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EXECUTIVE SUMMARY 

1. The Strengthening Pedagogical Practices Program (Programa de Fortalecimento de 
Práticas Pedagógicas - PFPP), developed by the State Secretariat of Education of Mato 
Grosso in partnership with the World Bank, aims to improve the quality of lower and 
upper secondary education through teachers’ professional development. By using the 
framework from the World Bank’s Teach classroom observation tool and resources from the 
Coach program for teacher professional development, PFPP was designed to provide 
personalized coaching based on classroom observation. Teach informs what is observed 
and discussed; Coach provides structured support for how coaching and professional 
learning are delivered. 

2. This study aims to analyze the design and implementation of the PFPP during its pilot 
phase, with a focus on the factors that influence teachers’ and facilitators’ 
engagement. Using a mixed-methods approach, the study identifies behavioral, 
operational, and contextual barriers and drivers that shape program implementation and 
informs recommendations to strengthen pedagogical practices and professional 
development. 

3. The pilot of PFPP took place in 2024 and included 80 schools and 350 sixth-grade 
classes, overseen by 20 facilitator teachers who managed observations and coaching. 
These activities spanned 5 regional directorates and 22 municipalities. The research was 
carried out in two complementary stages: qualitative and quantitative. This mixed method 
approach captured both teacher engagement - with the professional development process 
- and measurable PFPP patterns.  

4. The qualitative phase was conducted in August 2024 through in-depth interviews with 
teachers, facilitators, pedagogical coordinators, and school leaders from six schools 
located in Cuiabá and Várzea Grande, using structured instruments based on the 
COM-B model. The quantitative phase took place in February 2025, through structured 
questionnaires administered to 245 teachers (with 185 valid responses) and to the 20 
facilitators participating in the program. Together, these approaches strengthen the validity 
of the results and equip decision-makers with insights into not only what occurred during 
implementation, but also why, supporting more targeted and context-sensitive 
improvements to the program. 

5. The findings indicated widespread satisfaction with the program among teachers and 
facilitators, emphasizing the beneficial eƯects of coaching, the development of trust 
between facilitators and teachers, and the constructive feedback provided during 
sessions. Most participants recognized the value of PFPP for improving pedagogical 
practices, student engagement, and educational outcomes. More than 88 percent of 
teachers and facilitators rated the program as positive or very positive, and 87 percent would 
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recommend coaching to other colleagues. Among facilitators, 100 percent expressed 
satisfaction with the program, and 95 percent were satisfied with their role as facilitators. 

6. Despite progress, several design and implementation considerations remain for PFPP’s 
eƯectiveness. Qualitative data indicate: (a) gaps in onboarding for teachers entering mid-
year; (b) coaching structures that may not suƯiciently prompt critical thinking; (c) 
perceptions that targeted skills overlap with existing routines; and (d) low expectations for 
students’ potential. Approximately 22 percent of teachers reported that the selected skills 
do not address their main classroom challenges (e.g., indiscipline, inattentiveness), 
suggesting misalignment between program focus and perceived needs. In addition to 
teacher-reported motivations and perceptions, operational barriers were also observed, 
such as scheduling diƯiculties, limited session duration, long interval between observation 
and feedback, and the absence of systematic records of activity. For example, 30 percent of 
teachers suggest changes to the resources and materials provided, indicating the need to 
adapt support tools to teachers’ real demands. 

7. Based on the findings, the report recommends improving program onboarding by using 
simplified materials and promoting welcome sessions for new participants. It is 
essential to encourage active teacher participation and collaborative reflection among 
peers, as well as invest in training focused on developing a growth mindset of student 
progress, as opposed to a fixed mindset. The use of digital tools can facilitate monitoring and 
recording classroom observations and coaching sessions, as well as information sharing. It 
is also recommended to make coaching formats more flexible, including the possibility of 
online meetings, and to develop practical guides for facilitators, especially on how to handle 
diƯicult conversations. In addition, considering that coaching is resource-intensive, PFPP 
could target teachers by need and specify a dosage model (e.g., high-intensity for priority 
teachers; light-touch refreshers for others). As the program grows, it's important to plan for 
challenges, implement eƯective solutions, and ensure clear communication with all 
stakeholders. These approaches establish coaching as a recognized setting for growth, 
teamwork, and professional respect. PFPP demonstrates potential to innovate pedagogical 
practices and strengthen teachers’ leadership within the Mato Grosso state network. 

8. This study provides a comprehensive analysis of the implementation of the PFPP, 
oƯering evidence on how teachers, facilitators, and management experienced the pilot 
and which factors influenced their engagement in the program. By combining qualitative 
and quantitative approaches, the study sheds light on the perceptions, behaviors, and 
institutional dynamics that shape the adoption of the Teach and Coach framework, enabling 
the identification of design-related challenges or key drivers and barriers that determine the 
program’s success. Its findings provide insights into the continuous improvement of the 
program and strengthen the capacity of the state education system of Mato Grosso to 
implement more eƯective, context-sensitive policies that are aligned with the real needs of 
education professionals and education goals.
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1. INTRODUCTION 
9. The Strengthening Pedagogical Practices Program (Programa de Fortalecimento de 

Práticas Pedagógicas, PFPP) is an initiative of the State Secretariat of Education of Mato 
Grosso (SEDUC MT) aimed at improving the quality of the lower and upper secondary. 
By providing guidance and continuous support to the main agent in the teaching-learning 
process - the teacher - the program oƯers direct assistance to educators, seeking to promote 
significant improvements in student performance. 

10. PFPP is based on the framework developed by the World Bank: Teach and Coach. Teach 
is a classroom observation tool developed from evidence on the importance of continuous 
teacher support to foster changes in pedagogical practices. This tool provides a 
comprehensive analysis of what happens in the classroom, considering not only the time 
devoted to learning but also the quality of pedagogical practices. The development process 
included two years of thorough validation, with classroom testing in Mozambique, Pakistan, 
the Philippines, and Uruguay. This ensured that the observed practices are closely linked to 
eƯective student learning.  Like other World Bank tools, Teach is free, open-access, and 
available in more than six languages1 (World Bank, 2019; Molina et al., 2019). 

11. The Teach tool can be used for diƯerent purposes. It can help diagnose pedagogical 
practices across education networks, providing an overall view of teaching quality, or as part 
of educational monitoring and evaluation (M&E) systems. In Mato Grosso, the methodology 
was incorporated into the teacher training program to identify individual needs and oƯer 
personalized support. Subsequent and continuous follow-up is carried out through the 
Coach methodology, which complements the training and support process for teachers. 

12. Coach methodology oƯers a collection of tools aimed at helping teachers advance in 
their continuous professional development, promoting a shift from the traditional 
paradigm of teacher training. Instead of a standardized, theoretical, generic, and one-oƯ 
model, Coach proposes a personalized, practical, focused, and ongoing approach2 (World 
Bank, 2022a, 2022b). One of its main instruments is individual coaching sessions, based on 
classroom observation results. These sessions address 11 pedagogical skills observed in 
the Teach instrument and selected according to each teacher’s specific needs. Improving 
these competencies facilitates teachers’ daily work and indirectly contributes to students’ 
socio-emotional development - a factor associated with better academic outcomes, higher 
school completion rates, greater employability, and better wages. The selection of these 
skills was based on an analysis of materials from 18 continuous training programs in more 
than 10 countries. As transversal competencies, they can be applied regardless of subject 

 
1 https://documents.worldbank.org/en/publication/documents-
reports/documentdetail/223581641964111529/observation-sheet 
2 https://www.worldbank.org/en/topic/teachers/brief/coach-helping-countries-accelerate-learning-by-
improving-in-service-teacher-professional-development 
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or grade level (Durlak, Mahoney & Boyle, 2022; Jones, Greenberg & Crowley, 2015; Belfield 
et al., 2015). 

13. A broad body of national and international evidence shows that teacher coaching 
programs based on structured observation and personalized feedback lead to 
significant improvements in pedagogical practices and student outcomes. Kraft, Blazar 
& Hogan’s (2018) meta-analysis indicates that coaching interventions enhance both 
teaching quality and student performance, but the eƯects can decline substantially as 
programs grow in scale. Clark et al. (2022) highlight the potential of video-based coaching to 
expand impact and scalability. In Brazil, Bruns, Costa & Cunha (2018) demonstrated that 
coaching and observation sessions improved classroom practices, increased student 
engagement, and boosted standardized test scores. Reddy, Dudek & Lekwa (2016) analyzed 
the Classroom Strategies Coaching (CSC) model, which integrates formative assessment 
and behavioral techniques to support evidence-based practices. International studies, such 
as Majerowicz & Montero (2018) in Peru and Cilliers et al. (2020, 2022) in South Africa, 
reinforce that continuous follow-up (whether in-person or virtual) is an eƯective and 
replicable strategy to improve teaching quality, especially in challenging, resource-
constrained contexts. 
14. While instructional coaching is widely promoted as a high-impact approach to 
improving classroom practice, its benefits are not universal, and its scalability is 
constrained by cost and teacher readiness. Recent evidence suggests that while 
instructional coaching can improve teaching practices, its cost-eƯectiveness remains 
uncertain, as coaching is substantially more resource-intensive than traditional professional 
development and does not always yield proportional learning gains (Popova et al., 2022). 
Moreover, coaching tends to be less eƯective for teachers with weaker foundational content 
or pedagogical knowledge, indicating that coaching may work best when teachers already 
possess a minimum level of instructional capacity rather than as a substitute for initial skill 
development (Cohen et al., 2023). 

14. In Mato Grosso, a pilot conducted in 2024 marked the beginning of implementing these 
methodologies in the state. This pilot was structured in nine stages, starting with the 
selection of participating schools and culminating in implementation evaluation and 
expansion planning for 2025. The pilot involved 80 schools, covering 350 sixth-grade classes 
across 6 Regional Education Directorates (DREs) and 22 municipalities. School selection 
was based on two main criteria: participation in the Programa de Acompanhamento 
Personalizado da Aprendizagem (APA) and in Projeto Psicossocial Pedagógico (PPP).3 

 
3 APA is a learning recovery program based on the Teach at the Right Level (TaRL) methodology, and PPP is a 
program that provides support from psychologists in schools to promote students’ mental health and prevent 
violence.   
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15. For program implementation, 20 facilitator teachers were selected to conduct 
classroom observations and coaching sessions in participating schools. The selection 
process included profile analysis, group dynamics, and interviews to ensure alignment with 
program objectives. In March 2024, facilitators were trained in Teach framework and, in May, 
applied the tool through classroom observations. Subsequently, in June, they received 
training in the Coach methodology, enabling the start of individualized coaching cycles with 
teachers.  

16. Considering that Teach and Coach framework encompass various pedagogical skills, 
the pilot prioritized two specific competencies: “Check for Understanding” and “Give 
Feedback”. This decision was made to help facilitators better understand and use the 
methodologies, streamlining implementation and enhancing focus. For the scaling-up of the 
program, competences will be chosen based on the need for professional development 
among teachers. By the end of 2024, two coaching cycles were conducted between August 
and November, consolidating the practice of these skills in participants schools. 

17. Figure 1 shows the evolution of pedagogical skills assessed by the Teach instrument, 
comparing its first application in May with the last, conducted between November and 
December 2024 in the state. Although the program focused on only two specific skills, there 
was an overall improvement in the quality of pedagogical practices in the 80 schools 
participating in the pilot.  

Figure 1 - Evolutions of Pedagogical Practices 

  

18. PFPP is grounded in the principles of the Programa EducAção 10 anos (Decree Nº 
1.497/2022)4, that incorporates initiatives and activities designed to enhance 
educational quality and performance indicators within Mato Grosso. Two central pillars 
of the program are professional appreciation and results-oriented management. In this 
context, PFPP directly contributes to these objectives by assuming that teachers are the 

 
4 https://leisestaduais.com.br/mt/decreto-n-1497-2022-mato-grosso-dispoe-sobre-a-programa-educacao-
10-anos-no-ambito-do-estado-de-mato-grosso?q=1988  

May/2024 
November e 
December/2024 
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main agents in the teaching-learning process and recognizing the importance of 
strengthening their classroom performance. 

19. Furthermore, PFPP's Teach and Coach methods use evidence and results to guide 
monitoring. Classroom data collection based on teaching practice observations, using 
objective instruments and rubrics, enables feedback loops that make coaching more 
eƯective and targeted. Thus, the program combines professional appreciation, promoting 
teacher engagement and motivation, with results-based management, ensuring that eƯorts 
translate into real, measurable improvements in teaching quality. 

20. In this report, teacher engagement is understood as teachers’ behavioral and cognitive 
involvement in professional development activities. Drawing on the schools’ engagement 
framework proposed by Fredricks, Blumenfeld, and Paris (2004), teacher engagement could 
encompass teachers’ active participation and persistence in classroom observation, 
coaching and training activities (behavioral engagement), as well as their investment in 
understanding, reflecting on, and making sense of new pedagogical knowledge and 
practices (cognitive engagement). In the context of PFPP, this concept refers specifically to 
teachers’ engagement with the professional development process, including their 
participation in coaching sessions, openness to feedback, and willingness to reflect on and 
adapt their instructional practices. 

21. To support eƯective implementation, this study analyzes the design and 
implementation of PFPP during its pilot phase, with particular attention to the 
behavioral, operational, and contextual barriers and drivers that influence teachers’ 
and facilitators’ engagement with the program. Because this approach is innovative - 
addressing the sensitive issue of classroom observation in the Brazilian context - and aligns 
with Mato Grosso’s commitment to successful implementation, this research examined 
how and why stakeholder behaviors facilitated or hindered adoption of the new pedagogical 
strategies and put forward recommendations to strengthen implementation. 

22. The research was conducted in two complementary stages: qualitative and 
quantitative. In the qualitative phase, in August 2024, in-depth interviews were carried out 
with a purposive sample of 15 teachers, 8 facilitators, 6 pedagogical coordinators, and 1 
school principal, covering 6 schools in Cuiabá and Várzea Grande. The interviews 
instruments were developed based on the COM-B model (Capability, Opportunity, 
Motivation), allowing a detailed analysis of participants’ attitudes, motivations, and 
perceptions, as well as identifying patterns and trends in the collected narratives (Michie, 
Van Stralen & West, 2011). 

23. In parallel, a structured questionnaire was administered to 245 program teachers in 
February 2025 to gather their views on PFPP. Of these, 185 teachers (approximately 75 
percent) responded, providing a solid statistical basis for analysis. Additionally, a second 
questionnaire was applied to the 20 facilitators, achieving a 100 percent response rate. Both 
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instruments were developed based on the qualitative interview guide, ensuring alignment 
between the two research phases. The methodologies for qualitative and quantitative 
studies are presented in Section 2.   

24. Overall, the quantitative results revealed a predominantly positive scenario, with high 
program approval, perceived usefulness, and participants’ confidence in applying the 
proposed methodology. However, some gaps and inconsistencies were identified that 
deserve attention. For example, some teachers recognize and praise the program but do not 
implement it due to lack of time or adequate follow-up. Others value the skills developed but 
still face challenges related to student engagement. 

25. These points indicate that, although the program is well-received and considered 
useful, practical obstacles persist that may limit its eƯectiveness. Identifying these 
issues is essential for continuous improvement, maximizing positive outcomes and meeting 
teachers' needs. The qualitative results contribute to this deeper understanding, oƯering 
detailed insights into participants’ experiences, perceptions, and challenges.  

26. In summary, teachers engaged positively with the coaching program and reported a 
positive relationship with facilitators. Among the main levers (facilitating factors) 
identified for teacher engagement are: (i) facilitators’ commitment; (ii) positive 
reinforcement during coaching sessions; (iii) eƯective initial sensitization, which helped 
clarify program objectives. However, barriers were also identified on both facilitators and 
teachers’ sides. A significant barrier, present in both quantitative and qualitative analyses, is 
the perception of low usefulness of the pedagogical skills prioritized by the program for 
classroom practice, which may limit the application of content discussed in coaching 
sessions. Added to this is low expectation regarding students’ potential, which hinders 
implementation of suggestions oƯered during coaching. Two other biases also contribute to 
this scenario: (i) status quo bias, which reflects the teacher’s tendency to maintain practices 
that are already established and comfortable for them; (ii) confirmation bias, as the positive 
tone of coaching may lead teachers to interpret praise as a sign that no changes or 
improvements are needed in their practice. 

27. On the facilitators’ side, the main barriers identified are structural, such as diƯiculties 
in scheduling coaching sessions and limited duration, and tend to be overcome as the 
program matures. Additionally, facilitators reported insecurity when conducting coaching 
with more experienced teachers or those teaching diƯerent subjects. Finally, an external 
attribution bias was also observed among facilitators, as they shifted responsibility for 
coaching success to teachers. 

28. The research results contributed to developing behavioral and structural 
recommendations aimed at mitigating identified barriers, promoting greater 
engagement, and improving program outcomes in state education. Since the program 
was in its pilot phase, this study helped guide important changes during early expansion. For 
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example, the initial expansion to 120 more schools was accompanied by training focused on 
developing teachers’ growth mindset, aiming to overcome the barrier of low expectations 
regarding students. This demonstrates that the research not only identified challenges but 
also transformed evidence into concrete actions, strengthening the program’s eƯectiveness 
and sustainability.  



12 | P a g e  
 

2. METHODOLOGY 

2.1 Qualitative Analysis 

29. The research was based on the understanding that educational and behavioral 
phenomena are complex and strongly dependent on context. Aligned with the overall 
study objective, the qualitative analysis aimed to capture participants’ perceptions and 
experiences related to teacher and facilitator engagement with PFPP implementation, with 
particular attention to the behavioral, operational, and contextual barriers and drivers 
shaping these experiences. The choice of a qualitative methodology is justified by the need 
to understand subjective processes, interpersonal relationships, and institutional dynamics 
that influence the implementation of continuing education programs. 

30. The diagnostic examined factors that support or limit teachers’ engagement with the 
program from various perspectives. Specific instruments were developed for in-depth 
interviews with six diƯerent groups of stakeholders: Portuguese and Mathematics teachers 
working in participating schools; their pedagogical coordinators; facilitator teachers 
responsible for classroom observation and personalized coaching; school principals where 
the interviewed teachers work; and the SEDUC team involved in the program. The selection 
of these groups was based on their relevance to the implementation of PFPP, with teachers 
being the main beneficiaries of the initiative. 

31. The instruments developed in the research were based on the COM-B model 
(Capability, Opportunity, Motivation – Behavior), widely recognized in the literature on 
behavioral change (Willmott et al., 2021). This model assumes that any behavior (B) results 
from the interaction among three dimensions: capability (C), opportunity (O), and motivation 
(M). Capability refers to the ability to perform the behavior, encompassing knowledge, self-
confidence, and necessary skills. Opportunity relates to external factors such as available 
time, resources, physical environment, and social support that enable or restrict behavior. 
Motivation involves mental and emotional processes that drive individuals’ choices and 
actions. This framework guided both the development of questions and data analysis, 
allowing for systematic identification of barriers and facilitators within each dimension. 

32. The starting point of the analysis was identifying the target behavior, in this case, 
engagement with the program, followed by investigating which dimensions of the COM-
B model could be influencing its occurrence. This approach enabled a deeper 
understanding of the factors impacting participants’ engagement, guiding the development 
of more eƯective strategies to promote desired behavioral changes. 

33. Overall, the data collection instruments were carefully designed to ensure 
comprehensiveness and depth of the information obtained. The instruments included 
twelve priority questions for teachers, with six additional questions if time allowed. For 
facilitators, there were sixteen questions; eleven for pedagogical coordinators; eight for 
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principals; and six for the SEDUC team (Table 1). Semi-structured interview guides were 
developed and adapted for each participant group. The guides included open-ended 
questions, allowing interviewees to share experiences, perceptions, feelings, and 
suggestions, as well as specific questions to investigate hypotheses derived from the 
theoretical framework and program objectives. 

Table 1 - Overview of Interviews 

 

34. Six state schools in Cuiabá and Várzea Grande participated in the qualitative research 
sample, which included sixteen teachers and six pedagogical coordinators or 
facilitators. The schools were selected according to the following criteria: 

 Schools with higher and lower Social Vulnerability Index (INSE). 
 Schools with higher and lower failure and dropout rates. 
 Number of teachers from the same school participating in the program (schools with 

more and fewer teachers. 
 Geographic distribution of schools, with three in Várzea Grande and three in Cuiabá. 

35. The description of the participating schools is presented in Table 2. 
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Table 2 - Sample of Schools 

 
 

36. The selection of teachers, after defining the participating schools, was mainly based 
on availability, considering the logistics of the field research period. Additionally, global 
scores obtained in the TEACH tool were considered. Of the fifteen teachers interviewed, five 
had an overall TEACH average above 3; seven were below 2.5; and three had no data, as they 
joined after the diagnostic was conducted. The interviewed coordinators, principals, and 
facilitators work in the selected schools. However, most appointments with principals could 
not be carried out due to scheduling conflicts and unforeseen circumstances. 

37. Interviews took place in person at schools, privately and according to school 
schedules and participants’ availability.  The process involved the following steps: 

 Presentation of the research objective and clarification of doubts. 
 Collection of informed consent forms for participation and recording. 
 Conducting interviews, with audio recording and notes in a digital document. 
 Guarantee of confidentiality and anonymity of participants. 

38. Data analysis followed principles of thematic analysis, seeking to identify patterns, 
recurrences, and singularities in the narratives. The identified barriers and drivers were 
prioritized and translated into practical recommendations for program improvement (Braun 
et al., 2006; Peel, 2020). 
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2.2 Quantitative Analysis 

39. The quantitative analysis followed a descriptive research approach of responses from 
teachers and facilitators to a structured survey, aiming to characterize and summarize 
the opinions, perceptions, and characteristics of PFPP participants, without the 
intention of establishing cause-and-eƯect relationships. Data collection was carried out 
through a structured questionnaire composed of closed-ended questions, including Likert 
scales, multiple-choice options, and dichotomous questions. The survey was conducted 
online using the free platform Kobo Toolbox (Bernoit et al., 2019; Kobo Toolbox, 2022). The 
questions were developed based on the in-depth interview guide and preliminary results 
from the qualitative analysis, seeking to capture more broadly the prevalence of identified 
barriers as well as to observe other potentially relevant issues. Additionally, the survey 
aimed to assess participants’ engagement, satisfaction with the program, and perceptions 
of the resources oƯered. 

40. A total of 20 responses were received from facilitators, corresponding to a 100 percent 
response rate, and 185 responses from teachers, out of 245 (approximately 75 percent 
response rate). Two distinct questionnaires were developed: one for facilitators and another 
for teachers. Both instruments were sent to facilitators, one for them to complete and 
another for them to forward to mentored teachers. Participation in the survey was entirely 
voluntary, with no consequences for those who chose not to respond.  

41. Participant profiles reveal a predominance of experienced professionals and females, 
both among teachers and facilitators. Among the teachers who participated in the survey, 
most are 40 years or older (63 percent) and predominantly women (75 percent). Regarding 
racial self-identification, nearly half identify as mixed race (pardos) (48 percent), followed by 
white (34 percent), Black (17 percent), and Asian (2 percent). Most teachers work exclusively 
on the state network, although 9 percent also work in the municipal network and 5 percent 
in private schools. Concerning the number of schools where they teach, 78.8 percent work 
in only one, 20.1 percent in two, and just 1 percent in three or more institutions. About 63.6 
percent of participants are responsible for between 1 and 5 classes; 35.3 percent teach 6 to 
10 classes; and a small portion (1.1 percent) work with more than 10 classes. 

42. Among facilitators, the age group above 40 years also predominates (55 percent), and 
female representation is 80 percent. Of the 20 participants, 60 percent are mixed race, 35 
percent white, 5 percent Asian, and none identified as Black. All facilitators worked in more 
than one school during the first phase of the pilot: 25 percent in 3 to 5 schools, 55 percent in 
5 to 10 schools, and 20 percent in more than 10 schools. Regarding the number of mentored 
teachers, 45 percent accompanied between 10 and 15 teachers, while 55 percent were 
responsible for more than 15 teachers. 

43. The responses were organized and analyzed using descriptive statistics and bivariate 
analyses. Absolute and relative frequency measures were used, as well as means and 
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standard deviations, to identify patterns and trends in respondents’ perceptions. This 
methodological strategy provided a comprehensive and objective view of the phenomenon 
under investigation, serving as a basis for interpretations and recommendations grounded 
in empirical evidence. Bivariate analysis allowed examination of the relationship between 
two variables, enabling identification of patterns, associations, or diƯerences between 
them. 

44. The integration of qualitative and quantitative approaches in this study enabled a 
broader and deeper understanding of the phenomenon analyzed. While qualitative 
research revealed nuances, perceptions, and behavioral barriers and drivers - such as 
attitudes, mindsets, perceptions, misconceptions, preconceived ideas, biases and 
misjudgments - experienced by teachers and facilitators, quantitative analysis provided 
objective data on the prevalence of these barriers, satisfaction levels, and engagement 
patterns. This complementarity boosts the findings' validity by merging narrative depth with 
statistical precision. For decision-making, this strategy is particularly beneficial: managers 
can understand not only “what” happens, but also “why” it happens, guiding more eƯective 
and contextualized interventions. Studies on mixed methods highlight that this integration 
increases the reliability and applicability of results in educational policies (Creswell & Plano 
Clark, 2018). The results of both surveys are presented in the following section. 
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3. RESULTS 

3.1 Qualitative Analysis 

45. The qualitative analysis revealed that the program was generally well received by 
teachers, with few negative reactions or resistance. Initially, many teachers reported 
apprehension and concern regarding classroom observation, fearing it might have an 
evaluative or supervisory nature. However, after the first coaching session, most stated they 
felt more at ease, highlighting the positive role of the dialogue established with facilitators. 

46. The bond built with the facilitator was identified as a decisive factor for teacher 
engagement. Teachers reported that they were able to establish a relationship of trust and 
support with facilitators, which made them more open to dialogue. Additionally, the fact that 
some already knew the facilitators from other educational and training contexts was 
considered positive, facilitating the approach. Introductory meetings held before the start of 
coaching sessions also proved essential to reduce apprehension and promote adherence. 
Teachers who participated in these meetings demonstrated greater understanding and 
receptiveness to the program.   

47. Positive reinforcement in coaching was a key aspect of PFPP. Recognition and praise 
received during sessions served as incentives, increasing teachers’ confidence and 
motivation to implement new classroom strategies. One teacher shared how the program 
contributed to their confidence and enthusiasm:  

“We feel more confident. I mean the boost exactly... I was even talking to some 
colleagues because you realize you’re on the right track, you know? Sometimes 
we go through situations that make us feel discouraged, unmotivated, and I felt 
the program was an incentive in that sense. It’s like having someone looking out 

for you, you know? You don’t feel alone in these situations.” 

48. Furthermore, teachers emphasized the immediate applicability of strategies 
discussed during coaching, indicating that the interval between sessions was not a 
significant obstacle. Many reported using the thumbs-up/thumbs-down dynamic to check 
students’ understanding. Examples include:  
“Yes, I’ve been practicing, especially the thumbs thing, right? I’ve been 
practicing it in class." and "After she mentioned the finger thing, every class I do 
it like this or like that [demonstrating the gesture].” 

49. Regarding facilitators, the results are also broadly positive. They appear engaged, 
committed, and demonstrate consistent attitudes that contribute to teacher engagement. A 
point of consensus among reports is the importance of initial sensitization: teachers who 
joined later are generally more resistant and need additional discussion in coaching to grasp 
the program. Additionally, all facilitators stated they feel comfortable and well-versed in the 
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feedback protocol. They also emphasized that starting coaching sessions with welcoming 
moments and “icebreaker” activities is essential to establish trust and closeness with 
teachers. 

50. The qualitative research identified a total of 21 barriers: 10 related to teachers, 9 to 
facilitators, and 2 to pedagogical coordinators. These barriers encompass both 
behavioral and structural aspects. Behavioral barriers refer to individual attitudes and 
behaviors that may hinder engagement in the program. Structural barriers relate to 
operational and logistical issues that do not depend directly on the people involved but can 
significantly impact involvement. 

 3.1.1 Teachers 

51. The barriers identified are distributed across three distinct moments: before coaching, 
during coaching, and after coaching. Since the research was conducted shortly after the 
first TEACH application and the first coaching session, participants still perceive the 
program as evaluative and supervisory. This showed that, although the sensitization stage is 
recognized as essential, there is still some lack of understanding about the program’s 
functioning, its steps, future activities, and expectations. 

52. Concerns persist about issues such as the continuity of observations and coaching, 
whether skills should be applied in all classes or only in the mentor’s presence, and the 
program’s relationship with other network policies, such as APA and structured 
materials. This uncertainty generates apprehension among teachers, as illustrated by the 
following statements:  

“ At that moment, he stayed in a class with me, and that’s when I kind of 
understood how it worked [...] that it was really an analysis thing, she brought me 
a manual, a list of things, then I felt kind of like, it’s really an inspection to see if I 
teach or not." and "The only concern we have is what will happen after this 

evaluation? Because actually, from the beginning, we thought we would be evaluated for this. 
Actually, I think so, you know. The way we are conducting our classes. And I think that’s the 
biggest concern.” 

53. A further important issue identified before coaching sessions is that teachers who join 
the network after the start of the school year often lack proper orientation. High teacher 
turnover in Mato Grosso state schools, combined with a significant number of temporary 
teachers, means many professionals enter schools throughout the year without having 
participated in initial program discussions. As a result, these teachers have greater diƯiculty 
understanding and show more resistance to PFPP. The problem worsens when pedagogical 
coordination also lacks the necessary information and guidance to clarify new teachers’ 
doubts. Many facilitators reported having to reintroduce the program and its objectives 
during first contacts with newly arrived teachers. 
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54. During coaching, three main barriers were identified. The first refers to passivity and lack 
of deep reflection by some teachers. Facilitators reported that some teachers adopt a 
passive stance during sessions, listening without engaging or questioning, which limits 
eƯective engagement. This attitude concerns facilitators because apparent acceptance of 
discussed strategies, even without explicit resistance, does not guarantee teachers will 
actually apply them in practice. 

55. The second barrier observed is the status quo bias. Many teachers tend to consider the 
skills addressed as practices already incorporated into their routine, which hinder openness 
to change and innovation. Less engaged teachers claim the strategies presented are basic 
and will not significantly impact their work since, according to them, these practices are 
already part of their routine. This perception may indicate a lack of deeper reflection on their 
own practice, both during and after coaching, becoming an obstacle to transformation. 
Examples include:  
“It was fine, I thought it was positive, they gave me some nice tips, although, as I 
told them, these are things we always do, right?"; "Look, I can’t tell you the 
technical names, but it’s something I’ve been doing in class for a long time." and 
"Yeah, I’ve always done this, right? But now, you know, you organized the idea for 
me. I’ve had this idea for a long time.” 

56. The third barrier concerns low expectations regarding students’ potential. Among 
teachers working in more vulnerable contexts, a fixed and rather pessimistic mindset 
regarding students’ development possibilities is observed, reducing willingness to 
implement new approaches. Complaints about student behavior, lack of motivation, and 
ambition are frequent, leading teachers to believe that eƯorts to change practices are futile. 
Examples include:  

“Because I wanted the program to work, 100 percent work. But it’s a totally 
diƯerent reality, not because of the program. Because of the reality of our 
schools, I mean, not because of the teacher, but because of the students 
themselves." and "We work here with students who have no way out. Total 

indiscipline. [...] And then we end up going back to traditional methods, right? Because we 
want to do something diƯerent in class, but there’s all that mess, so we go back to the board 
and start writing.”. 

57. After coaching sessions, a recurring concern relates to the level of attention and 
prioritization teachers give to the program. One barrier identified at this stage is cognitive 
overload. The multiplicity of demands and training makes it diƯicult for teachers to prioritize 
applying strategies discussed in coaching. Amid daily school demands, many teachers 
forget the content covered, selected skills, feedback received or suggested strategies. Thus, 
there is a tendency to revert to habitual practices, with diƯiculty incorporating new 
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approaches eƯectively. Additionally, strategies that are less visual or harder to demonstrate 
tend to be less remembered and applied later. 

58. Another important barrier is the low perceived usefulness of the skills taught. The main 
challenges faced in classrooms (such as indiscipline, student inattentiveness, and literacy 
or learning gaps) are not the program’s direct focus, although it may indirectly contribute to 
these aspects. This perception is evident in comments such as: 
“Control. Classroom control. Because here, since the students are very unruly, 
they don’t obey. [...] So I think here, for this school, it would be more viable to 
have projects aimed at students.” 

59. Conversely, many teachers see coaching as validation of existing practices. They 
interpret the guidance received as reinforcement that they are “on the right track,” which may 
limit critical reflection or willingness to change. This phenomenon is especially common 
among more experienced teachers, who tend to assimilate suggested strategies into their 
consolidated repertoire without intending to make significant adjustments to their practice. 

60. Finally, concerns persist regarding possible consequences of classroom 
observations, particularly regarding teacher performance evaluation. Some teachers 
express skepticism about the program as a professional development tool, citing a history 
of discontinuity in continuing education initiatives. 

 3.1.2 Facilitators 

61. The interview results point to two main coaching factors that can hinder teacher 
engagement with the program and limit its scalability: facilitators’ mindset and 
discourse, which directly influence teachers, and issues related to the 
operationalization and logistics of coaching.  

62. A strong external attribution bias is observed in facilitators’ conception of coaching 
success. In many cases, there is a tendency to place sole responsibility on the teacher for 
the process’s success, while facilitators avoid shared accountability, following a logic like 
that of assuming a good class depends only on students’ interest. Examples include:  

“But on the other hand, the teacher also has to be there, present, right, seek, 
want this coaching too, because otherwise it becomes something very... it will 
turn into something like just a protocol, they’ll be there, yes, no, okay, and then 
the coaching won’t work." and "Then the teachers, right, some are already at the 

end of their careers, think they don’t need it, they’re retiring. So, I think when selecting these 
groups, we also need to look at and analyze the teachers’ profiles.” 

63. Additionally, facilitators report diƯiculties in dialoguing with teachers who believe 
they have already mastered the teaching strategies addressed, as well as with those 
who indeed have the targeted skills consolidated in their practice. This diƯiculty may be 
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aggravated by another barrier identified: facilitators’ insecurity when working outside their 
area of expertise and the consequent loss of focus. Facilitators tend to feel more 
comfortable guiding teachers in their own subject area; the opposite can hinder interaction 
and limit the eƯectiveness of experience sharing. 

64. Furthermore, doubts and insecurities regarding logistics, responsibilities, and next 
steps of the program generate overload and uncertainty among facilitators. Combined, 
these factors can compromise both teacher engagement and the scalability and impact of 
the coaching program. 

65. Regarding operational and logistical barriers, scheduling coaching sessions during 
class time proved particularly problematic. When coaching occurs during lessons, it 
disrupts school routines and compromises instructional time. Moreover, this practice can 
foster a logic focused solely on fulfilling coaching requirements rather than ensuring quality, 
leading to rushed meetings or divided attention from teachers. This scenario was observed 
mainly among teachers in more remote schools or those with reduced teaching hours at the 
unit.  

66. Another challenge highlighted by facilitators concerns the limited duration of 
sessions, which hinders deeper conversations and mindset shifts. Added to this is the 
excessive gap between classroom observation and feedback. Ideally, coaching should 
occur immediately after or within a few days of observation, but it often takes place weeks 
later. This delay can weaken the connection and relevance of feedback for teachers, who will 
have taught several other classes by then. Common remarks include:  
“I observed this week, and next week I have to give feedback to the teacher. So, there’s at 
least a 15-day or 3-week gap before we give feedback. Then the diƯiculty is, will 
the teacher remember that class?" and "There are several schools, so you keep 
hopping around. Then for coaching, it’s not always possible to do it on the same 
day.” 

67. Another aspect that can shift responsibility to the teacher, being perceived more as a 
burden than support, is the lack of mediation in recommending materials. OƯering a 
book or other resource without intentionality and guidance, without active mentor 
orientation to direct reading, reduces the resource’s eƯectiveness, which ends up being 
ignored.  

68. Finally, the lack of systematization of information makes it diƯicult to track progress 
and identify patterns. Details such as session duration, skills addressed, practices 
incorporated and by whom, location, participation of pedagogical coordinators, teachers’ 
reactions, recurring doubts and diƯiculties, among others, are often lost. Preparing 
systematized documents can help facilitators and teachers visualize progress throughout 
coaching, promoting greater eƯectiveness in the process. 
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 3.1.3 Pedagogical Coordinators 

69. While Pedagogical Coordinators (PCs) play a fundamental role in mediating between 
facilitators and teachers, some factors have limited their eƯective participation in the 
program. Two aspects stand out: the PCs’ lack of knowledge about the program and their 
role in it, and the scarcity of time and availability. 

70. There is considerable variation in PCs’ level of knowledge about the program. While 
some are well-informed and accompany their teachers in activities, others are unaware of 
important details or do not participate actively. This gap does not occur solely by choice but 
often due to work overload or a lack of understanding about how the program operates. 

71. Another relevant factor highlighted by the PCs themselves is the lack of available time 
to follow coaching sessions and perform the role of classroom observer, which is 
among their duties. According to reports, PCs rarely conduct classroom observations and, 
when they do, they focus primarily on teachers who face greater classroom management 
challenges. In the context of Mato Grosso, this situation is concerning, as classroom 
observation is a central responsibility of pedagogical coordination and, in the program’s 
expansion phase, coaching work will be delegated to these professionals. 

3.2 Quantitative Analysis 

 3.2.1 Teachers 

72. The quantitative survey revealed a positive perception of the program among teachers. 
As illustrated in Figure 2, nearly 90 percent of respondents rated their overall experience as 
positive or very positive. This result indicates that, despite initial concerns identified in the 
qualitative phase, the program was well received. In addition, 92 percent agreed that the 
stages of the program were adequately explained, which contrasts with one of the barriers 
identified in the qualitative analysis related to misinformation about the program. 
Considering that the quantitative phase took place after the program’s implementation, it is 
possible that facilitators, the Regional Departments (DREs), and SEDUC improved 
institutional communication about the stages and overall functioning of the program over 
time. 
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Figure 2 - Overall perception of PFPP. 

 

73. In contrast with the barrier identified in the qualitative research regarding resistance 
to change, the data in Figure 3 indicate that 85 percent of teachers consider themselves 
willing to change their pedagogical practices, signaling significant openness to 
innovation. This result runs counter to the previously identified status quo bias. Two 
plausible explanations arise: (i) ongoing implementation may have shifted teachers’ 
mindsets, increasing their openness to change; or (ii) the qualitative respondents may fall 
within the 15 percent who are less willing to change, while most teachers were open from 
the outset. Moreover, more than 80 percent of teachers believe that PFPP will generate 
positive impacts not only on the school and students, but also on their own teaching practice 
(Figure 4), suggesting alignment between expectations and the program’s objectives. 

Figure 3 - Motivation to change pedagogical practices 
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Figure 4 - Positive results of the program 

 

74. With respect to the program’s objectives, more than 70 percent of participants state 
that the program contributed to personal development and individual growth, in 
addition to improving teaching skills, student engagement, and learning (Figure 5). 
Positive perceptions of the program’s impact on students are particularly relevant, since a 
previously identified barrier was teachers' low expectations of student performance. In this 
sense, the quantitative survey shows a more optimistic scenario: teachers, in general, 
believe in the program’s educational value and are hopeful of seeing concrete results. 
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Figure 5 - Objectives achieved by PFPP 

 

75. However, when asked about their greatest classroom challenges, the relationship with 
students remains the main barrier for teachers. Figure 6 indicates that 63 percent 
consider the primary challenge to be dealing with the diverse learning needs of students, 
marked by wide diƯerences in knowledge levels within the same class. In addition, 41 
percent point to student engagement as an additional diƯiculty. From a behavioral 
perspective, this suggests that some teachers may attribute diƯiculties in implementing 
strategies to external factors, which aligns with the barrier of low expectations regarding 
students. 
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Figure 6 - Biggest challenges faced in the classroom 

 

76. Regarding future aspects of the program, the majority of teachers (56 percent) said 
they would prefer “an external specialist” (someone from outside the school with 
specific expertise) to conduct coaching, while 38 percent indicated a preference for 
someone from the current school staƯ or a colleague as mentor (Figure 7). This 
inclination toward an external figure suggests that many teachers value a specialized 
perspective. On the other hand, a considerable share also values internal coaching, possibly 
because they already trust their colleagues. This balance in preferences indicates that the 
current model is well accepted but also reveals an opportunity to involve pedagogical 
coordinators or experienced teachers from the school itself in the coaching process.  

77. Most teachers (67 percent) reported feeling comfortable or very comfortable with the 
PC observing the coaching sessions, while few reported any discomfort. This result 
indicates that there is no resistance from teachers to involving coordination in pedagogical 
discussions. This is a significant finding, considering that the program’s expansion phase in 
Mato Grosso will be led by Pedagogical Coordinators, who will apply the Teach and Coach 
methodologies. 
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Figure 7 - Choice of mentor and presence of the Pedagogical Coordinator 

 

78. Approximately 83 percent of teachers reported feeling confident in applying in class 
the strategies learned during the coaching sessions (Figure 8). This finding contrasts with 
a previously identified behavioral barrier: insecurity in using new strategies. It can be 
interpreted that most teachers not only demonstrate motivation, but also confidence in their 
ability to apply the techniques addressed. This scenario may be attributed to the quality of 
the training oƯered by facilitators and to the strengthening of ties between facilitators and 
teachers (factors that likely solidified overtime between the program’s implementation and 
the quantitative survey). 

79. The hypothesis that a good relationship and recognition of the value added by the 
mentor contributes to teachers’ confidence is supported by other questionnaire data. 
As shown in Figure 9, 95.7 percent of teachers consider the relationship with the facilitator 
teacher positive or very positive. In addition, 50 percent indicate that the support received 
from the facilitator was a determining factor in enabling them to apply the skills learned 
during the coaching sessions. These findings reinforce the importance of the relational 
component in the process of behavioral change: the perception of support and appreciation 
from the mentor acts as a catalyst for adopting new practices, reducing barriers such as 
insecurity and resistance to innovation. This result suggests that continuing education 
strategies should prioritize not only technical content, but also mechanisms for 
individualized follow-up and building trust between facilitators and teachers. 
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Figure 8 - Confidence in applying the strategies learned 

 

Figure 9 - Relationship with the Facilitating Teacher 

 

80. The research also sought to identify gaps that the PFPP could address, according to 
teachers’ perceptions in the context of Mato Grosso. Although more than 51 percent of 
teachers did not point out negative aspects of the program, and more than 47 percent 
reported that they would not change any aspect of it, some points of attention remain. 
Approximately 45 percent of the teachers who mentioned a negative aspect indicated that 
the skills developed in the program do not address their main classroom challenges (Figure 
10). This result may be related to two identified barriers: (i) diƯiculties related to student 
behavior in the classroom and the teacher’s fixed mindset regarding learning and motivation; 
(ii) lack of knowledge and understanding about the criteria for selecting the skills addressed 
in the program. 55 percent of teachers who expressed interest in changes indicated that they 
would modify the resources and materials provided, signaling a possible connection with 
operational and logistical barriers identified in the qualitative research (Figure 11). These 
findings reinforce the need to better align PFPP content with the real demands of teaching 
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practice and to improve communication about the logic behind skill selection, ensuring 
greater adherence and perceived relevance. 

81. Despite the identified gaps, the research concludes that the vast majority of teachers 
recognize the program’s value. As shown in Figure 12, the overall perception among 
colleagues, according to respondents, is predominantly positive or neutral, suggesting no 
significant opposition or strong criticism of the program from external teachers. Additionally, 
a robust indicator of satisfaction is that 87 percent stated they would recommend PFPP to 
other teachers. This intention not only demonstrates a high level of approval but also signals 
potential for expansion, as beneficiaries themselves want other colleagues to have access 
to the same experience. 

Figure 10 - Negative aspects of the program 
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Figure 11 - Suggested changes to the program 

 

Figure 12 - External perception of PFPP 

 

82. The predominance of positive perceptions among teachers, both regarding the overall 
experience and the impact on pedagogical practices and student learning, indicates 
that the program has managed to overcome initial barriers such as insecurity and low 
expectations. Findings from the qualitative research also indicate that teachers hold a 
favorable perception of the program. The evolution of institutional communication and the 
strengthening of bonds between facilitators and teachers seem to have played a central role 
in this process. At the same time, data reveal persistent challenges, especially concerning 
classroom heterogeneity and student engagement, pointing to the need for continuous 
adjustments in the pedagogical resources oƯered. 

 Bivariate Analysis 

83. To identify associations and patterns between participant characteristics and their 
perceptions of the program, the quantitative analysis also incorporated a bivariate 
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approach. This statistical approach examines the relationship between two variables 
simultaneously, enabling assessment of both the existence and direction of associations. 
The key variables were analyzed from this perspective to understand how demographic 
factors influence perceptions and barriers related to the program. Table 3 presents the 
summarized results, and the detailed findings are provided in the annexes. 

Table 3 - Key results from Bivariate Analysis (Teachers) 

 
 

84. Regarding age, the analysis shows no relevant association between participants’ age 
group and their evaluations or behaviors related to the program. The only exception 
found was for the variable reflecting colleagues’ positive views of the program (r = 0.066; p = 
0.037). Although this result is statistically significant, the association is weak. 

85. Analyses on gender reveal that diƯerences between men and women in program 
perceptions and evaluations are subtle. There is a slight tendency among female 
professionals to evaluate the program’s results more positively, evidenced by positive 
correlations with variables related to agreement on positive eƯects on student engagement 
(r = 0.1773; p = 0.017) and student learning (r = 0.1389; p = 0.061). Conversely, men show a 
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greater tendency to consider facilitator’s feedback useful (r = -0.1638; p = 0.027) and have a 
more favorable perception of the need for changes in the session format (r = -0.1498; p = 
0.046). 

86. Results for black teachers indicate generally very weak and non-significant 
associations. The only statistically significant association was the perception that feedback 
received is useful for addressing classroom challenges (r = 0.157; p = 0.034). In this case, 
black teachers show a slightly greater tendency to agree with this statement. Additionally, 
they are less likely to believe that the program design has no negative aspects (r = -0.1447; p 
= 0.051). 

87. Regarding workload, teachers responsible for more than six classes do not show 
diƯerences in trends compared to other teachers. However, working in two or more 
schools seems to be associated with slightly less positive perceptions of the program’s 
positive eƯects on classroom practice (r = -0.1588; p = 0.032), student improvement (r = -
0.1457; p = 0.049), professional development (r = -0.2225; p = 0.003), and personal growth (r 
= -0.1589; p = 0.032). Moreover, those working in more schools report fewer positive 
perceptions from colleagues about the program (r = -0.1520; p = 0.040).  

88. Teachers working in two or more schools experience greater overload, less availability, 
fragmented program experiences, and greater diƯiculty implementing practices 
consistently. This combination reduces both engagement and the ability to observe 
concrete results, explaining the negative correlations found. On the other hand, teachers 
who teach many classes within the same school do not show more negative perceptions of 
the program because their experience generally occurs in a single pedagogical context, with 
consistent rules, coordination, and training. 

89. Finally, the curricular component does not seem to be strongly associated with 
perceptions of PFPP. Overall, Math teachers tend to show more positive and significant 
correlations. Portuguese teachers, however, show some negative correlations, mainly 
related to the perception of obstacles. These Portuguese teachers are less inclined to say 
that PFPP feedback is useful for overcoming classroom challenges (r = -0.1657; p = 0.025), 
to consider that the program has no negative points (r = -0.1667; p = 0.025), and often believe 
that the proposed skills do not address the specific challenges they face (r = 0.1884; p = 
0.011). Conversely, Math teachers see greater contribution of the program to their 
professional development (r = 0.1494; p = 0.044), view feedback as useful (r = 0.1504; p = 
0.042), aƯirm that the program has no negative aspects (r = 0.1462; p = 0.049), and are less 
likely to claim that the skills do not meet their greatest diƯiculties (r = –0.1918; p = 0.01). 

90. This pattern may indicate that PFPP is establishing a more direct relationship with 
Math teaching practices. On the other hand, challenges related to teaching Portuguese, 
being broader, more heterogeneous, and less procedural, require specific strategies to 
achieve the same perceived impact. 
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3.2.2 Facilitators 

91. The positive perception of the program is particularly notable among the 20 facilitators 
who answered the survey. All participating facilitators expressed satisfaction or high 
satisfaction with the program, as indicated by the 100 percent response rate to the 
evaluation form (Figure 13), demonstrating unanimous positive assessment of the 
experience. The main reasons for joining the program and serving as facilitators include the 
desire to contribute to teachers’ development (100 percent), interest in guiding colleagues 
(75 percent), and pursuit of professional growth (45 percent). Additionally, financial 
compensation was mentioned as motivation by 40 percent of participants (Figure 14). These 
data suggest that, although economic incentives have relevance, the predominant 
motivation is intrinsic, centered on purpose and collaboration, reinforcing the importance of 
strategies that value professional recognition and opportunities for pedagogical leadership 
(Ryan, R. M., & Deci, E. L., 2020). 

Figure 13 - Program evaluation 

 

92. Facilitators generally agree that they expect PFPP to yield positive outcomes for both 
schools and educational networks. Concerning student impact, 95 percent of facilitators 
believe the results will be positive, while 5 percent remain neutral (Figure 15). Specific 
expected outcomes also reflect optimism: 100 percent expect improvements in pedagogical 
practices; 95 percent anticipate better student academic performance and improved results 
in state assessments and IDEB; 85 percent believe in greater teacher engagement; and 80 
percent expect higher student engagement. These findings indicate not only confidence in 
the program’s eƯectiveness but also alignment between its strategic objectives and the 
expectations of those responsible for implementation. 
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Figure 14 - Motivation to become a mentor 

 

Figure 15 - Positive program results (Facilitators) 
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Figure 16 - Specific program outcomes 

 

93. Despite high expectations regarding pedagogical practices, teacher engagement, and 
eƯects on schools and networks, optimism about direct student impact is relatively 
lower. This diƯerence may indicate that facilitators share, to some extent, the lower 
expectations toward students already observed among teachers. Such perception suggests 
the persistence of a limited belief in students’ abilities, which may influence the intensity 
and quality of applied strategies. This highlights the importance of initiatives that encourage 
both teachers and facilitators to shift their mindset, promoting a culture of high expectations 
for maximizing program eƯects. 

94. One result that reinforces qualitative findings is the positive relationship between 
mentor and mentee, identified as a key driver of engagement. Among facilitators, 65 
percent rated their relationship with the mentored teacher as very positive, while 35 percent 
considered it positive. Furthermore, facilitators show ownership of the mentor role: the 
majority (95 percent) report being satisfied or very satisfied with this function. Figure 17 
presents these results. These data indicate that the relational dimension is a critical factor 
for program eƯectiveness, as it helps reduce behavioral barriers and strengthens facilitators’ 
intrinsic motivation. 
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Figure 17 - Relationship with teachers and personal satisfaction with the mentor role 

 

95. When asked about teachers’ commitment to the program, most facilitators believe 
teachers are engaged; however, a significant percentage (40 percent) remained neutral 
(Figure 18). Among the attitudes considered most challenging by facilitators (Figure 19) 
were: (i) the tendency to focus on external problems rather than pedagogical practices (60 
percent); (ii) excessive concern with administrative issues, which diverts attention from 
teaching practice (55 percent); and (iii) lack of interest in implementing changes in practices 
and behaviors (35 percent). Both quantitative and qualitative analyses suggest that certain 
teachers are not fully committed to the program and demonstrate resistance to change, 
which may stem from blaming external factors, a preference for maintaining current 
practices, or other reasons. These results reinforce the need for strategies aimed at 
increasing teachers’ sense of control over outcomes and promoting a culture of shared 
responsibility. 

Figure 18 - Commitment of mentored teachers 

 



37 | P a g e  
 

96. Another point highlighted in relation to qualitative research concerns facilitators’ 
perception of their preparation and confidence to perform coaching. Quantitative data 
indicate that 90 percent of facilitators believe they can prepare in an organized manner 
without major diƯiculties. Regarding preparation time, 60 percent report spending 30 
minutes to 1 hour, 15 percent spend 1 to 3 hours, 15 percent dedicate more than 3 hours, 
and 10 percent spend less than 30 minutes (Figure 20). These findings contrast with 
qualitative findings, which point to insecurity among facilitators about their mentor role, 
especially when guiding teachers from diƯerent subject areas or more experienced 
teachers. 

Figure 19 - Challenging attitudes of teachers that facilitators must deal with 

 

Figure 20 - Preparation and organization for coaching sessions 

 

97. Lastly, the research captured views on the adoption of digital tools in the program 
context. This part of the study was designed considering possible program expansion and 
logistical challenges previously identified. Overall, 60 percent of participants partially or fully 
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agree that a technological tool could be useful for developing feedback protocols. The 
remaining 40 percent remain neutral on this issue. However, there is a predominance of 
positive perceptions about technology use, especially regarding expanding the repertoire of 
examples (91.7 percent), reducing preparation time for coaching (83.3 percent), and 
supporting the structuring of scripts for dialogues with teachers (66.7 percent) (Figure 21). 

Figure 21 - Technological tool and support in coaching preparation 

 
98. In contrast, there is significant neutrality (85 percent) regarding the belief that a tool 

for teachers to record themselves could facilitate program logistics, and considerable 
disagreement (45 percent) that a tool used by facilitators would have the same eƯect 
(Figure 22). This makes sense: if facilitators’ main complaint is frequent travel between 
schools to observe classes, recording presentations in diƯerent locations would not simplify 
logistics. Allowing teachers themselves to record lessons would ease logistics by 
eliminating extensive travel for facilitators. However, responses may be related to distrust of 
the tool or recording quality, factors that could hinder facilitators’ work. 

Figure 22 - Recording tool and improvement in logistics 
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 Bivariate Analysis 

99. The bivariate analysis of facilitator teachers generally reveals non-significant 
correlations. With a small sample, opinions showed greater convergence across 
demographic profiles. Key results are in Table 4; further details are in the annexes. Only 
responses with some variabilities were analyzed; those entirely agreeing or exclusively 
positive were disregarded. 

Table 4 - Key results from Bivariate Analysis (Facilitators) 

 
 

100. There is no statistical evidence of association between facilitators’ age and 
perceptions, beliefs, or diƯiculties related to PFPP. Even moderate coeƯicients are not 
accompanied by p-values indicating that occurrence is not due to chance. On the other 
hand, gender seems related to certain tendencies regarding the program. Two variables 
show moderate and significant statistical association: women are more likely to believe that 
PFPP will lead to positive academic results (r = 0.4588; p = 0.04) and better performance in 
state assessments and IDEB (r = 0.4588; p = 0.04). There are also moderate associations with 
marginal statistical significance regarding expectations of student engagement and 
perceived pedagogical gains through technological tools. 

101. Facilitators’ workload (measured by the number of mentored teachers and schools 
served) has little association with their perceptions of PFPP. However, facilitators 
coaching more than 15 teachers are more likely to believe that PFPP will result in greater 
teacher engagement (r = 0.4644; p = 0.038). Facilitators serving more than five schools are 
more likely to agree that a technological tool would help prepare coaching protocols (r = 
0.4714; p = 0.035), but do not diƯer from others in other aspects. Overall, the number of 
schools or teachers served does not broadly influence opinions about the program. 
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102. It is important to consider that results may have been influenced by social desirability 
bias, a phenomenon in which respondents tend to provide socially acceptable answers 
to avoid negative judgment. In this context, some teachers may have declared willingness 
to change practices out of fear of being perceived as resistant or unproductive, even without 
real intention to change. This type of bias threatens the internal validity of the research, as 
responses reflect concern with evaluation rather than genuine attitude. Literature indicates 
that this behavior is associated with impression management and fear of negative evaluation 
(Crowne & Marlowe, 1960; Leary & Kowalski, 1990), common in studies on attitudes and 
behavioral change. However, in this research anonymity and confidentiality were guaranteed 
to partially mitigate this bias. 
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4. DISCUSSION 

103.  This study examined how the design and implementation of PFPP during its pilot 
phase shaped teachers’ and facilitators’ engagement, identifying key behavioral, 
operational, and contextual barriers and drivers that influenced program 
implementation. To achieve this objective, a mixed-method strategy was adopted, 
combining qualitative and quantitative approaches. This choice allowed us to address 
questions at diƯerent levels of depth, to enhance the validity of the findings and to identify 
convergences and divergences between diƯerent sources of information. 

104. The qualitative research, conducted with methodological rigor and interpretative 
depth, oƯered a detailed understanding of the processes, barriers, and drivers that 
influence the participation of teachers, facilitators, and administrators in the PFPP. By 
prioritizing contextualization and an in-depth analysis of the phenomena, this stage 
highlights mechanisms and dynamics that would hardly be revealed through exclusively 
structured methods. Its main contribution lies in pointing to fundamental aspects of the 
program that guide its continuous improvement. 

105. To broaden and strengthen this understanding, the qualitative stage was 
complemented by a quantitative questionnaire administered to all program 
participants. This approach made it possible to measure the extent and frequency of the 
perceptions identified qualitatively, as well as to compare patterns across diƯerent groups 
of actors. By integrating analytical depth with breadth and standardization, the two 
methodologies reinforce each other, oƯering a more comprehensive and consistent view of 
the elements that sustain and challenge the implementation of the PFPP. 

106. From this integration, it was possible to develop recommendations and strategies 
initially proposed during the qualitative phase, which remain relevant in light of the 
quantitative results. Although some barriers seem to have been overcome throughout the 
program’s activities, it is essential that SEDUC-MT and facilitators (and, in the future, 
pedagogical coordinators) are equipped with eƯective strategies. This becomes especially 
relevant considering that, in the first expansion phase, the program may face the same 
barriers initially identified. The recommendations and strategies presented are described in 
the boxes below; for additional materials and references, please refer to the annex. 
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107. These recommendations illustrate how the program can adapt to participants’ real 
needs, promoting greater inclusion, flexibility, quality, and engagement in coaching 
sessions. The program is expected to produce beneficial outcomes for both student 
learning and teachers’ instructional methods. Conducting this research was crucial to 
identifying small interventions that can have a significant impact on teacher acceptance and 
engagement. Although there appears to be broad acceptance, it is important to remember 
that the program is still in its pilot phase and, with expansion, challenges may intensify. 
Anticipating possible barriers and equipping the network with eƯective solutions is an 
essential strategy to improve program implementation, which already shows highly positive 
results. 
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5. CONCLUSION 

108. The Strengthening Pedagogical Practices Program, implemented by the State 
Department of Education of Mato Grosso, represents an innovative and strategic 
initiative to improve the quality of elementary education, focusing on teachers’ 
professional development through the Teach and Coach methodologies. This study 
analyzed the design and implementation of the program during its pilot phase, focusing on 
the behavioral, operational, and contextual barriers and drivers that influence teachers’ and 
facilitators’ engagement. By integrating qualitative and quantitative evidence, the analysis 
informs opportunities to strengthen program delivery, pedagogical practices, and 
professional development as the program scales.  

109. The results reveal that the program was well received by teachers, facilitators, and 
pedagogical coordinators, with emphasis on the positive role of individual coaching, 
the trust-based relationship established between facilitators and teachers, and the 
positive reinforcement during sessions. Most participants recognize the program’s value 
for developing more eƯective teaching practices, fostering student engagement, and 
improving educational outcomes. Overall satisfaction is high among both teachers and 
facilitators, and there is consensus on PFPP’s potential to promote significant changes in 
the state network. 

110. However, the research also identified persistent challenges that require continuous 
attention. Among the main behavioral barriers are: (i) lack of understanding about how the 
program works, especially among teachers who join after the school year begins; (ii) 
tendency toward passivity and lack of critical reflection during coaching; (iii) status quo bias, 
which  reflects the attitude of many teachers in considering the skills addressed as already 
consolidated practices; (iv) low expectations regarding students’ potential, particularly in 
contexts of greater social vulnerability. In addition, cognitive overload and multiple demands 
hinder prioritization and application of strategies discussed in coaching sessions. 

111. From an operational standpoint, challenges include scheduling coaching sessions, 
limited session duration, the gap between observation and feedback, lack of 
systematic activity records, and the need for greater integration of pedagogical 
coordinators in the process. Quantitative research reinforces these findings by indicating 
that, although there is willingness to change and confidence in the methodology, some 
teachers still do not perceive the prioritized skills as solutions to their main classroom 
challenges. 

112. Considering this scenario, the report presents behavioral and operational 
recommendations aimed at improving and scaling-up (or scaling-out) the program. 
Among them are: (i) enhancing program onboarding with simplified materials and welcome 
sessions; (ii) encouraging active participation and collaborative reflection; (iii) training on 
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growth mindset; (iv) using digital tools for monitoring and record-keeping; (v) introducing 
flexibility in coaching, including the possibility of online meetings in specific cases. These 
strategies are essential to overcome barriers, promote greater engagement, and ensure that 
PFPP’s positive impact is expanded and sustained over time. 

113. This study also aligns with recent advances in implementation science applied to 
education.  It illustrates how behavioral theory–informed approaches can be used to 
diagnose barriers and drivers that shape program implementation. By applying frameworks 
such as COM-B and combining qualitative and quantitative evidence, the analysis highlights 
how behavioral and contextual factors influence engagement with professional 
development programs, oƯering practical insights to strengthen implementation and inform 
scale-up strategies.  

114. In summary, PFPP demonstrates strong potential to transform teaching practices and 
strengthen teacher leadership within Mato Grosso’s state network. The integration of 
qualitative and quantitative methods enriched the understanding of the phenomena 
involved, allowing for adjustments and innovations during the pilot phase. With program 
expansion, it is crucial to anticipate challenges, invest in eƯective solutions, and maintain 
open dialogue among all stakeholders, ensuring that the coaching process is perceived as a 
space for development, collaboration, and professional recognition. In this way, PFPP can 
consolidate itself as a reference in continuous training policies and in improving the quality 
of public education, increasing the likelihood of achieving a positive impact on student 
learning outcomes. 
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ANNEXES 

Annex A – Interview Guide for Qualitative Research 

a. Teachers 

The Strengthening Pedagogical Practices 
Program 

1 Can you tell me what you know about the 
Strengthening Pedagogical Practices 
Program? [Probe: What is its purpose, how 
does it work, why is it being implemented, 
what are your responsibilities and those of 
the facilitators?] 

2. Overall, how has your experience with the 
Program been? 

a. Do you feel motivated? Why? 

3. Do you have any concerns or 
apprehensions about the Program? And 
before it started, did you think diƯerently? 

Coaching Sessions 

4. How did you feel during the coaching 
session? And afterward? [Probe: After the 
session, were the guidelines and next steps 
clear to you? Did you feel confident applying 
what you learned on your own?] 

5. How would you describe your 
relationship with your mentor? [Probe: Do 
you feel comfortable sharing and 
communicating well with them?] 

6. If you could change anything about the 
coaching session, what would it be? [Probe: 
scheduling, duration, resources/materials, 
format, mentor...] 

7. If you could choose anyone to be your 
mentor, who would it be? Why? [Probe: 
What is your relationship with this person? 
Do you have a good relationship?] 

8. Was your Pedagogical Coordinator (PC) 
present during the coaching session? [If 
yes] How did you feel about their presence? 
[If no] What is your relationship with your 
PC? Would you have any concerns if they 
were present in future sessions? Explain. 

Teaching Practice and Development 

9. What are your biggest classroom 
challenges today? Do you think the 
feedback and skills [supported by the 
mentor] will help you with that? 

10. Have you already managed to 
incorporate changes in your practice based 
on the feedback from the program? How 
often? Could you give an example? 

a. If not, why? Do you have any plans to 
incorporate them? Could you explain? If 
not, why? 

11. What factors contributed most to your 
ability to implement the skills? [Probe: Are 
there factors that make it diƯicult to 
incorporate the skills? Which ones? (e.g., 
student relationships and classroom 
management)]. Were the intervals between 
sessions suƯicient for you to have time to 
incorporate the skills? 

12. Do you have any suggestions for 
improving the Program? Anything else to 
add? 

If time allows: 

13. Was any part of the coaching unclear to 
you? [Probe: Did the practice videos and 
skills guide help? How were they used in 
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coaching? What other factors facilitated 
learning? And what hindered it?] 

14. Who do you usually turn to for guidance 
or advice when you face 
diƯiculties/challenges in the classroom? 
[Probe: What is your relationship with this 
person? Do you have a good relationship?] 

15. How do you plan your lessons? [Probe: 
Did the program influence your planning? 
How?] 

16. Do you know other colleagues who 
participate in the Program? Do you interact 
with others about the Program? If yes, what 
kind of information do you share about 
feedback, practices, and skills? 

a. How are these exchanges? Do they help? 
How? Could you give an example? 

b What is the general perception of the 
Program among your colleagues who also 
participate? And among those who do not? 
And among pedagogical coordinators and 
school management? 

17. Do you believe the Program will bring 
positive results? For your practice, for the 
school, for students, for the network... 
Why? What results would these be? 

18. What characteristics of the Program do 
you consider positive or like? [Probe: What 
would you say are the advantages or 
disadvantages of being part of the 
Program? How do you believe the Program 
supports your professional and personal 
development?] 

b. Facilitators 

1. How would you define the Strengthening 
Pedagogical Practices Program? [Probe: Do 
you believe the Program will bring positive 
results? For school, for students, for the 
network... Why? What results would these 
be?] 

2. What motivated you to become a 
mentor? [Probe: What are your 
expectations regarding your career? What 
would indicate a satisfactory outcome of 
the project/your work? How do you feel 
about being a mentor?] 

Views on Teachers 

3. How would you describe your 
relationship with the teachers you mentor? 
[Probe: Do you see any aspect for 
improvement in this regard?] 

4. What is the teachers’ reaction to the 
program? Are they resistant or do they show 
commitment? Could you give examples? 

[Probe: How do teachers behave during 
coaching sessions? Do they take notes, just 
listen, just agree, ask questions? What other 
behaviors show commitment or resistance? 
Was anyone more reactive? How was that? 
How do you usually act in these situations?] 

5. For you, what are the most challenging 
teacher attitudes? [Probe: How do you feel 
in these situations/about these attitudes? 
How do you deal with them or with 
disengaged teachers?] 

Before Coaching (preparation): 

6. Where do coaching sessions usually take 
place? Please describe the location. [Probe: 
privacy, noise, access to resources (e.g., 
Internet)] 

7. Could you describe in detail how you 
prepare for a coaching session? [Probe: 
How do you organize all the tools, videos, 
and guides? Did you have any diƯiculty with 
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this? Do you contact teachers directly for 
scheduling? Any diƯiculty in this process? 
How much time do you spend preparing 
feedback?] 

8. [If the mentor received the AI Agent] How 
comfortable do you feel using the AI Agent 
(MENTOR IA) for coaching? Did you use it to 
prepare any feedback/coaching protocol? If 
not, why not? 

9. [If the mentor used the AI Agent] How was 
your experience? Any diƯiculties? Mention 
some advantages of using the AI Agent. 
[Probe: Did the AI Agent reduce the time 
spent preparing personalized feedback 
plans? How is the quality of the feedback 
plan produced by AI? Did the AI Agent help 
create personalized feedback with 
examples for topics you do not master? 
How could the AI Agent improve?] 

During Coaching Sessions: 

10 Could you describe the step-by-step of a 
coaching session? [Probe: What diƯiculties 
do you feel at each stage? Is there any point 
where you would like more support or feel 
you need more training? What do you think 
needs to happen in a coaching session for it 
to be successful?] 

11. How do you feel about the protocol? 
Can you follow it well? Do you have any 
diƯiculty? Do you feel confident with its 
steps? Do you usually make any changes? 
[Probe: In your perception, do teachers 

understand your feedback, the skills, and 
the guidance you give? Do teachers usually 
speak clearly about their classroom 
challenges?] 

Follow-up 

12. How is your relationship with other 
school actors, such as the PC and 
Principal? [Probe: Did you have any 
problems during your school visits?] 

13. Do you keep in touch with teachers 
between sessions? How? How often? About 
what? If not, why not? 

14. Were you able to identify whether 
teachers managed to put the skills into 
practice between sessions? How? In your 
view, what are the main reasons teachers 
fail to apply them? [Probe: If you identify that 
the teacher did not apply the learning from 
the previous session, do you modify the 
coaching session in any way?] 

15. Do you need to report, or do you 
somehow report teachers’ development or 
diƯiculties in applying the skills? [If yes] To 
whom do you report? Is there an action plan 
for these cases? 

16. Do you have any suggestions for 
improving the Program? What changes 
would help you and the teachers improve 
the program’s eƯectiveness? [Probe: 
resources, time, support, training, etc.] 

 

c. Pedagogical Coordinators

The Program 

1. What do you know about the COACH 
program (coaching)? How was the program 
presented to you? Could you describe what 
it consists of and its stages? 

Coaching Session 

2. Did you participate in any coaching 
session? 
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a. [If yes] Why did you want to participate? 
[Probe: if needed: curiosity, concern, 
obligation] 

b. How was it? Which aspects do you 
consider positive? Did it raise any concern? 

c. If you could change anything about the 
coaching sessions, what would it be? 
[Probe: mentor, approach, skills, materials] 

d. Did you identify any point where you 
could support teachers regarding the skills 
addressed in the coaching session? 

e. How do you compare your role as a 
Pedagogical Coordinator to the role of 
facilitators? 

f. [If no] Why didn’t you participate? (e.g., 
lack of time, privacy concerns, lack of 
interest) 

g. In your opinion, what is the role of 
facilitators? [Probe: how does this role diƯer 
from the role of the pedagogical 
coordination?] 

3. Have you had the opportunity to talk to 
your teachers after the coaching session? 
What were their reactions/impressions? Did 
they give you any feedback or comments? 
[Probe: How do you think they are receiving 
coaching? Do you think you could help them 
implement the skills eƯectively?] 

Teachers you coordinate: 

4. What are the main challenges teachers 
face in the classroom? Do you believe the 
program can help address these 
challenges? Why? [Probe: Do you think 
some teachers may benefit from coaching 
more than others? If yes, which ones and 
why?] 

5. Do your teachers usually ask for guidance 
or advice for classroom challenges? 

The Role of Pedagogical Coordinator 

6. How would you describe your 
relationship with your teachers? 

7. What are your main activities as a 
Pedagogical Coordinator? [Probe: What is 
your routine like? Do you usually observe 
classes and give feedback?] 

8 [For PCs who mention giving feedback] 
How do teachers usually react to feedback? 
Could you give an example? 

9. What diƯiculties do you face in 
supporting your teachers in the classroom? 

Closing 

10. What is your opinion about the program? 
Which aspects do you consider positive? 
Do you have any concerns? 

11. Do you have any suggestions for 
improving the program? Anything else to 
add? 

 
d. School Principals 

1. What do you know about the 
Strengthening Pedagogical Practices 
Program? Could you describe its stages? [If 
a principal does not know the program, 
provide a brief explanation and probe why 
they are unaware] 

2. How was the program presented to you? 

3. Who presented the program to your 
teachers? How did they do it? What was 
their reaction? [Probe: Did they have 
questions? Which ones?] 

4. What is your opinion about the Program? 
Which aspects do you consider positive? 
Do you have any concerns? Which aspects 
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of the program do you consider most 
challenging for scaling it to the entire 
network? 

5. Have you received any feedback from 
your teachers or pedagogical coordinators 
about the program or coaching sessions? 
How was it? 

6. If you could change anything in the 
program, what would it be? Why? 

7. In your view, should PCs have a role in the 
program? What should it be? 

8. Do you have any suggestions for 
improving the Program? Anything else to 
add? 

 
e. SEDUC Team 

1. Could you describe the steps SEDUC has 
taken to implement the program so far? 
Examples: selection and training of 
facilitators, communication with teachers, 
material adaptation, decisions on the 
number of coaching sessions, COACH 
certification, etc. 

2. Which of these steps did you find most 
challenging or faced with the greatest 
diƯiculty so far? Why? How did you handle 
it? 

a. Were there any challenges regarding 
facilitators? If yes, which ones? Examples: 
selection process, training, attitudes, 
pedagogical knowledge, interpersonal 
skills. How did you handle them? Do you 
foresee other diƯiculties? In which aspects? 

b. How do you plan to monitor or are you 
monitoring facilitators’ performance? Do 
you intend to provide feedback to them? 

c Were there any challenges regarding the 
teachers being mentored? If yes, which 
ones? Examples: initial engagement, 
resistance, dropout, lack of understanding. 
How did you handle them? Do you foresee 
other diƯiculties? In which aspects? 

d. Which aspects of the program do you 
consider challenging for scaling it to the 
entire network? 

3. What facilitated the implementation 
process? Could you list 2–3 points that 
contributed? 

4. What works well in the implementation 
team? What could be improved to make 
implementation easier? [Probe: How many 
people work on implementation? What are 
their roles and responsibilities, including 
yours? Which communication channels do 
you use?] 

5. In your view, what should be the role of 
pedagogical coordinators in the program? 
Should they be facilitators? If not, why? If 
not, what should their role be like? 

6. If you could change anything in the 
program, what would it be? Why? 
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Annex B – Structured Questionnaires for Quantitative Research  

a. Teachers 

Section 1: Demographic Data 

1. Please indicate your age 

2. Please indicate your gender 

 Male 
 Female 
 Non-binary 
 Prefer not to disclose 
 Other:  _______________ 

3. Please indicate your race/color 

 White 
 Mixed-race (Parda) 
 Black 
 Asian 
 Indigenous 
 Prefer not to disclose 
 Other: ______________ 

4. Please indicate in which network(s) you 
teach (Select all that apply) 

 Federal 
 state 
 Municipal 
 Private 

5. How many schools do you work in? 

 One school 
 2 schools 
 3 schools 
 More than 3 schools 

6. How many classes do you teach? 

 One class 
 2 to 5 classes 
 6 to 10 classes 
 More than 10 classes 

7. Please indicate the subject you teach 

 Portuguese 
 Mathematics 

8 For which grade(s) do you teach? 

 Daycare 
 Preschool 
 1st grade of Primary School 
 2nd grade of Primary School 
 3rd grade of Primary School 
 4th grade of Primary School 
 5th grade of Primary School 
 6th grade of Lower Secondary 

School 
 7th grade of Lower Secondary 

School 
 8th grade of Lower Secondary 

School 
 9th grade of Lower Secondary 

School 
 1st year of Upper Secondary School 
 2nd year of Upper Secondary School 
 3rd year of Upper Secondary School 
 Other: __________________ 

9. What is your Regional Education 
Directorate (DRE)? 

Section 2: Overall Perception 

10. Do you believe you are informed about 
the Pedagogical Practices Strengthening 
Program and its methodology? (Overall 
Perception) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

11. How has your overall experience with 
the Pedagogical Practices Strengthening 
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Program been, especially with the coaching 
sessions? (Overall Perception) 

 Very positive 
 Positive 
 Neutral 
 Negative 
 Very negative 

12. Do you believe the stages of classroom 
observation and coaching sessions were 
adequately explained to teachers? (Barrier: 
Lack of understanding about the 
intervention steps) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

13. Do you consider yourself motivated to 
change some of your classroom practices 
after participating in the program? 
(Motivation, Barrier addressed: Status quo 
bias or preconceived mindset) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

14. Do you believe the Coaching Program 
will bring positive results for: 
(Agree/Disagree Likert scale) 

a) My classroom practice (Barrier: Low 
perceived usefulness of the skills) 
b) The schools (Barrier: Low perceived 
usefulness of the skills) 
c) The students (Barrier: Low expectations 
regarding students' potential) 
d) The network 
e) It will not bring positive results 

Section 3: Program Characteristics 

15. Rate the program characteristics 
according to how positive or negative you 
consider them (Scale: Very negative, 
Negative, Neutral, Positive, Very positive) 
(Evaluation of coaching characteristics) 

a) Quality of coaching 
b) Observation sessions prior to coaching 
c) Feedback mechanisms 
d) Development of diƯerent skills 
e) Facilitators familiar with the 
network/profession 

16. Do you believe the program achieved the 
following objectives? (Agree/Disagree Likert 
scale)  

a) Professional development (Barrier: Low 
perceived usefulness of the skills) 

b) Personal growth  

c) Improvement of teaching skills in the 
classroom (Barrier: Low expectations 
regarding students' potential) 

d) Better student engagement 

e) Better student learning 

f) Other: ___________ 

17. Which aspects do you consider negative 
in the program design? (Select all that 
apply) 

 The skills presented do not address 
my main classroom challenges. 
(Barrier: Lack of understanding 
about the intervention)  

 The program significantly increased 
the time needed to plan my lessons. 
(Barrier: Operationalization and 
logistics) 

 The time dedicated to coaching is 
excessive and interferes with other 
activities. (Barrier: 
Operationalization and logistics) 
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 I do not understand why I should 
follow third-party guidance on how 
to conduct my classes. (Barrier: 
Confirmation bias and fixed learning 
mindset) 

 I do not agree with the approach 
used to teach the skills. (Barrier: 
Status quo bias or preconceived 
mindset) 

 My mentor frequently misses or 
reschedules sessions, hindering 
follow-up. (Barrier: 
Operationalization and logistics) 

 I receive many strategies from my 
mentor but find it diƯicult to 
prioritize and apply them. (Barrier: 
Cognitive overload and 
forgetfulness)  

 I do not have access to the resources 
needed to implement the suggested 
skills. (Barrier: Operationalization 
and logistics) 

 I do not notice concrete 
improvements in my teaching 
practice after coaching. (Barrier: 
Confirmation bias and fixed learning 
mindset) 

 Other:  _____________ 
 None 

18. Do you feel confident applying what you 
learned during the coaching sessions? 
(Barrier: Insecurity in using new strategies) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree  

Section 4: Coaching Sessions 

19. Can the coaching sessions be 
considered clear and well-structured?  

(Barrier: Lack of understanding about the 
intervention) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

20. If you could change one aspect of the 
coaching sessions, what would it be? 
(Select all that apply) (Barrier: 
Operationalization and logistics) 

 Scheduling of sessions 
 Reduce session duration 
 Increase session duration 
 Resources or materials provided 
 Coaching session format 
 Facilitator teacher 
 Other:  ___________ 
 None 

21. How would you describe your 
relationship with your mentor? 

 Very positive 
 Positive 
 Neutral 
 Slightly positive 
 Negative  

Section 5: Practical Application 

22. What are your biggest classroom 
challenges? (Select all that apply) 

 Classroom management 
 Student engagement (Barrier: Low 

expectations regarding students' 
potential)  

 Meeting diverse learning needs 
 Classroom time management 
 Lesson planning 
 Other: ___________ 
 None 
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23. Do you consider the facilitator teacher’s 
feedback useful to help you face classroom 
challenges? (Low perceived usefulness of 
the skills taught, confirmation bias, and 
fixed learning mindset) 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree  

24. How often have you incorporated 
changes in your teaching practice based on 
coaching feedback? (Confirmation bias and 
fixed learning mindset) 

 Frequently 
 Occasionally 
 Rarely 
 I have not yet incorporated, but 

intend to 
 I have not incorporated and do not 

intend to 

24.1.  Why have you not incorporated the 
suggested changes? 

 No incentive or recognition from 
pedagogical coordinators or 
principals 

 Lack of time to implement suggested 
skills 

 DiƯiculty in practicing skills due to 
frequent classroom management 
issues 

 After sessions ended, no one 
reinforced these skills 

 No regular reminders or tips to help 
teachers remember the skills 

 Doubts about my ability to adopt and 
apply new practices correctly 

 My mentor said I was already well-
developed in the skills, so I felt no 
need to implement them 

 Other: _____________ 

25. Which factors most contributed to 
implementing the learned skills? (Select all 
that apply) 

 Mentor support 
 Time between sessions 
 Resources provided 
 Personal motivation 
 Other: ___________ 
 None 

26. How often do you discuss the program 
with other teachers? 

 Always 
 Frequently 
 Occasionally 
 Rarely 
 Never 

27. What is the general perception of the 
program among your colleagues who 
participate? 

 Very positive 
 Positive 
 Neutral 
 Negative 
 Very negative 

Section 6: Feedback and suggestions 

28. If you could choose anyone to be your 
mentor, who would it be? 

 Someone from the current school 
team 

 A colleague 
 An external specialist 
 Other: __________ 

29. How comfortable would you feel if your 
pedagogical coordinator were present 
during coaching sessions? 

 Not comfortable at all 
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 Slightly comfortable 
 Comfortable 
 Very comfortable 

30. Would you recommend the Coaching 
Program to other teachers? 

 Yes 
 No 

 

b. Facilitators 

Section 1: Demographic Data 

1. Please indicate your age 

2. Please indicate your gender 

 Male 
 Female 
 Non-binary 
 Prefer not to disclose 
 Other: _______________ 

3. Please indicate your race/color 

 White 
 Mixed-race (Parda) 
 Black 
 Asian 
 Indigenous 
 Prefer not to disclose 
 Other:   ______________ 

4. How many schools do you mentor in? 

 2 to 3 schools 
 3 to 5 schools 
 5 to 10 schools 
 More than 10 schools 

5. How many teachers receive your 
coaching? 

 2 to 5 teachers 
 6 to 10 teachers 
 10 to 15 teachers 
 More than 15 teachers 

6. How many teachers do you mentor for 
each subject? 

 Portuguese (Insert number) 
 Mathematics (Insert number) 

7. What is your Regional Education 
Directorate (DRE)? 

Section 2: Perception of the Program 

8. How do you evaluate the Pedagogical 
Practices Strengthening Program? 

 Dissatisfied 
 Slightly satisfied 
 Neutral 
 Satisfied 
 Very satisfied 

9. Do you believe the Program will bring 
positive results for the school? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

10. Do you believe the Program will bring 
positive results for students? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

11. Do you believe the Program will bring 
positive results for the network? 

 Strongly disagree 



60 | P a g e  
 

 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

12. Which results do you expect from the 
Program? (Select all that apply) 

 Improvement in teachers’ 
pedagogical practices 

 Better academic performance of 
students 

 Greater teacher engagement 
 Greater student engagement 
 I do not think the program will have 

eƯects on students 
 I do not think the program will have 

eƯects on teachers 
 Other:  _____________ 

13. What is your level of satisfaction with 
the Teach manual/guide?  

 Dissatisfied 
 Slightly satisfied 
 Neutral 
 Satisfied 
 Very satisfied 

14. What is your level of satisfaction with 
the Coach manual/guide?  

 Dissatisfied 
 Slightly satisfied 
 Neutral 
 Satisfied 
 Very satisfied 

Section 3: Motivation and Mentor Role 

15. What motivated you to become a 
mentor? (Select all that apply) 

 Desire to contribute to teachers’ 
development 

 Interest in career advancement 

 Enjoy guiding and supporting 
colleagues 

 Financial compensation 
 Other:  _____________ 

16. Do you believe your role as a mentor 
contributes to your career? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

17. How do you feel about your role as a 
mentor? 

 Very satisfied 
 Satisfied 
 Neutral 
 Dissatisfied 
 Very dissatisfied 

Section 4: Relationship with Teachers 

18. How would you describe your 
relationship with the teachers you mentor? 

 Very negative 
 Negative 
 Neutral 
 Positive 
 Very positive 

19. Do you believe the mentored teachers 
are committed to the program? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

20. Which teacher’s attitudes are most 
challenging for you during a coaching 
session? (Select all that apply) 
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 Lack of teacher engagement 
 Excessive concern with 

administrative issues, diverting 
focus from pedagogical practice 

 Disinterest in implementing changes 
in practices and behaviors 

 Tendency to focus on problems 
external to pedagogical practices 

 DiƯiculty establishing open and 
collaborative dialogue 

 Other:  _____________ 

21. How do you rate the way you were 
welcomed at the school (by PCs, principals, 
and teachers)? 

 Not welcoming at all 
 Slightly welcoming 
 Neutral 
 Welcoming 
 Very welcoming 

Section 5: Preparation and Coaching 
Sessions 

22. Do you usually manage to conduct 
coaching sessions in a room with privacy 
and little noise? 

 Yes 
 No 

23. Do you believe you can prepare for 
coaching sessions in an organized way 
without major diƯiculties? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

24. How much time do you spend preparing 
your coaching sessions? 

 Less than 30 minutes 
 Between 30 minutes and 1 hour 

 Between 1 and 3 hours 
 Between 3 and 5 hours 
 More than 5 hours 

25. What are the main challenges you face 
as a mentor? (Select all that apply) 

 Arguing with the teacher when there 
are disagreements about feedback 
or suggested strategies 

 Deciding which points to prioritize 
when presenting guidance to 
teachers 

 Finding an appropriate place to 
conduct coaching sessions (privacy, 
silence, resources) 

 Giving feedback to teachers, fearing 
they may not be receptive or may 
question my pedagogical knowledge 

 Managing available time during 
sessions to cover all planned points 

 Having a clear reference on how to 
conduct an eƯective coaching 
session 

 DiƯiculty providing practical 
examples in the teacher’s subject 
area 

 Other: _______________ 

26. Do you believe a technological tool 
(such as an AI-based tool) could help you 
prepare feedback protocols? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

26.1. In which aspects do you think a 
technological tool could help you conduct 
coaching? (Select all that apply) 

 Reduce preparation time 
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 Produce more personalized 
protocols 

 Increase my repertoire of examples 
 Assist with dialogue scripts 
 Other: ______________________. 

27. Do you believe a technological tool 
where the mentor records teachers’ classes 
(video or audio) could facilitate classroom 
observation logistics? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 

28. Do you believe a technological tool 
where teachers record themselves (video or 
audio) during class could facilitate 
classroom observation logistics? 

 Strongly disagree 
 Disagree 
 Neither agree nor disagree 
 Agree 
 Strongly agree 
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Annex C – Behavioral Recommendations 

Barrier Behavioral Solution Literature or Principle Expected Results 

Lack of Understanding about the 
Program 

Simplify materials to present 
clear calls to action, with 
objectives and deadlines, and 
break new practices into 
actionable steps. Materials may 
include visual resources such as a 
checklist leaflet, a short 
WhatsApp video, or a brief 
presentation 

Cognitive Load Theory (Sweller, 
1988): Simplified information 
reduces overload and improves 
retention. 
Behavioral Design for Learning 
(EAST): Breaking down tasks 
reduces cognitive load and 
increases compliance 

Greater clarity and alignment with 
program objectives, leading to 
higher and better engagement 

Develop interactive orientation 
sessions for teachers, based on 
testimonials and peer exchange, 
to clarify any doubts or 
misconceptions about the 
program structure 

Social Cognitive Theory (Bandura, 
1997): Role modeling improves 
understanding and engagement 
motivation. Yemen Early Grade 
Reading Approach (YEGRA), 
(Creative Associates 
International, 2015) 

A clearer sense of purpose, 
reducing doubts/misconceptions 
about evaluation and 
participation 

Passivity During Coaching 

Adopt collaborative coaching 
and peer-learning activities where 
teachers are encouraged to share 
experiences and reflections 

The 4-C framework (challenge, 
context, collaboration, and 
continuous learning) enhances 
engagement in faculty 
development (van Bruggen et al., 
2020). Lesson Study (Jung, et al, 
2016): Scaling up Peer-to-Peer 
Learning for Teachers in Zambia; 
Create one-on-one/small group; 
forma/informal; school-
based/virtual communities of 
practice for teachers to learn and 
grow together  

Improved engagement, enabling 
teachers to reflect on their 
teaching practices and feel more 
involved 

Use motivational interviewing 
techniques to promote open 
dialogue about teachers’ 
concerns and address reluctance 
to participate. For example, 

Motivational Interviewing (Miller & 
Rollnick, 1991): Facilitates change 
by addressing ambivalence and 
resistance through open dialogue 

Greater openness and willingness 
to adopt new practices through 
dialogue aligned with teachers’ 
motivations 
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reflective listening (rephrasing 
teachers’ comments) or eliciting 
change talk to encourage 
discussion of potential benefits 

Status Quo Bias 

Incorporate Growth Mindset 
training content highlighting 
teachers’ potential, skill 
development, and continuous 
improvement 

Growth mindset interventions 
support teaching practices that 
promote learning adaptability 
(Bryan et al., 2021) 

Encourages teachers to adopt 
new strategies and move beyond 
existing practices they assume are 
suƯicient 

Reward, oƯer recognition 
opportunities, and align career 
growth possibilities 

Merit-based annual rewards can 
include trips for training, 
electronic equipment, or being 
published in a Pedagogical 
Journal, Benin (TMT, 2009), USAID 

Contributes to teachers’ sense of 
achievement and 
accomplishment 

Use social proof by sharing 
success stories from other 
teachers in the program 

Social Norms Theory (Bicchieri, 
2006): people adjust their 
behavior to match their peers' 
behavior 

Reduces complacency and 
encourages adoption of new 
strategies, fostering a sense of 
belonging to a broader change 

Low Expectations about Students’ 
Potential 

Instill a Growth Mindset through 
sessions that help teachers 
develop positive beliefs about 
students’ potential and foster 
higher expectations 

Growth Mindset Theory (Dweck, 
2006): Believing in the capacity for 
improvement enhances student 
performance 

Teachers develop belief in 
students’ ability to improve, 
increasing willingness to apply 
new teaching practices 

Develop visual feedback 
mechanisms showing success 
metrics (e.g., improvements in 
classroom engagement or 
academic performance) 

Visual feedback improves clarity 
and motivates action (Thaler & 
Sunstein, 2008) 

Encourages teachers to align 
expectations with realistic, 
measurable student outcomes 

Cognitive Overload 

Introduce micro-learning 
sessions to distribute training 
over time and reduce information 
load 

Cognitive Load Theory: Reducing 
load improves retention and 
application of new strategies 
(Sweller, 1988) 

Teachers retain and apply 
coaching strategies more 
eƯectively without feeling 
overwhelmed 

Use spaced repetition of key 
concepts through brief 
reminders or check-ins over 
time 

Spaced Learning: Reinforcing 
learning over time enhances 
memory and skill retention 
(Ebbinghaus, 1885) 

Teachers gradually incorporate 
techniques into their teaching 
practice, increasing adoption 
rates 
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Low Perceived Utility of Skills 

Use testimonials from 
experienced teachers to highlight 
successful applications and 
impact of taught skills 

Positive testimonials from trusted 
sources increase perceived utility 
(ideas42, 2024) 

Builds confidence in provided 
skills, encouraging even 
unmotivated teachers to see their 
classroom applicability 

Scheduling Challenges for 
Coaching 

OƯer asynchronous digital 
coaching, such as video feedback 
or online coaching sessions 

World Bank COACH (2022): 
Flexible facilitatorship increases 
access and reduces scheduling 
challenges 

Reduces logistical barriers, 
allowing more teachers to 
participate in coaching at their 
convenience 

Lack of Coaching Session 
Records 

Use a structured digital record 
for each coaching session to 
document progress and key 
points for follow-up 

Systematic tracking improves 
accountability and identifies 
patterns (ideas42, 2024) 

Enables facilitators to monitor 
progress over time, ensuring 
continuity and personalized 
support for each teacher 
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Annex D – Bivariate Analysis 

Teacher’s Data 

Dummies 
Age Sex Back Teachers 

6 or more 
classes 

2 or more 
schools 

Portuguese 
Teacher 

Mathematics 
Teacher 

r p-value r 
p-

value r 
p-

value r 
p-

value r 
p-

value r 
p-

value r 
p-

value 
Partially or fully agree that they feel 
informed about the program 0.0197 0.791 -0.0466 0.53 -0.0053 0.943 -0.0267 0.718 -0.0771 0.298 -0.0712 0.337 0.1043 0.159 

Overall experience positive or very 
positive 0.0276 0.712 -0.0125 0.866 0.0233 0.753 -0.1014 0.171 0.0293 0.692 -0.0768 0.3 0.0947 0.202 

Partially or fully agree that the 
explanation of the stages was 
adequate 

0.0223 0.765 -0.0759 0.306 0.0759 0.306 -0.0198 0.789 -0.0383 0.0606 -0.0002 0.998 -0.013 0.86 

Partially or fully agree that they are 
motivated to change some of their 
practices 

0.0317 0.671 0.0082 0.912 -0.0224 0.762 0.729 0.326 -0.0742 0.317 -0.0329 0.657 0.0448 0.546 

Partially or fully agree that PFPP will 
have positive results in classroom 
practice 

0.031 0.677 0.0171 0.818 0.0128 0.863 -0.034 0.647 -0.1588 0.032 -0.1118 0.131 0.1249 0.092 

Partially or fully agree that PFPP will 
have positive results for the school 0.0324 0.066 0.0347 0.64 -0.0566 0.445 -0.1035 0.163 -0.1019 0.169 -0.1066 0.15 0.118 0.111 

Partially or fully agree that PFPP will 
have positive results for students 0.0343 0.645 0.0763 0.303 -0.0355 0.632 -0.0664 0.37 -0.1457 0.049 -0.0563 0.448 0.0651 0.38 

Partially or fully agree that PFPP will 
not have any positive results -0.029 0.698 0.1063 0.152 0.0965 0.193 0.0392 0.597 -0.0848 0.253 0.0393 0.596 -0.0876 0.237 

Partially or fully agree that PFPP 
achieved objectives related to 
professional development 

-0.1357 0.068 -0.0351 0.0635 0.0959 0.196 0.0125 0.866 -0.2225 0.003 -0.1206 0.104 0.1494 0.044 

Partially or fully agree that PFPP 
achieved objectives related to 
personal growth 

-0.1357 0.068 0.0562 0.448 0.0603 0.416 0.0125 0.866 -0.1589 0.032 -0.0422 0.569 0.0706 0.341 

Partially or fully agree that PFPP 
achieved objectives related to 
improving teaching skills 

-0.1357 0.068 0.0867 0.242 0.0603 0.416 0.0125 0.866 -0.0953 0.198 0.0202 0.892 0.0182 0.806 

Partially or fully agree that PFPP 
achieved objectives related to better 
student engagement 

-0.106 0.154 0.1773 0.017 0.0818 0.27 0.0264 0.722 -0.0118 0.111 -0.0329 0.747 0.0401 0.589 

Partially or fully agree that PFPP 
achieved objectives related to 
improved student learning 

-0.1144 0.124 0.1389 0.061 0.0856 0.248 0.0469 0.527 -0.1298 0.08 -0.0294 0.692 0.0492 0.507 
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Partially or fully agree that they feel 
confident applying coaching 
learnings 

0.0343 0.645 -0.126 0.089 0.0433 0.559 -0.0964 0.194 -0.0402 0.588 -0.1141 0.124 0.1522 0.04 

Partially or fully agree that coaching 
sessions are clear and structured 0.0254 0.734 -0.0249 0.737 0.0013 0.985 -0.0002 0.998 0.0469 0.527 0.0406 0.584 -0.0197 0.791 

Relationship with facilitators 
positive or very positive 0.0159 0.831 -0.0585 0.43 0.0934 0.208 -0.1142 0.123 0.0467 0.529 0.0142 0.848 0.0302 0.683 

Partially or fully agree that feedback 
is useful to address classroom 
challenges 

0.0268 0.719 -0.1638 0.027 0.1572 0.034 0.0261 0.725 0.021 0.777 -0.1657 0.025 0.1504 0.042 

Colleagues’ perception is positive or 
very positive 0.0666 0.037 -0.0409 0.581 -0.0028 0.97 -0.1417 0.056 -0.152 0.04 -0.0849 0.252 0.1123 0.13 

Teachers who always or frequently 
discuss the program with other 
teachers 

-0.0505 0.501 -0.0061 0.935 -0.0998 0.178 -0.0487 0.511 -0.0639 0.388 0.0385 0.604 -0.0088 0.906 

Teachers who frequently incorporate 
changes in teaching practices 0.0644 0.388 -0.0222 0.764 0.013 0.861 -0.0756 0.308 -0.0618 0.404 -0.0095 0.898 -0.0064 0.931 

Teachers who consider meeting 
diverse learning needs as a major 
classroom challenge 

0.0561 0.452 0.1079 0.145 -0.1088 0.142 0.0307 0.678 -0.0517 0.485 0.004 0.957 -0.0374 0.614 

Teachers who consider student 
engagement as a major classroom 
challenge 

-0.0615 0.409 -0.0551 0.457 -0.0853 0.25 0.064 0.388 0.0039 0.958 -0.1444 0.051 0.1815 0.014 

Teachers who would not change any 
aspect of the program 0.0802 0.288 0.0185 0.806 -0.0061 0.935 -0.0348 0.644 0.0741 0.324 -0.0913 0.225 0.0661 0.379 

Teachers who would change the 
resources and materials provided by 
the program 

-0.0284 0.708 -0.0314 0.676 0.0372 0.621 0.1038 0.167 -0.0763 0.31 0.0367 0.625 -0.0543 0.47 

Teachers who would change the 
format of the coaching sessions -0.0261 0.729 -0.1498 0.046 0.0108 0.886 0.0766 0.308 -0.0522 0.487 -0.0844 0.261 0.1007 0.18 

Teachers who do not consider that 
the program design has negative 
aspects 

0.0727 0.329 -0.0115 0.118 -0.1447 0.051 -0.1193 0.107 -0.0517 0.486 -0.1667 0.025 0.1462 0.049 

Teachers who believe the presented 
skills do not address their main 
classroom challenges 

-0.0401 0.591 0.0895 0.227 0.0168 0.821 0.0793 0.285 0.1351 0.068 0.1884 0.011 -0.1918 0.01 

Teachers who consider they receive 
many strategies from the mentor but 
have diƯiculty prioritizing and 
applying them 

-0.257 0.734 0.1088 0.142 0.0477 0.519 0.0002 0.998 -0.0031 0.966 0.0675 0.363 -0.0526 0.478 
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Facilitators Data 

Dummies 
Age Sex 

More than 15 
teachers 

More than 5 
schools 

r p-value r 
p-

value r 
p-

value r 
p-

value 
Partially or fully agree that PFPP will have positive results for students 0.2667 0.255 0.4588 0.4588 -0.2075 0.353 -0.1325 0.554 
Facilitators who expect better student academic performance as one of PFPP’s 
outcomes 0.2299 0.329 0.4588 0.04 0.2536 0.257 0.3974 0.076 

Facilitators who expect greater teacher engagement as one of PFPP’s 
outcomes -0.0056 0.981 0.14 0.531 0.4644 0.038 0.0808 0.718 

Facilitators who expect greater student engagement as one of PFPP’s 
outcomes 0.1403 0.555 0.375 0.094 0.3015 0.178 0 1 

Facilitators who expect better results in state assessments and IDEB as one of 
PFPP’s outcomes 0.2299 0.329 0.4588 0.04 0.2536 0.257 0.3974 0.076 

Facilitators whose interest in career advancement was one of the reasons to 
become a mentor -0.1007 0.673 -0.0503 0.822 0.0101 0.964 0.08 0.795 

Facilitators whose desire to contribute to teachers’ development was one 
reason to become a mentor 0.2083 0.378 0 1 -0.058 0.795 0.2 0.371 

Facilitators who consider excessive concern with administrative issues as one 
of the most challenging teacher attitudes to deal with -0.1733 0.465 0.0503 0.822 0.1919 0.391 -0.058 0.795 

Facilitators who consider focusing on problems other than teaching practices 
as one of the most challenging teacher attitudes to deal with 0.0982 0.680 -0.1531 0.494 -0.3282 0.142 0 1 

Preparation time up to 1 hour for coaching sessions 0.2362 0.316 -0.0546 0.807 -0.1535 0.492 -0.126 0.573 
Facilitators who point out that finding an adequate place for coaching is one of 
the biggest challenges -0.063 0.792 0.1048 0.639 0.0316 0.888 -0.0605 0.787 

Facilitators who point out managing available time during sessions as one of 
the biggest challenges 0.1813 0.444 0.0503 0.822 0.3939 0.078 0.1741 0.436 

Partially or fully agree that a technological tool could help prepare coaching 
protocols 0.0818 0.732 -0.1531 0.494 0.2872 0.199 0.4714 0.035 

Facilitators who point to reduced preparation time as a positive aspect of such 
a technological tool 0.0123 0.969 -0.2582 0.371 0.1581 0.584 -0.1348 0.64 

Facilitators who point to increased repertoire of examples as a positive aspect 
of such a technological tool 0.1824 0.570 0.5222 0.07 -0.2132 0.46 -0.0909 0.753 

Partially or fully agree that a tool where the teacher records their classes could 
ease PFPP logistics 0.147 0.536 0.1667 0.456 -0.0335 0.881 0.1925 0.389 

Partially or fully agree that a tool where the mentor records teachers’ classes 
could ease PFPP logistics 0.147 0.536 0.1667 0.456 0.0335 0.881 0.1925 0.389 

 


