
school visits .

Research Plan
The intent of this research project  
was to explore the coaching of 
Reading Recovery professionals . As 
a university trainer, I was curious 
about the nature of language used by 
teacher leaders and teachers during a 
training year for teachers . This proj-
ect was therefore, designed to analyze 
teacher and teacher leader talk  
during audio-recorded school visits .

Four teacher leaders, described as 
successful instructors based on 
university course evaluations, volun-
teered to audio record at least two 
pre- and post-lesson conferences with 
a teacher during the second half of 
the training year . The teacher lead-
ers asked for volunteers from their 
training classes to participate . Video 
recordings would have been optimal 
for data collection, but due to insti-
tutional review board requirements, 
only audio recordings were allowed . 
Ultimately, three teacher leaders 
contributed audio recordings of two 
visits, and one contributed one, mak-
ing a total of seven audiotaped visits . 
I did not include the teaching of 

children in the analysis in that the 
focus was the interactions between 
the teacher and teacher leader . I then 
transcribed the audio recordings in 
order to analyze the resulting tran-
scripts using a modified form of con-
versation analysis (Sacks, Schegloff, 
& Jefferson, 1974) . Analyses were 
completed separately by myself and a 
research assistant who was a doctoral 
student and former teacher leader .

Conversation analysis results in the 
identification of recurring patterns of 
interaction, embedded in social inter-
action, that reveal what people do in 
conversation (the moves) . For this 
project, conversation analysis was 
modified in that the transcription 
system was simplified (e .g ., a count-
ing of seconds in a pause was not 
maintained) and the analysis focused 
only on the content of turn-taking . 
Turn-taking is a process where the 
interactants (teacher and teacher 

leader) distribute participation in a 
conversation (Sacks, et al ., 1974) . 
Each turn in the conversation was 
labeled a move with specific content . 

Three detailed readings of the tran-
scripts were completed to identify the 
moves, or turn-taking, and content 
of the conversations . During the first 
reading, salient content was noted 
in marginal notes . The analysis was 
inductive in that codes were not 
decided upon ahead of time; rather, 
the researchers assigned codes fol-
lowing the identification of salient 
content within the transcripts .

A categorization of the marginal 
notes yielded a set of topics . For 
example, we noted teachers often 
provided an explanation for an 
observed behavior . Most often, this 
was their hypothesis of the child’s 
processing that may have produced 
the behavior . Rather than label the 
content of each hypothesis (the child 
was monitoring, or it seemed to be 
hard for the child), we grouped the 
hypotheses into one category and 
labeled it “theory .” 

The second reading of the transcripts 
refined the boundaries between the 
topics, indicating when the topic 
shifted . These shifts identified turns 
or moves in the conversation . For 
example, if a teacher talked about the 
child’s composing during writing and 
the teacher leader asked about the 
child’s writing vocabulary, the move 
was marked in the transcript . The 
outcome was units of talk about  
specific topics marked by turns in 
the conversation . Each unit or topic 
turn represented a shift or “move” in 
the conversation . 

The third reading of the transcripts 
was completed to code the moves . 
After data reduction, or the combin-

Contrary to many 
coaching models, 
Reading Recovery 
teacher leaders do not 
use published sets of 
procedures or scripts 
consisting of questions 
aimed at specific cog-
nitive outcomes . This 
research was not meant 
to form a model, but 
rather to look at the 
conversations in order 
to understand how  
language is used during 
school visits .



Research

Journal of Reading Recovery Fall 201146

ing of like codes, the patterns in the 
data revealed four categories labeled 
data, theory, teaching, and directives:

1 .  Data . A physical action related 
to reading or writing that 
could be seen or heard by 
the teacher was a data move . 
Teachers and teacher leaders 
referred to detailed observa-
tional notes of teaching/learn-
ing interactions throughout 
the transcripts . Examples of 
data moves are (a) The child  
is pointing to each word,  
(b) The child is articulating 
/b/ and then saying the word 
“at,” and (c) The child is  
reading in phrases . 

2 .  Theory . Using a personal, or 
formalized, theory to hypoth-
esize, or explain, was a theory 
move . Examples of theory 
moves are (a) The child is 
using phonological and  
orthographic information, 
(b) The child is searching for 
meaning, and (c) The child  
is monitoring . 

3 .  Teaching . Conversations 
focusing on teaching acts 
or procedures described in 
Literacy Lessons Designed for 
Individuals Part Two (Clay, 
2005) represented a teaching 
move . Examples of teaching 
moves are (a) I need to pick 
an easier book, (b) Magnetic 
letters will help him form 
words he needs to learn, and  
(c) I need to demonstrate 
fluent reading behavior with 
masking cards .

4 .   Directives . A directive is a 
teacher leader directing the 
conversation using the posi-
tion of power as a leader . 

Some examples of directives 
include (a) Let us talk about 
the child’s processing in read-
ing and writing, (b) Please go 
and get the child so we can 
observe a lesson, and (c) What 
can you do differently tomor-
row in your teaching?

The two researchers independently 
coded all the transcripts, with 85% 
agreement between the researcher 
and the research assistant . Tran-
scripts were reviewed again and we 
reconciled discrepancies until one 
code could be assigned to each move . 
We then used Excel to create data 
display charts (Miles & Huberman, 
1994) to look for patterns . We inde-
pendently examined the data display 
charts and collaborated around the 
findings . The following research out-
comes represent the patterns evident 
in our shared data analysis .

Research Outcomes
The coding of the moves revealed 
highly complex coaching inter-
actions . Every visit differed in terms 
of the patterns of the moves . Some 
visits focused on theory and data, 
whereas others focused on teaching 
and theory . The majority of the talk 
(94%) was dynamic; entailing  
discussions of data, theory, and 
teaching . The remaining portion of 
talk revealed directives made by the 
teacher leader . A simple frequency 
count resulted in the percentages of 
talk in each category as illustrated 
in Figure 1 . The turns taken by 
teachers and teacher leaders acted to 
shift the topic embedded in the talk 
about data (26%), theory (34%) and 
teaching (34%) . The teacher leaders 
directed the conversation only 6% of 
the time . 

Frequency of moves
The only common feature of each 
visit was the limited number of times 
the teacher leaders directed the talk . 
The interactions varied with each 
teacher in terms of the categories and 
the percentages of the moves . The 
complexity of the conversations, lack 
of formal direction or assertion of 
authority by the teacher leader, and 
diverse patterns of moves revealed no 
predetermined model being used by 
the teacher leaders (Table 1) .

The teacher leaders did not apply 
a prescribed or standard model of 
coaching . Rather, they conversed 
with teachers to problem solve  
particular children’s needs . The  
talk seemed conversational in char-
acter . The teacher leaders did not 
tell the teacher what to do or how to 
think; rather, they talked with and 
listened to the teacher . Visits were 
characterized by the give and take  
of conversation . 

The talk revolved around data, 
theory, and teaching . The teachers 
seemed to be intensely engaged in 
figuring out how to teach the child 
how to read and write . The teachers 

Teaching
34%

Theory
34%

Data
26%

Directives
6%

Figure 1.  Categories of Moves  
by Percentage
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and teacher leaders were collabora-
tively making decisions during the 
conversations . It was not the leader 
helping the teacher through a set of 
questions and procedures; rather, 
the term professional conversations 
appeared appropriate to describe the 
dynamic interactions focused on deci-
sion making during the school visits . 

Professional conversation examples
To illustrate the complexity of these 
professional conversations, two 
exemplars are presented below . It is 
important to remember that these 
conversations are characteristic of 
the talk used by teachers and teacher 
leaders during the yearlong initial 
training in Reading Recovery . The 
school visits by teacher leaders to 
teachers mirror that talk . 

Example 1 . Table 2 illustrates a  
lesson discussion of a child’s running 
record with the teacher leader . Run-
ning records (Clay, 2006) are writ-
ten recordings of reading behavior 
taken daily that are analyzed to help 
the teacher assess the child’s reading 
strengths, needs, and responses to 
instruction . When the session began, 
the teacher and teacher leader used 
the child’s running records to exam-
ine and discuss how this particular 
child tended to solve problems in 
reading . The teacher set the agenda 
for the conversation and made a  
move toward the data to illustrate 
that the child was not attempting to 
problem solve .

Moving across data, teaching, data, 
and theory, the conversation helped 
the teacher to realize that the child 
was doing more than the teacher 
previously thought . The teacher 
connected the observations with her 
teaching then exhibited a shift in 
understanding (So she’s looking at 
parts) as evidenced in her language . 
This conversation began with data 
and ended with theory .

Table 1.  Moves in Professional Conversations by Teacher Visit
 

 TL1 TL2 TL3 TL4
Teacher Visit 1 2 3 4 5 6 7 Total

Data
Teacher Leader 16 7 14 4 4 15 5 65 
Teacher 21 13 9 7 1 15 15 81

Theory
Teacher Leader 13 17 13 15 8 10 11 87 
Teacher 16 13 15 16 7 25 15 107

Teaching
Teacher Leader 15 15 12 15 8 13 16 94 
Teacher 16 13 18 20 14 8 13 102

Directives
Teacher Leader 4 4 2 4 4 7 10 35

TL = teacher leader

Table 2.  Professional Conversations, Example 1
 
Participant Talk Type of Move

Teacher Can you see that she’ll appeal? She’s the only one I have right now that appeals . Data 
Teacher Leader Hmmm . . . 
Teacher And she will literally stop and look at me during a running record and say, “I don’t know 
 that word .” 
Teacher Leader Wow .

Teacher And you know, and I’ve even talked to her about that after the fact and said, “You know Teaching 
 Anna, this is your time to show me what you do know, so try something .”

Teacher Leader But yet, she’s like, here she’s rereading and articulating the first part of the word . Data 
Teacher She had tried something, I guess…

Teacher Leader And it’s not like she’s just sitting not doing anything . You know great one (error) Theory 
 right here, because it was meaningful, structurally correct, and it was visually similar . 
Teacher Mmmm…that whole first part . Yeah . 
Teacher Leader Right . Yeah . 
Teacher So she’s looking at parts . 
Teacher Leader Definitely… 
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Example 2 . A different teacher leader 
during a post-lesson discussion  
provided an example of how the 
conversation began with the teacher’s 
move towards theory, shown in  
Table 3 . The teacher and teacher 
leader discussed the child’s difficulty 
learning how to problem solve new 
words when reading . Word work is 
a part of the lesson where children 
learn how to problem solve with let-
ters, sounds, and words . The teacher 
asserted a theoretical explanation and 
explained how reading and writing 
come together to form reciprocal  
literacy processes . 

The teacher leader affirmed the 
teacher’s theoretical explanations 
and guided the conversation . Never 
indicating a right or wrong stance, 
the teacher leader used a teaching 
move in the conversation to help the 
teacher advance her hypothesis .  
 
 

The teacher talked aloud about her 
theories and in the process made her 
understandings more explicit . She 
initiated theoretical explanations and 
the teacher leader guided the talk 
towards teaching in relation to the 
teacher’s emerging theory . Differing 
from the first example which focused 
first on talk about data, this exam-
ple shows how the teacher leader 
responded to the teacher’s emerging 
theory . Shared language facilitated 
theory moves and the interactions 
occasionally became rapid and  
abbreviated, with the teacher and 
teacher leader finishing sentences for 
each other . For example, the teacher 
leader began to assert what the child 
did in writing and the teacher fin-
ished her sentence . The pattern of 
moves or the architecture of each 
interaction differed . 

Implications for Theory 
and Practice of Coaching
The conversations illustrate how the 
teachers asserted theoretical explana-
tions that were flexible, dynamic, 
professional, and were supported 
with data and centered on children . 
The examples provide a contrast to a 
coaching model that involves being 
questioned, then ultimately being 
“told” what to do and how to do it . 
In this study the teachers arrived at 
solutions through conversations . The 
teachers were the experts searching 
for explanations and sharing theoreti-
cally based hypotheses and conclu-
sions . Three implications for teachers 
and teacher leaders related to coach-
ing resulted from the study:

1 .  The role of theory in teaching

2 .  Coaching models and  
conversations

3 .  Ways for coaches to analyze 
language

Table 3. Professional Conversations, Example 2
 
Participant Talk Type of Move

Teacher Really, I don’t know why he’s not getting it, because as much as we do with the parts Theory 
 and chunks and he’s great with all that . And even in writing he’s more likely to see, to  
 hear parts of words . 
Teacher Leader Uh huh and that he … 
Teacher Can do it in writing . In reading he doesn’t pick it out . 
Teacher Leader Yeah . 
Teacher Visually, he’s not searching in reading like he does in writing .

Teacher Leader And you see how powerful it can be to use examples from writing in reading . I make Teaching 
 myself a list of the words that he noticed, that he made analogies to other words or he 
 made links to other words so that you can use them in word work to help him do it 
 in reading too .

Teacher So that’s really kind of the bridge between reading and writing . Theory 
Teacher Leader Uh huh .

Teacher If he’s doing it it writing, I need to help him do it in reading . I’m trying some of it . Teaching 
 We talked about [how] words are alike and can go together using the whiteboard while  
 he’s reading during the lesson . 
Teacher Leader I thought that helped .

Teacher Yeah, the reciprocity of reading and writing, writing and reading . Theory 
Teacher Leader Yeah . 
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The role of theory in teaching
In some models of teacher educa-
tion the value of theory is nebulous 
because of the distance between 
coursework and the actual teaching 
experience . The distance becomes 
deleterious when teachers are expect-
ed to acquire information transmit-
ted by experts, with the expectation 
that they will be able to apply it at a 
later time . However, theory becomes 
useful as it is connected to practice, 
or action (Winograd, 1998) . Thus, 
coaching events or conversations that 
allow for the weaving of theory into 
teaching help teachers understand 
the relevance of theory to teaching .

The results of this study demonstrate 
how Reading Recovery teachers-in- 
training engage in conversations  
centered on theorizing about their 
teaching . One interesting outcome is 
that in most of these school visits,  
the teachers theorized as much or 
more than the teacher leaders . We 
cannot attribute the theorizing only 
to Reading Recovery training because 
the data only provides a small slice of 
school visit conversations; however, 
perhaps learning to theorize is an 
important outcome of the training 
and teachers’ success in teaching the 
hardest-to-teach children .

Coaching models and conversations
The analyses of these school visit 
conversations illustrated how teach-
ers and teacher leaders used prior 
experience, beliefs, and perceptions 
to construct knowledge and meaning 
in relation to the data provided by 
a child . The coaching was complex 
rather than linear . A more-controlled 
or inauthentic conversation where 
the leader controlled the talk might 
not have produced the same results . 
In this study, the critical element in 
school visits was conversation, not 

the coaching model . Four teacher 
leaders coached differently . What 
mattered in the interactions studied 
was the connection between theory, 
data, and teaching that appeared to 
direct subsequent teaching action . 
Conversation and the teacher’s inde-
pendent thinking typified the coach-
ing model . Based on these examples, 
it appears that when conversations 
remain open, teachers engage in talk 
that has the potential to shift think-
ing and inform teaching . 

In the Reading Recovery model of 
training and professional develop-

ment the talk is the glue that helps 
the new learning connect to what the 
teachers already know . Thus, a word 
of caution must be inserted here 
for those learning how to coach . In 
education, the most-expert teachers 
frequently are removed from class-
rooms to serve as staff developers . 
It may be presumptive, however, to 
believe that an expert teacher of chil-
dren necessarily is an expert leader of 
adult learners . It is important to note 
all of the teacher leaders in this study 
had extensive training in how to help 
teachers learn . A shared belief system 
that conversation supports learning 
permeates the Reading Recovery pro-
fessional development model . Thus, 
time building shared understandings 

and shared language would be help-
ful for coaches wishing to focus on 
how language supports and shifts 
teacher learning over time .

A new coach, without the same 
training, may experience challenges 
with the more open-ended approach 
of professional conversations and may 
in fact need some type of scaffold to 
engage teachers effectively . Without 
training or scaffolds, coaches may 
unknowingly engage in a display of 
knowledge or expertise, thus employ-
ing a transmission mode of support 
for teachers’ teaching . Learning how 

to coach must take place in more 
than workshop settings . The com-
plexity of the coaching revealed in 
this study suggests rethinking how we 
spend valuable time and educational 
resources on coaching teachers . The 
answer may lie not in a single model 
or prescriptive approach to coaching 
teachers, but in providing coaches 
professional training and time to 
learn in interactions with teachers . 

Ways for coaches to analyze language
The outcomes of this study provide 
a framework for teacher leaders to 
examine language during conversa-
tions with teachers . For example, 
with a teacher’s permission, a teacher 
leader may audiotape the pre- and 

In this study, the critical element in school visits  
was conversation, not the coaching model . Four 
teacher leaders coached differently . What mattered  
in the interactions studied was the connection 
between theory, data, and teaching that appeared 
to direct subsequent teaching action . Conversation 
and the teacher’s independent thinking typified the 
coaching model . 
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post-lesson conference . Then, the 
teacher leader may replay the conver-
sation and use the listening guide in 
Figure 2 to analyze the conversation . 
The teacher leader might listen to 
and categorize the talk into moves 
about theory, data, teaching, or 
directives . Then, the teacher leader 
may use the guide as a means of 
reflecting upon the nature of the 
conversation and intended purpose 
of the school visit . The purposes 
and structures of the conversations 
change in response to the needs of 
the teacher in working with children . 
The guide may help teacher leaders 
to be reflective and flexible as they 
seek to engage in professional conver-
sations with teachers . 

The description of Reading Recovery 
school visits as professional conversa-
tions illustrates the complex nature 
of effective professional development . 
One cannot generalize the results of 
this study to all teacher leaders, but 
the results point to a need for further 
investigations of coaching, espe-
cially in light of the current trend 
towards providing classroom literacy 
coaches as a means to improve stu-
dent achievement . An examination 
of more coaching events and more 
information on how teacher leaders 
learn how to coach may shed light 

on how other educational innova-
tions that involve the use of coaches 
support teacher learning . Further, 
a more-detailed discourse analysis 
would provide a better look at just 
what occurs in coaching interactions 
in terms of power (Fairclough, 1995) 
and ideology (Gee, 1999) . The cur-
rent examination of seven coaching 
events revealed how teacher leaders 
coach in Reading Recovery, but  
further study is needed .

Rather than find succinct answers 
about the “best” way to coach, I 
found more complexity . What we 
do well in Reading Recovery is deal 
with complexity . Perhaps the com-
plex nature of the creative paths  

children take to literacy influence 
how we approach our talk about 
children in the context of coach-
ing . When we are tentative with our 
beliefs about children, we can also be 
tentative with each other as we prob-
lem solve how best to support each 
child’s learning . Dr . Clay encouraged 
us to consider other teachers’ expla-
nations of children’s literacy processes 
then decide on our own what action 
to take . Professional conversations 
may represent one way we engage in 
that process, and the outcomes of 
this study have helped me discard 
preconceived models of coaching and 
learn that providing opportunities 
for teachers to move the teaching 
conversation is more important than 
my “expert” opinion of what needs to 
happen . Just as every child’s Reading 
Recovery lesson series is unique, so is 
the coaching of each teacher in each 
and every lesson and school visit .
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