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ABSTRACT

Teachers’ instructional practices, preparation, and literacy-based professional development (PD) support are crucial

in developing the skills and practices necessary to facilitate children’s successful literacy development. Traditionally,

English Language Arts (ELA) teachers receive literacy-based PD through training techniques, but research has shown

that instructional coaching is more effective as PD for teachers. In developing countries, teacher training often relies on

outdated methods and covers topics such as classroom behaviour. Additionally, the literature has suffered from a lack of

comparative studies that examine teachers’ training models across both training modes, traditional training and coaching

and highlight their strengths and weaknesses in this context. Therefore, this study was designed to train teachers in effective

literacy instruction in a developing country using a comparative approach, making it the first of its kind. Participants were

randomly assigned to either a traditional training group or a coaching group. In total, 80 ELA teachers were observed using

the English Language and Literacy Classroom Observations (ELLCO) tool before and after PD training, which served as

an assessment of teachers’ in-class practices and competencies. The type of teacher intervention, coaching vs. training,

moderated the relationship between PD workshops and teachers’ practices, with this relationship being significant only in

the instructional coaching group, R2= 0.73, F(2, 76) = 37.49, p < 0.001. This recommends developing an effective, consistent

coaching model by linking teachers’ skills to classroom practices, predicting teachers’ performance, and boosting young

children’s early literacy for future success.
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1. Introduction

Learning to read and write is crucial for a child’s aca-

demic success in school and beyond. A child’s progress in

literacy has a significant impact on their future educational

and career opportunities, as well as their ability to contribute

actively to society. Many young children start school with

varying levels of literacy, including a basic level of print-

related knowledge and oral language skills [1,2]. Some begin

school without any print awareness or basic reading skills.

The growing flow of information, along with rapid techno-

logical advancement in recent years, requires children to

develop strong literacy skills to succeed. Workplace expecta-

tions now require at least a high school graduate to be literate

and capable of analyzing complex material. Consequently,

more educators face the challenge of helping their students

become proficient readers.

Due to the overwhelming nature of technological boost

and the challenges that come with it, early literacy has gained

attention as we strive to help all children become proficient

readers. Early literacy refers to the stage of literacy develop-

ment in which young children begin to understand spoken

and written words [3]. During this phase, they start to com-

prehend literacy through language and their initial attempts

at reading and writing; therefore, early childhood years are

crucial for literacy development. This perspective views

early literacy as a developmental continuum, rather than an

all-or-nothing process that only begins when children enter

school.

As mentioned above, the preschool years are crucial

for long-term literacy success, as demonstrated in numerous

studies [4–7]. Most children do not naturally transition from

emergent literacy to established literacy without direct and

explicit instruction, as well as opportunities to develop their

oral language, reading, and writing skills [8,9]. Certain groups,

such as children from low SES and those with limited En-

glish proficiency, are especially less likely to have access to

the early literacy skills needed to succeed in first-grade liter-

acy instruction in English-speaking countries. Some of the

very common traits among children from low SES and En-

glish language learners (ELLs) are poor oral language skills,

limited vocabulary, weak print knowledge and phonological

awareness [10]. The skills listed here have been proven to be

the most crucial for developing the abilities required for read-

ing and writing [11]. They are required to be taught explicitly,

which necessitates reviewing the skill sets teachers possess

and the training and PD they receive for teaching effective

literacy in classrooms.

Teachers worldwide receive professional development

(PD) workshops at least once every other month or quarterly,

covering curriculum and behavioural techniques. Workshops

offered to elementary-level teachers hold an important place,

as they serve as a foundation for higher levels. These work-

shops, whether they focus on teaching language and literacy

or shaping behaviour, play a crucial role in equipping teach-

ers with essential skills and knowledge. To date, several stud-

ies have been conducted to review training models offered

to elementary-level teachers. A research study conducted by

Wray et al. discussed effective literacy teaching, drawing

on insights from effectiveness research [12]. They presented

the findings, commissioned by the Teacher Training Agency,

on the attributes of effective teachers in teaching literacy

to primary-level students. They compared two groups of

students: a) those with teachers who demonstrated effective

learning gains in literacy and b) those with teachers who

were less effective in teaching literacy. The primary purpose

of their study was to determine the effectiveness of “explicit

teaching” demonstrated by effective teacher groups. These

teachers clarified the purposes and literacy processes for their

students through modelling, demonstration, explanations and

examples. These explicit techniques of teaching literacy en-

couraged students to develop a mindful approach to learning

literacy. Overall, their findings indicated that it is possible to

identify certain common characteristics in the literacy teach-

ing practices of effective teachers. However, some of these

characteristics seem to be lacking in the literacy teaching

of teachers in general. One of the most notable characteris-

tics is teaching various literacy skills and knowledge at the

word, sentence, and text levels, all within the framework of

working with shared texts. The study clearly demonstrated a

strong emphasis on providing regular literacy-based PD to

teachers to achieve effective student learning outcomes.

1.1. Teacher Training

Training is a process intended to develop the compe-

tence of a specific group for a particular purpose. The litera-

ture on effective teaching provides various insights into the

impact of teachers’ classroom behaviour, subject knowledge,

and beliefs on student learning [12]. It explores the impor-

80



Journal of International Education and Practice | Volume 09 | Issue 01 | June 2026

tance of features such as classroommanagement, task setting,

task content and pedagogic skills. It also investigated the

significance of teachers’ content knowledge in a particular

subject, their comprehension of how students learn in that

subject, and the belief systems that influence and facilitate

the application of such knowledge in the classroom. Factors

identified in the study by Wray and colleagues [12] that affect

classroom literacy instruction, their quality and learning gain

were the provision of opportunity to learn, classroom organi-

zation, task setting (match), task content, teaching skills and

teacher-student interaction.

Similar to the study discussed above, but in an En-

glish as a second language (ESL) context, another study

discussed the factors affecting the PD of elementary-level

ELA teachers [13]. They examined the views of 23 teach-

ers, 14 teacher educators, and 3 school principals on the

effectiveness of in-service PD in training elementary ELA

teachers. The findings revealed that the lack of qualified

teacher educators led to the insufficiency of in-service PD.

The study emphasized the need for more systematic efforts

to address this shortage of qualified teacher educators and

highlighted the importance of PD specifically for teacher

educators. Additionally, it pointed out that the involvement

of educational administrators negatively impacted the design

and management of teacher preparation programs, resulting

in inadequate training and unclear participant selection. Fi-

nally, the study highlighted the need to empower teacher

educators to contribute to the necessary transformation of

in-service PD [13].

In developing countries in an ESL context, the biggest

problem in teaching English at the elementary level is the hir-

ing of unqualified teachers, which has been observed across

various studies and locations [14–18]. Many of these studies

showed that teachers encountered difficulties in spelling,

using technology in language teaching, classroom manage-

ment, pronunciation, textbook selection, and language flu-

ency. To remediate these issues, personal agency was often

used to compensate for inadequate English instruction in

public schools. Consequently, it was frequently suggested

that significant progress in English literacy among learners

can only be achieved through a private study method, even in

private schools with favourable learning conditions. There-

fore, in developing countries, especially in an ESL context,

parents from the elite class seek private English tuition for

their children to enhance their English literacy skills [19]. In

addition to traditional PD offered to in-service teachers, of-

fering quality literacy instruction and training at pre-service

teacher levels was suggested to tackle the issues of inade-

quacy in teachers’ literacy knowledge and skills. However,

pre-service education for English teachers was criticized

for not adequately preparing professionals at the elementary

level [15]. Despite its potential impact on the quality of En-

glish education, it remains unclear whether in-service PD

also plays a role. To revamp the entire teacher training and

PD models in practice, coaching in-service teachers was in-

troduced in the mid-2000s. Therefore, we will examine a

few of the coaching models provided to in-service teachers

before establishing the rationale for this study.

1.2. Coaching

The term ‘coaching’ has been used interchangeably

with ‘mentoring’, ‘teaching’, or ‘tutoring’, however clearly

defined in an educational context is by Whitmore: ‘unlock-

ing people’s potential to maximise their own performance’.

It is seen as a supportive, facilitative process that helps a

coachee take responsibility for changing practitionaers or

leaners (teachers in this case) behavior or thinking patterns to

improve outcomes. Whitmore emphasizes that coaching in-

volves ‘helping [people] to learn, rather than teaching them’,

clearly setting it apart from traditional teaching or training.

This approach allows educators to expand their methods by

adopting a non-directive style that encourages learners to

discover and learn on their own [20].

Coaching has been recognized as a key aspect of the PD

program designed to enhance the instructional capabilities of

ELL teachers. In recent years, many districts in the United

States, including New York, Chicago, Los Angeles, Denver,

and Boston, have utilized coaching to enhance the instruc-

tional capacity of both the district and teachers [21–23]. School

districts seeking to implement systemic change and improve-

ment have been advised to adopt peer coaching as a model

for teachers’ professional development [24,25]. The literature

supports the preference for coaching as a PD method after

identifying the failed models of in-service teacher training.

The growing use of coaching can be attributed to the lim-

ited impact on teachers’ practices and students’ achievement

from traditional one-day in-service PD [26,27]. Continuously,

teachers seek additional support in implementing new prac-
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tices. According to Joyce and Calhoun [28], peer coaching is

the most effective method for transferring new learning to

classroom practice.

Moreover, the National Staff Development Council ac-

knowledged the role of coaching in developing teacher capac-

ity. They emphasized the importance of educators working

in teams, analyzing data, setting learning goals, designing

evidence-based lessons, and accessing coaches to improve

classroom instruction [29]. Coaching provides ongoing, con-

textualized support that significantly impacts teacher learn-

ing and practice [30,31].

In the past few decades, developed countries have ex-

perienced a significant influx of people seeking to improve

their quality of life due to financial crises. Countries such as

the United States, Canada, and the UK have experienced a

significant shift in classroom demographics. Many of these

migrants fall into the category of English language learn-

ers [32]. More precisely, every 1 in 9 students has been identi-

fied as an ELL/ESL student [33]. In such scenarios, teachers

need support when educating ELLs, and providing relevant

professional development is one form of support [34]. Ac-

cording to Neufeld and Roper [21], De Bellis [22], and Nugent

et al. [23], many school districts in the United States choose

coaching as a PD model over a traditional training model

and have been successful in showing significant differences

in their student population.

To develop literacy skills in young children, it’s crucial

to have an adult who can stimulate, scaffold, and respond

to a child’s efforts to learn. Both the school environment

and explicit instructions provided by the teachers and the

home literacy environment provided by the parents play a

vital role in a child’s literacy development. In a preschool

environment, teachers can influence children’s literacy de-

velopment by using diverse vocabulary, reading books, and

engaging children in conversations [35–37]. However, the fact

that teachers’ instructional practices are influenced by their

educational experiences cannot be ignored [38,39]. Therefore,

teacher preparation and ongoing assistance can significantly

help teachers become aware of the specific skills and practices

necessary to facilitate literacy development among children.

Continuing PD in early literacy is an essential practice

recommended by the NAEYC to provide developmentally ap-

propriate literacy experiences. Research suggests that teach-

ers must regularly participate in training and preparation to

develop a strong understanding of early literacy learning and

child development [40]. In line with this, the Committee on

the Prevention of Reading Difficulties in Young Children has

suggested that teachers should have ongoing support from

colleagues and specialists and regular opportunities for self-

reflection and examination [41,42]. Educators and researchers

looking for more effective PD methods have explored al-

ternative practices, such as coaching, to encourage teacher

reflection. Studies have shown that retention of new infor-

mation declines after three weeks of training [43,44]. While

traditional workshops are suitable for increasing knowledge,

they are ineffective in changing teacher behaviour. However,

when workshops combine theory with modelling, practice,

feedback, and follow-up coaching, they become more effec-

tive in improving teacher performance [45–47]. Coaching is an

effective tool for enhancing professional skills, developing a

shared language and common understanding necessary for

acquiring new knowledge and providing the structure for

follow-up training. This process encourages the acquisition

and consolidation of strategies and skills [48–50].

1.3. The Present Study

This study aimed to examine the effectiveness of pro-

fessional development coaching and training models, as mea-

sured by the Early Language and Literacy Classroom Ob-

servation (ELLCO) tool [51]. More precisely, we aimed to

investigate the effectiveness of a coaching model over a tra-

ditional training model when offered to elementary-level

English literacy teachers. In a traditional investigation, the

effectiveness or comparison of two models is tested either by

teachers’ performance, a self-report measure, or by examin-

ing students’ performance. On the other hand, this particular

study used a unique way of testing the efficacy of the coach-

ing versus training model by observing teachers’ in-class

practices before and after receiving PDs using ELLCOs. All

participating teachers from both instructional groups, coach-

ing and training, were observed using ELLCOs to determine

a change or improvement in their teaching and in-class prac-

tices. To take a balanced approach in including participants

in the study, the first research question was to explore the

relationship between teachers’ levels and years of experience

and their in-class teaching practices. More precisely:

1. Do the education level and years of experience of En-

glish language arts teachers affect their scores on ELL-
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COs when observed before they receive literacy-based

professional development workshops?

2. Are there any direct effects of receiving training on

teachers’ competencies of teaching English literacy

when measured by ELLCOs? Furthermore, does the

type of training, instructional coaching versus training,

play a moderating role in this model?

3. To explore the effectiveness of instructional coaching

over instructional training. More precisely, are there

significant differences between teachers in the instruc-

tional coaching group and the instructional training

groups?

2. Methods

2.1. Participants

This study recruited 80 qualified elementary-level En-

glish literacy teachers from private schools in Pakistan. The

participating schools followed the Oxford or Cambridge cur-

riculum and used the English medium (a complete English-

based mode of instruction). Teachers were selected based on

their areas of teaching. All of the participating teachers held

at least a B.Ed. or M.Ed. degree. Demographic data were

collected via a questionnaire described in the results section.

2.2. Measures

The following section describes the tools and training

models used in the current study.

2.2.1. Instructional Training Model

The training model consisted of four modules to deliver

literacy-based workshops throughout the study. The primary

investigator of the study designed and delivered these mod-

ules, which were themed on the following topics: phonology,

decoding, vocabulary, and morphology. Topics to be cov-

ered and materials to be used in the workshops were decided

based on the data collected for a large-scale study through a

self-report measure called the Teachers Knowledge Survey

(TKS). The PI of this study used a scaffolding technique to

design each module, maintaining a chronological order of

developing these sub-skills in English literacy acquisition.

Each module is discussed in detail in the relevant section

that follows.

Phonology. In this module, teachers learned explicit

teaching techniques for phonics and letter-sound correspon-

dence. They used rhyming and individual sound-based blend-

ing and segmenting techniques. Teachers followed a sequen-

tial order to teach specific word families, such as ‘in,’ ‘at,’

‘it,’ etc. After teaching word families, they were trained to

teach digraphs and trigraphs and then moved on to teaching

longer words.

Decoding. This module was built on the phonology

section, where teachers were trained on how to teach CVC

words. An additional part of this module was to instruct

teachers on how to recognize irregular words in the English

vocabulary and the methods used to read them. For example,

teachers were shown that irregular words in English vocabu-

lary cannot be broken down into individual phonemes and

then blended together again to form the original word. There-

fore, irregular words are taught to be recognized and learned

by memory.

Vocabulary. The vocabulary module was designed to

help teachers decodewordmeanings using initial letter-sound

practice and contextual understanding. Teachers learned that

familiarity with spoken words, pronunciations, and spelling

helps children form lasting memories of a word’s meaning

in their brains.

Morphology. The final module, morphology, ad-

dressed all the requirements for word-level modifications

in sentences. Teachers were shown the importance of un-

derstanding and placing the articles and prepositions in a

sentence when picking a morpheme from a list of multiple

options for one root word. They were also introduced to

both derivational and decompositional morphology in this

module.

Each session lasted 6 h, including lunch and snack

breaks.

2.3. Instructional Coaching Model

Teachers in the instructional coaching model received

training sessions on materials and topics similar to those

in the training group, followed by additional practice ses-

sions and techniques that enabled them to receive further

demonstrations from the trainers/coaches. Using the ideol-

ogy behind a coachingmodel, teachers were offered hands-on

activities that allowed them to practice the skill set they had

received earlier during their module training sessions. They
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received corrective feedback along with multiple examples

of “how to teach each literacy sub-skill,” with demonstra-

tions added to the feedback.

Each session lasted for an eight-hour workday, includ-

ing lunch and snack breaks.

2.4. Early Language and Literacy Classroom

Observation—ELLCO

The ELLCO consists of an observation tool and a

teacher interview intended to supplement the observations.

The observation encompasses 19 items organized into five

main sections.

• Section I: Classroom Structure encompasses four com-

ponents: classroom organization, children’s access to

and use of materials, management practices, and adult

roles and professional focus.

• Section II: The curriculum comprises three components

that encompass the curriculum environment, teaching

strategies, child autonomy, and acknowledgment and

inclusion of diversity.

• Section III: The Language Environment encompasses

four key aspects: the classroom discourse climate, op-

portunities for in-depth conversations, vocabulary ex-

pansion, and activities to enhance phonological aware-

ness.

• Section IV: Books and Book Reading covers five items

related to the organization and use of the book area,

the characteristics of available books, the presence and

use of books across different curriculum areas, and the

quality and frequency of book reading.

• Section V: Print and Early Writing consists of three

components that address the availability of writing ma-

terials, activities that promote awareness of print and

its various purposes, teaching methods, and the use of

environmental print.

For this study, all five sections were included in the ob-

servations. The ELLCO tool utilizes two primary subscales.

The first subscale combines Sections I and II to assess the

General Classroom Environment, while the Language and

Literacy subscale is formed by combining Sections III–V.

The Language and Literacy subscale has the most items (12),

reflecting its emphasis, while the remaining items (7) are part

of the General Classroom Environment subscale. Inter-rater

reliability was calculated to assess consistency, agreement,

and accuracy between the two observers (raters) who con-

ducted the observations. Their reliability scores on the first

and second subscales are 0.82 and 0.78, respectively.

2.5. Procedure

This study received approval from the primary investi-

gator’s Institution Research Ethics Board. The host institute

that funded the research project has a section in its Research

Ethics Application for research conducted internationally.

The PI obtained the approval and included the approval let-

ter (UREB # 2021-068) along with the invitation letter to

the principals of the participating schools. They expressed

their satisfaction after the initial review of the letter and

provided written consent to the PI to conduct the study at

their schools. No further ethics clearance was required to

conduct research in the participating schools, as the initial

IRB approval (mentioned above) was obtained, meeting in-

ternational research standards and protocols. All materials

used or presented during this process had prior approval

from the UREB. Three private school campuses in Pakistan

were contacted for the study. After receiving initial consent

from the principals, teachers were sent invitation letters, con-

sent forms, observation schedules, workshop details, and

a demographic questionnaire about their backgrounds. A

group of trained researchers, along with the primary investi-

gator of the study, conducted classroom observations using

the ELLCO tool kit for K–3. A pair of research assistants

was assigned to each classroom, and they completed these

observations, taking approximately 100–120 min, in each

classroom. Since the teacher participants were divided into

two conditions: traditional and coaching-based training, and

observed twice, before and after training, the observers who

conducted these observations were blinded to the condition.

Aside from conducting the observations, these observers had

no other input or participation at any point in the study.

These observations were conducted during their sched-

uled English language arts class to understand teachers’ class-

room practices. Participating teachers were fully informed

of the purpose of these observations. After completing the

observations, participants were randomly assigned to an

instructional training group and a coaching group. Since the

materials and topics of the training sessions in both groups
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were identical, there were no potential threats to validity or

contamination across groups. Both groups took the TKS on

the first day of their literacy workshop, part of the first study

phase. This survey gathered information on their knowl-

edge and perceptions of the components of teaching English

language arts. As mentioned earlier, part of this study is

taken from a large-scale longitudinal study. Therefore, the

TKS scores and data are not used for any purpose of anal-

ysis in this paper. There were 4 modules designed to be

delivered in literacy-based workshops based on the sequen-

tial and developmental order of the English language and

literacy subskills. The study’s primary investigator, along

with a team of trained researchers distinct from the observers

who had previously conducted independent observations in

the classrooms, provided an in-person comprehensive train-

ing and coaching program based on current theories and

practices in language and early literacy development. Each

module was delivered in a separate 6-h session/day, with a

lunch and snack break included in the day. The first mod-

ule covered phonemic awareness, its role in English, and

how to explicitly teach it in elementary classrooms. The

second focused on decoding and teaching techniques. The

next addressed vocabulary teaching methods, and the last

covered morphological knowledge. Each module delivery

was spaced 2 months apart, with brief check-ins to address

any difficulties teachers faced in implementing the learned

materials. The teachers in the instructional coaching model

received training sessions based on materials and topics that

were similar to those in the training group. However, in the

coaching model, sessions were followed by numerous prac-

tice sessions and techniques. Teachers were given hands-on

activities to practice the skills they had learned during their

training sessions. They received corrective feedback, along

with multiple examples of how to teach each literacy sub-

skill, which included demonstrations. Following the final

literacy workshop in both instructional groups, all participant

teachers were scheduled for another in-class observation day

using the ELLCO to determine any change in their teaching

and classroom practices.

3. Results

The final analyses included all 80 teachers, 40 in each

instructional group. Please see Table 1, which presents par-

ticipants’ demographic information. The following describes

the findings of each research question addressed in this paper.

Table 1. Participants’ Demographic Information, N = 80.

Questions Responses

Highest degree completed 57 % M.Ed., 43% B.Ed.

Number of years of teaching as an ELA teacher M = 6.51 (2.11)

Previous work experience Office administrator and classroom teacher

Reading education courses On average, 3 courses per year/teacher

Other certifications Microsoft office, Google classroom, and other online teaching tools

Number of years at this school M = 3.97 (1.26)

RQ 1: Does the education level and years of experi-

ence of English language arts teachers affect their scores on

ELLCOs when observed before they receive literacy-based

PD workshops?

This exploratory question aimed to determine whether

teachers’ educational levels and years of experience impact

their in-class practices. Scores from each ELLCO cate-

gory were aggregated into subscales; for example, scores in

classroom organization, content, management, and profes-

sional focus were combined into a ‘classroom structure’score.

Scores ranged from 5 (‘Exemplary’) to 1 (‘Deficient’). It

was expected that teachers with higher degrees (e.g., M.Ed.)

and more years teaching English language arts would score

higher. Since no interventions or training had occurred yet,

teachers weren’t grouped for this analysis, but they were

divided based on education level (B.Ed. vs. M.Ed.) and

experience (1–2 years vs. 3–4 years). Two t-tests showed

teachers with M.Ed. and 3–4 years of experience scored

higher in classroom organization, management, overall lan-

guage environment, books, and print and writing (Please see

Tables 2 and 3 for details).

RQ 2: Are there any direct effects of receiving train-

ing on teachers’ competencies of teaching English literacy

when measured by ELLCOs? Furthermore, does the type

of training, instructional coaching versus training, play a

moderating role in this model?
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Table 2. Mean comparisons of all the teachers’ scores received on ELLCO, divided into groups by their level of education.

Construct Group N Mean SD t-Value & Sig.

Classroom structure M.Ed. 46 35.11 6.99 12.12***

B.Ed. 34 19.25 4.79

Curriculum M.Ed. 46 26.78 5.89 14.53***

B.Ed. 34 14.18 2.18

The language environment M.Ed. 46 18.99 3.65 13.96***

B.Ed. 34 9.48 1.92

Books and reading M.Ed. 46 54.23 7.54 17.78***

B.Ed. 34 36.89 6.11

Print and writing M.Ed. 46 19.18 4.65 8.40***

B.Ed. 34 13.85 2.18

Note: *** = p-value < 0.001.

Table 3. Mean comparisons of all the teachers’ scores received on ELLCO, divided into groups by the number of years teaching English

language arts.

Construct Group N Mean SD t-Value & Sig.

Classroom structure 3 to 4 years 38 30.12 6.81 13.54***

1 to 2 years 42 15.45 3.13

Curriculum 3 to 4 years 38 22.10 4.87 10.87***

1 to 2 years 42 10.18 1.13

The language environment 3 to 4 years 38 15.45 2.54 8.89***

1 to 2 years 42 8.15 1.64

Books and reading 3 to 4 years 38 48.78 6.56 14.54***

1 to 2 years 42 30.45 5.48

Print and writing 3 to 4 years 38 11.12 2.85 5.21***

1 to 2 years 42 8.45 1.98

Note: *** = p-value < 0.001.

To answer this research question, a moderated media-

tion analysis (Model 7) was conducted using Process Macro

in SPSS by Andrew Hayes. Moderated mediation analysis

is a useful technique for determining if an indirect effect

depends on the values of a moderating variable, where both

moderation and mediation can occur together in the same

model. Moderated mediation, also known as conditional in-

direct effects, occurs when the impact of an independent vari-

able (variable A, pre-workshops ELLCO; in-class practices)

on an outcome variable (variable C, post-workshop ELLCO;

in-class practice) through a mediator variable (variable B,

teacher training-data acquired at the bi-monthly check-ins)

changes depending on the levels of a moderator variable

(variable D, categorical, type of teacher intervention, in-

structional training versus coaching). In-class practices of

teaching English literacy explained their competence with

PD training, acting as a mediator of this relationship. The

type of teacher intervention, coaching vs. training, moder-

ated the relationship between PD workshops and teachers’

practices, with this relationship being significant only among

the instructional coaching group, R2 = 0.73, F (2, 78) = 37.49,

p < 0.001. ELA teachers benefit from instructional coaching,

as evidenced by the post-workshop ELLCO scores, which

suggest a successful and effective implementation of their

learning in the classroom (please see Figure 1 for details).

RQ 3: To explore the effectiveness of instructional

coaching over instructional training. More precisely, are

there significant differences between teachers in the instruc-

tional coaching group and the instructional training groups?

Two paired sample t-tests over time were conducted

between the group of teachers separated by the condition of

the training they received during their PD workshops. The

findings were consistent with our expectations, as all five

sections of ELLCO showed significant changes over time for

the teachers in the coaching group (see Table 4 for details).

The second analysis revealed significant changes only in two

sections for the teachers in the training group: classroom

structure, t(38) = 3.12, p < 0.001, η
2 = 0.97 and books and

reading, t(38) = 4.26, p < 0.001, η
2 = 0.67 (see Table 5 for

details).
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Figure 1. Conditional Process Model 7.

Note: ** = p-value < 0.01, *** = p-value < 0.001, ns = Not significant.

Table 4. Mean comparisons of the coaching group by time (pre- and post-workshop ELLCO scores).

Construct Pre-Mean (SD) Post-Mean (SD) t-Value & Sig. Effect Size

Classroom structure 38.14 (5.48) 50.53 (8.11) 10.12*** 0.724

Curriculum 25.48 (5.13) 33. 78 (7.45) 9.48*** 0.697

The language environment 20.15 (7.54) 28.89 (8.65) 11.96*** 0.786

Books and reading 53.23 (9.48) 71.12 (12.54) 15.88*** 0.866

Print and writing 20.15 (6.87) 33.85 (8.65) 8.40*** 0.644

Note: *** = p-value < 0.001.

Table 5. Mean comparisons of the teaching group by time (pre- and post-workshop ELLCO scores).

Construct Pre-Mean (SD) Post-Mean (SD) t-Value & Sig. Effect Size

Classroom structure 25.19 (6.86) 33.58 (10.14) 2.12** 0.97

Curriculum 21.88 (7.56) 23.89 (8.18) 1.13 0.26

The language environment 18.99 (3.65) 20.78 (6.65) 1.78 0.33

Books and reading 48.18 (8.48) 62. 56 (11.54) 7.78*** 0.669

Print and writing 19.18 (4.65) 22.13 (7.36) 1.86 0.48

Note: ** = p-value < 0.01, *** = p-value < 0.001.

4. Discussion

The primary objective of this study was to address the

gap in the literature concerning elementary-level literacy

teachers’ proficiencies, the training they receive, and the im-

plications of these materials in their teaching. The secondary

goal was to identify potential differences among teachers

grouped by instructional variables. Additionally, we aimed

to assess how receiving instructional coaching compared

to training influences teachers’ literacy teaching practices

and the overall classroom environment. Scores received on

ELLCO at both pre- and post-workshop observations, as well

as bi-monthly check-ins, were the decisive factors in estimat-

ing the effectiveness of the training and coaching models and

in calculating existing differences between the two groups.

During the early stages of literacy development, chil-

dren need to acquire essential metalinguistic skills and an

understanding of the alphabetic principle to grasp reading

and writing successfully. This foundational knowledge is

particularly vital for languages with complex orthographic

patterns and irregularities, such as English and French, as

explicit teaching and learning methods are often necessary

to effectively navigate these complexities. One will only ex-

pect children to achieve strong literacy skills if they receive

explicit instructions directly targeted to teach such skills.

Teachers’ up-to-date knowledge is one of the most critical

variables in attaining the targets set for children’s perfor-

mance on all literacy measures. Fortunately, the research

emphasizes focused, professional literacy-based PD for ele-

mentary teachers, providing explicit, systematic instructional

guidance in phonemic awareness and orthographic principles.

Hence, the teacher participants not only received explicit in-

structional training in the fundamental aspects of English

literacy acquisition but also received an additional level of
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training under the ”coaching model.” This involved extra

demonstrations of how to teach specific topics and subskills,

along with examples and corrective feedback. Although pro-

viding teachers with coaching-based training has been proven

to be more effective in enhancing their literacy teaching, the

literature lacks evidence targeting the specific language and

literacy improvement context. Therefore, the current study

used an additional level of training, offered to a randomly

selected 50% of the study’s sample population, to evaluate

the impact of the coaching model relative to the widely used

traditional instructional model.

The PD for teachers in many developing countries,

such as Pakistan, tend to prioritize addressing behavioural

issues in classrooms, often neglecting the importance of

foundational reading skills. This study sheds light on the

significance of not only equipping teachers with a robust

background knowledge, which can significantly enhance

their teaching abilities and contribute to the reading success

of children, particularly in the case of non-native English

teachers and learners, but also exploring the most effective

training tool urgently needed to be introduced in the ESL

teaching context. The subsequent section will thoroughly

examine the study’s findings in relation to each research

question and their implications for the broader literature and

the educational community.

The Education Level and Years of Experience of English

Language Arts Teachers and Their Effect on Their Class-

room Practices

The current study found that teachers with three to five

years of experience teaching English LanguageArts and hold-

ing a master’s degree in education scored significantly higher

on the ELLCO than those with only a bachelor’s degree and

shorter teaching experience. The expertise gained through

the completion of an advanced degree and additional years of

experience proved valuable in explaining teachers’ in-class

practices. However, it is not feasible to guarantee that all

schools hire teachers who have completed higher education

degrees before starting their teaching positions. To address

this uncontrollable issue, we offered all participating teach-

ers bi-monthly training focused on the core skills of English

literacy instruction. Teachers were assigned to either an in-

structional training group or an instructional coaching group.

Neither their degree level nor the number of years of experi-

ence accounted for their placement in the PD instructional

group. The initial data from the first ELLCO administra-

tion was used solely to establish a baseline for participating

teachers, enabling further analysis and helping identify any

factors beyond years of teaching experience and qualification

level. However, previous research recommends that disci-

plinary literacy coaches must evaluate teachers’ knowledge

bases to determine where to begin coaching and what support

to offer [32,41,42]. Effective coaching involves understanding

four key knowledge areas: students, pedagogy, literacy, and

the subject discipline. By assessing a teacher’s strengths

and needs in these interconnected domains, shaped by their

qualification, education and experience, coaches can cus-

tomize their sessions to align with teachers’ current levels.

Although these domains are closely linked and difficult to

isolate, starting with one area provides a straightforward ini-

tial focus for coaching. Therefore, the focus of this study’s

professional development was to provide training on core

literacy skills based on information gathered through TKS

and ELLCO from the first observational set, and to explore

the effectiveness of the training models used.

Effects of Receiving Training and the Type of Training

on Teachers’Competencies in Teaching English Literacy

The results indicated that the type of teacher interven-

tion, coaching versus training, moderated the relationship

between PD workshops and teachers’ practices, with this

relationship being significant only among the instructional

coaching group. This meant ELA teachers benefited from

instructional coaching, as also reflected in the post-workshop

ELLCO scores. These findings further suggest a successful

and effective implementation of their learning in the class-

room. It is also noteworthy that 73% of the variance is

attributed to this model due to the specific type of training,

indicating a ceiling effect, as expected, since the teacher par-

ticipants have not received similar training in their careers.

This ceiling effect could also reflect enthusiasm for demon-

strating positive change, in an effort to make such trainings

and PDs a permanent annual protocol.

However, achieving this high variance is not impossi-

ble, as some studies in the literature have demonstrated a

notable change in behaviour using similar models or experi-

mental conditions. Our findings aligned with a study where

coaching and materials were incorporated into PD; notable

differences emerged in teacher and student surveys concern-

ing the amount of group work and teacher modelling [41],
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including both coaching and materials, which resulted in a

significant enhancement in the quality of group and seatwork,

with a modest improvement observed in whole-class activi-

ties instruction. The consistency between the findings of the

discussed study and the current study highlights the impor-

tance of carefully selecting the material used for PD and the

type of PD participants receive to assess their effectiveness.

This connection underscores the broader implications for

professional development practices.

Many teachers often express difficulty in balancing

their belief that they are responsible for student learning

with their lack of confidence in teaching literacy. In this

study, teachers also shared during their bi-monthly check-ins

how challenging their initial teaching phases were. Although

they managed to overcome these challenges after gaining

some months of experience in teaching English literacy, they

were open about these struggles. They also noted that tra-

ditional training helped them understand the materials and

their relevance to core literacy skills, but it did not fully build

their confidence in classroom practices or in directly apply-

ing these strategies. Nonetheless, they expressed a desire

to implement teaching methods learned during traditional

training, especially in the early literacy years. The effect of

coaching has also been seen in another study by Howe and

Barry [40], in which participants reported being responsible

for student learning but were uncertain about their ability

to teach literacy in their subjects or to struggling learners.

After nine months of Collaborative Literacy Coaching, their

confidence grew as they experimented with new strategies,

leading to a positive feedback loop: teachers implemented

new approaches, students showed progress, and teachers felt

more successful, which further increased their confidence.

The check-ins from the instructional coaching group were

supported by the findings of Howe and Barry’s study [40].

Therefore, it is also important to consider how the number

and duration of PD workshops offered during an academic

year influence their overall effectiveness.

For instance, in the US, support for ongoing, collabora-

tive, and job-embedded professional learning is still lacking.

Most PD has been reported as brief, missing the sustained

time, follow-up, and reinforcement crucial for meaningful

learning. As a result, many teachers find their PD inade-

quate, especially in key areas such as classroommanagement,

special-needs education, and subject-specific skills [1]. Inter-

national comparisons show that while U.S. teachers attend

workshops and short programs at rates similar to those of

OECD countries, they have significantly fewer opportuni-

ties for ongoing learning, collaborative research, and peer

mentoring. The government lacks sufficient opportunities

for extended learning, research, mentorship, peer coaching,

or collective input on curriculum and assessment. Other de-

veloping countries are no different or better when it comes

to providing these PDs to teachers, which are funded and

supported by the government.

For example, a qualitative study explored how Read-

ing First Literacy Coaches adapted their literacy coaching

to address the cultural and linguistic needs of Hispanic En-

glish language learners (ELLs) across 30 elementary schools

along the US–Mexico Border [52]. Data were collected from

the coaches via written surveys and a focus group. The

coaches’ practices revealed three key themes: 1) an under-

standing of bilingual programs and the theories behind them;

2) the support provided to teachers of ELLs through shared

knowledge and experiences; and 3) challenges faced in meet-

ing the needs of Hispanic ELL teachers. This research sup-

ported the literature by describing and contextualizing the

role of instructional coaches and offering practical guidance

for schools aiming to enhance their teachers’ capacity to sup-

port ELLs. Recommendations included recruiting coaches

with particular dispositions and strengthening the PD of staff

coaches who work at the moment. Teachers in both groups

of the current study reported at the end of each check-in how

strongly and how frequently they wanted to be offered place-

ments in such professional development programs, especially

instructional coaching.

The Effectiveness of Instructional Coaching over Instruc-

tional Training

It is very common to expect that teachers will perform

differently and better after receiving continuous training in

any field. Similarly, in the field of literacy education, men-

tored teachers will likely show noticeable differences in liter-

acy practices compared to non-mentored teachers, particularly

in classroom organization and language support strategies.

This underscores the importance of early childhood teacher

training, emphasizing enriched literacy environments and a

variety of literacy activities. Consequently, for instance, teach-

ers have adopted practices such as organizing classrooms for

literacy, integrating literacy with other subjects, supporting
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literacy at home, and employing effective assessment meth-

ods and strategies [52–55]. Building on the previous findings, it

is evident that ongoing professional development, especially

instructional coaching, plays a crucial role.

Supporting this, another study examined how PD influ-

ences teachers’ knowledge and enhances early language and

literacy practices in both center-based and home-based care

settings. Results indicated that PD alone yields limited im-

provements in quality practices, but combining coursework

and coaching may be a worthwhile investment in improving

early childhood education [44,56,57].

To reinforce the current study’s findings, which were

carried out in an ESL setting, a separate study examined

how a novice teacher improved their skills to assist English

learners (ELs) with support from an EL facilitator [45]. Their

collaborative coaching provided the teacher with practical

tools and strategies to boost ELs’ literacy and comprehension

in content classes. The research underscores the significance

of EL-focused mentorship for new teachers in linguistically

diverse schools, showing how such support can help teach-

ers make better instructional decisions and utilize school

resources effectively. Although this level of intensive sup-

port may not be broadly available in underdeveloped coun-

tries and schools of low SES, the findings underscore the

value of targeted teacher induction in linguistically diverse,

resource-limited school settings.

Finally, De Alba-Johnson and colleagues [41] examined

how an early literacy coaching model impacts teaching be-

haviours and classroom environments among preschoolers.

Thirty-six high-poverty Midwest centers were randomly as-

signed to coaching and control groups. The coaching group

received thirteen months of training plus ongoing coach-

ing, while the control group only received training. Both

groups were observed using the ELLCO. Results showed

the coaching group outperformed the control on the ELLCO

and improved more over time. Overall, findings revealed

significant gains in the classroom environment and in teach-

ers’ literacy behaviours in centers with ongoing coaching [43].

Collectively, the studies discussed, including the current

one, suggest that sustained coaching efforts can meaning-

fully enhance early literacy instruction in underserved school

settings.

Additionally, a key piece of qualitative data from bi-

monthly check-ins revealed teachers’ frustration with the

independent preparation of the worksheets related to the

topic and skill being taught during those weeks. New or

inexperienced teachers commonly reported this issue, which

reflects their unpreparedness and lack of knowledge and ex-

perience in the field, further underscoring the urgent need for

ongoing, literacy-based professional development. It is also

common for novice teachers to lack classroom management

skills and hesitate to facilitate the ongoing topic because they

have not yet developed effective strategies for organizing stu-

dents or managing their behaviour appropriately, as reflected

through their ELLCO evident in other studies [58–60]. Placing

participating teachers in instructional coaching improved

their confidence in leading team discussions and enhanced

the quality of modelling during read-aloud sessions. Further-

more, it is recommended that educators review policies to

improve pre-service education for elementary-level English

teachers. The results of the current study also highlight the

need to overhaul curricula for preservice teachers and in-

corporate targeted training, underscoring the importance of

better preparing teachers for classroom challenges directly

linked to successful literacy development.

As mentioned above, one of the primary goals of the

study was to fill a literature gap regarding elementary-level

literacy teachers’ proficiencies, training, and the implications

of the material. Therefore, many parts of the study were ex-

ploratory to establish a foundation. These exploratory steps

also represent some limitations of the study, which can be ad-

dressed in future research. Within the exploratory context, we

sought to highlight some of the traditions of Eastern and devel-

oping countries for the teacher population, mainly focused on

classroom behavioural issues, andmany studies have reported

this as a key element of their PD. For instance, researchers

have talked about the quality of educators, especially teachers,

which is crucial to achieving the goal of education: transform-

ing students into individuals of faith, devotion, noble char-

acter, health, capability, creativity, and independence, while

preparing them to be responsible democratic citizens [61]. This

has often been an overlooked aspect of teacher competence in

Eastern and developing cultures. Many elementary schools,

particularly in rural regions, encounter difficulties in such

areas. Factors like limited teacher engagement, insufficient

parent collaboration, and low involvement in community ac-

tivities indicate poor social skills. These challenges impede

learning and weaken the school’s social fabric, thereby affect-
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ing overall student growth. Therefore, an emerging method

that has received the most support is coaching, as a collabora-

tive process that fosters growth through reflection and guid-

ance. It emphasizes trust, strengths, and self-improvement,

promoting balanced, open interactions between supervisors

and teachers [61–64]. Additionally, supervision through these

coaching sessions should enhance teachers’ capacities, with

coaching supporting communication and empowerment. It

has also reaffirmed coaching’s role in fostering a positive,

growth-oriented school culture. This research offers a unique

contribution by identifying an effective method for delivering

quality literacy instruction guided by a validated coaching

model.

5. Conclusions

Teachers’ instructional methods are influenced by their

education, underscoring the importance of proper prepara-

tion and ongoing support in developing effective literacy-

promoting practices. In many developing countries, such as

Pakistan, teachers, especially ELA teachers, often attend an-

nual PD workshops that focus mainly on training techniques

rather than sustained skill development. This study high-

lights the impact of instructional coaching for private school

ELA teachers in Pakistan, showing measurable improve-

ments in their skills as measured by ELLCO assessment

scores. These findings suggest that integrating coaching

models that enhance teachers’ practices to support literacy

development can strengthen classroom practices and predict

overall teacher effectiveness. Implementing such models

may enhance early literacy development in young children,

setting the foundation for their future academic success.
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