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Abstract 

The purpose of this study is to examine the influence of the GROW coaching model of 

professional development on the capacity building of teachers in an educational context. 

Teachers have a significant impact on student outcomes and it is crucial to build their 

capacity to maximise their influence in the classroom. The provision of professional 

development is seen as a fundamental component of supporting teachers in building 

their capacity as educators, to implement strategies in the classroom, and to maximise 

their influence on students. Schools, government and the educational community at 

large have long made concerted efforts to build teacher capacity, aiming to reduce the 

large variance between teachers’ effects on student outcomes.  

The provision of coaching in various forms has been found to support the 

implementation of strategies in the classroom. This study aims to examine the influence 

of the GROW coaching model to develop teachers’ skills, knowledge and dispositions 

to build their capacity as educators. The study examines the implementation against the 

elements set out in Guskey’s Five Critical Levels of Professional Development 

Evaluation Model to understand the factors and conditions that foster implementation. 

The study utilised a criterion purposive sampling approach (Patton, 1990) and 

involved 24 coaches and coachees total. Participation in the study was voluntary and no 

incentives or reimbursements were offered for participation. A range of data was 

gathered and examined; the research design incorporated a mixed-methods approach 

that applied three complementary data collection tools including survey, interview and 

observation. The analysis of the data was conducted to inform the findings. The data 

collected through the open-ended online questionnaire and interview research 

instruments provided opportunities to explore, in closer detail, the responses of 

participants to key questions. These questions centre on identified coaching variables of 

teacher learning and how these are manifested in their practice both in and outside of 

the classroom. These responses provide an important insight into what changes may 

occur in teacher pedagogy and teacher disposition, evidenced through changes in the 

classroom environment and the teachers’ thinking processes. A thematic analysis based 

on Braun and Clarke’s (2006) 6-step framework was undertaken to systematically 

analyse the data. The codes were set according to elements highlighted by the Guskey 

model (2000), targeted on both teacher practice and student behaviours, changes in 
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teacher professional practice outside the classroom showed changes in their dispositions 

as a teacher and reflections on their practice. 

The findings revealed that the GROW coaching model supported the 

professional development of educators to build their capacity as teachers across the 

areas of skills, knowledge and dispositions. The GROW coaching model supported 

teachers to implement various strategies in their classrooms. Factors that affected the 

program included: (a) the time set aside for teachers and coaches; (b) the relationship 

and level of trust between the coach and coachee; (c) the program and content 

knowledge of the coach; (d) the culture of the school; and (e) the allocation of coaches 

and how they were selected. 

The relationship between coach and coachee emerged as a key factor in the 

success of the program, and together with the allocation of coaches impacted on 

participants, especially when challenging their dispositions through “professional 

conversations”. The GROW model’s process and “sequence of questioning” raised 

awareness of teaching practices and provided a way for teachers to receive feedback on 

the implementation of strategies in the classroom. 

Further attention to the impact of the GROW coaching model for teacher 

capacity building and its effect on student outcomes is needed to better understand the 

relationship between “professional conversations”, coaching and impact on student 

outcomes. In the future, equal attention should be afforded to understanding the 

behaviour of teachers as they implement strategies in the classroom, and how 

professional development programs can best support their capacity building. 

Keywords: coaching, GROW model, capacity building, professional development, 

Guskey Model  



 

 v 

Declaration 

 

This is to certify that: 

(i) The Thesis comprises only my original work towards the Doctorate except 

where indicated, 

(ii) Due acknowledgement has been made in the text to all other material used, 

(iii) The Thesis is 51,686 words in length, exclusive of the Bibliography and 

appendices as approved by the Graduate School, Faculty or RHD 

Committee. 

 

 

 

 

 

 

 

Signed: 

 

Bartolo Alexandre Guedes  



 

 vi 

Dedication 

To my son Marcus who, through all his challenges, has continually inspired me to find 

ways to support all educators to be the best teachers they can be. For him and for all 

children as they quest to discover more about their world.   



 

 vii 

Acknowledgements 

I would like to express my sincere gratitude to my supervisors Professor John Hattie 

and Brad Astbury for their continuous support of my research study. Your passion, 

patience, motivation and immense knowledge have contributed to my understanding 

and appreciation of the challenges teachers, researchers and policymakers face in raising 

the esteem of education in our community. I will forever be grateful for your guidance 

in the writing of this thesis, and I feel very fortunate to have had your support in this 

study. I could not have asked for better supervisors and mentors. My thanks to The 

University of Melbourne and its staff for supporting me during this study, and a special 

thank you to Dr Peter Woelert and Kirk Ratcliff for their support. 

I would like to thank the exceptional academics, experts and facilitators who 

have increased my understanding of coaching in education and gave so willingly of 

their time and knowledge. My most sincere thanks to Dr Jim Knight, Dr Christian van 

Nieuwerburgh, Dr Deborah Netolicky, Mr John Campbell, Mr Chris Munro, and Ms 

Andrea Stringer for their insightful comments and encouragement. I have been very 

fortunate to discuss and explore complex concepts with you all and you have always 

challenged me to think more deeply around the difficult challenges of coaching in 

education, growing my understanding of how this research study may impact on key 

areas.  

I thank Catholic Education Melbourne, my school, school Principal and the 

participants who were willing to participate in the research study purely motivated by 

their desire to help me in my study and to add their voices to the understanding of 

teachers’ work. Thank you to my wonderful supportive Directors of Learning and 

Teaching past and present Mr Michael Goss, Mr Cris Scarlata, Dr Bryan Wood and Ms 

Lucy Angelico whose coaching conversations always made me explore my own 

practice and experience. I am grateful to all of you for your dedication to the profession 

and hope my efforts can help to shine a light on the challenges and good you all do in 

the classroom in the face of often tremendous challenges. 

Last but certainly not the least, I would like to thank my friends and family. To 

my friends who have continually encouraged me to push on I am grateful. My parents 

who, despite their limited educational achievement, instilled in me the great importance 

of education in my life, which has continued to inspire me in my studies. To my wife 



 

 viii 

Gabrielle, thank you for your encouragement and support throughout the writing of this 

thesis and in my life in general, your encouragement and kind words in the face of so 

many challenges and sleepless nights have continually reminded me that I can achieve 

that which I seek.  

 

  



 

 ix 

Table of Contents 

Abstract ................................................................................................................................ iii 

Declaration ............................................................................................................................ v 

Dedication ............................................................................................................................ vi 

Acknowledgements ............................................................................................................. vii 

Table of Contents ................................................................................................................. ix 

List of Figures .................................................................................................................... xiii 

List of Tables ...................................................................................................................... xiv 

Chapter 1 – Introduction ....................................................................................................... 1 

Background ........................................................................................................................ 1 

Teacher professional development. ................................................................................ 1 

Evaluating the effect of professional development. ....................................................... 2 

Capacity building effects. ............................................................................................... 3 

The GROW Coaching Model ............................................................................................ 4 

Research Aims ................................................................................................................... 6 

Research aim 1 – Examine the effect of the GROW coaching model of professional 

development. ............................................................................................................. 6 

Research aim 2 – Explore the factors and conditions for implementation. ................... 6 

Significance of the Research Study ................................................................................... 6 

Chapter 2 – Review of the Literature .................................................................................... 8 

Professional Development ................................................................................................. 9 

Effective professional development affects teacher practice. ...................................... 11 

Effective professional development needs time. .......................................................... 13 

Effective professional development takes teacher context into consideration. ............ 15 

Effective professional development supports implementation in the classroom. ........ 16 

Coaching as professional development. ....................................................................... 17 

Summary. ..................................................................................................................... 19 



 

 x 

Teacher Capacity ............................................................................................................. 20 

The impact of teacher capacity on student outcomes. .................................................. 20 

Teacher capacity skills, knowledge and dispositions on learning. ............................... 21 

Teacher capacity within the teacher’s context. ............................................................ 22 

Teacher capacity building relies on providing feedback on practice. .......................... 23 

Summary. ..................................................................................................................... 23 

Organisational Culture ..................................................................................................... 24 

The system-wide educational culture. .......................................................................... 25 

The internal school culture. .......................................................................................... 27 

Summary. ..................................................................................................................... 29 

Coaching .......................................................................................................................... 30 

Distinguishing coaching and mentoring ....................................................................... 31 

Different coaching approaches ..................................................................................... 33 

Coaching and the opportunity for collaboration and feedback. ................................... 35 

The selection and skills of coaches. ............................................................................. 38 

Coaching for professional development. ...................................................................... 39 

The coaching process. .................................................................................................. 40 

The importance of the coaching relationship. .............................................................. 42 

Culture and coaching. ................................................................................................... 44 

Considerations for the implementation of coaching. ................................................... 45 

Summary. ..................................................................................................................... 45 

The GROW Coaching Model .......................................................................................... 46 

Goal setting (Grow). ..................................................................................................... 51 

Understanding the Reality (gRow). .............................................................................. 54 

Exploring Options (grOw). .......................................................................................... 55 

Resolving the Will (groW). .......................................................................................... 56 

Summary. ..................................................................................................................... 58 



 

 xi 

Guskey’s Five Critical Levels of Professional Development Evaluation Model ............ 58 

Chapter 3 – Methodology .................................................................................................... 64 

Rationale .......................................................................................................................... 64 

The Research Site ............................................................................................................ 64 

Sampling .......................................................................................................................... 66 

Participants ...................................................................................................................... 67 

Study Design .................................................................................................................... 69 

Data Type and Collection Methods ................................................................................. 69 

Data Analysis Approaches ............................................................................................... 72 

Ethical and Validity Considerations ................................................................................ 84 

Chapter 4 – Results ............................................................................................................. 87 

Cluster analysis. ........................................................................................................... 87 

Guskey Model Level One – Participants’ Reaction ........................................................ 90 

Thematic Report – Coaching Relationship .................................................................. 95 

Guskey Model Level Two – Participants Learning ......................................................... 97 

Observations of implemented strategies gained through coaching. ........................... 101 

Thematic Report – Pedagogical change ..................................................................... 102 

Thematic Report – Teacher Dispositions ................................................................... 104 

Guskey Model Level Three – Organisation Support and Change ................................. 106 

Thematic Report – School culture .............................................................................. 114 

Guskey Model Level Four – Participants’ Use of New Knowledge and Skills ............ 115 

Guskey Model Level Five – Student learning outcomes ............................................... 117 

Thematic Report – Student Impact ............................................................................ 117 

Chapter 5 – Discussion ...................................................................................................... 119 

The Implication for Teacher Capacity Building ............................................................ 119 

The Implication for School Culture and Development ................................................. 121 

The Importance of Coach Selection and Relationship .................................................. 123 



 

 xii 

The Implications of the GROW Model ......................................................................... 124 

Conclusion ..................................................................................................................... 125 

Major implication 1 – Trust and collegiality at the relationship level are more 

important than the culture of the school. ............................................................... 126 

Major implication 2 – The selection and allocation of coaches based on their subject 

matter expertise makes a difference in the relationship. ....................................... 128 

Major implication 3 – Challenging the dispositions of teachers. ............................... 130 

Major implication 4 – Professional development should not be mandated. .............. 131 

Concluding Comments .................................................................................................. 132 

Limitations of the Study ................................................................................................ 133 

Recommendations for Future Research ......................................................................... 135 

References ......................................................................................................................... 139 

Appendix 1 – Questionnaire Instrument ........................................................................... 161 

Appendix 2 – Interview Questions .................................................................................... 164 

Appendix 3 – Observation Protocol .................................................................................. 164 

 

 

 

  



 

 xiii 

List of Figures 

Figure 1: Relationship between research literature, key aspects and research questions in 

the study ....................................................................................................................... 8 

Figure 2: Model of coaching practice adapted from Knight (2013) ............................... 41 

Figure 3: Model of goal directed self-regulation (Grant, 2012) ..................................... 53 

Figure 4: Thematic Map ................................................................................................. 78 

Figure 5: Cluster analysis dendrogram ........................................................................... 89 

Figure 6: Participants’ understanding of the program .................................................... 90 

Figure 7: Participants’ reactions to time spent in the programs ..................................... 92 

Figure 8: Participants’ reaction to the knowledge and efforts of coaches ...................... 93 

Figure 9: Participants’ reflections on learning ............................................................... 97 

Figure 10: Participants’ acquisition of new knowledge and skills ................................. 99 

Figure 11: Organisation advocacy and support for the coaching program................... 107 

Figure 12: Problems addressed quickly and efficiently................................................ 108 

Figure 13: Sufficient resources have been made available by the organisation ........... 109 

Figure 14: Impact on organisational climate ................................................................ 111 

Figure 15: Successes of the program have been recognised and shared ...................... 113 

Figure 16: Participants effectively applied new knowledge and skills ........................ 116 

 

 

  



 

 xiv 

List of Tables 

Table 1: Guskey’s Five Critical Levels of Professional Development Evaluation (2000)

 ................................................................................................................................... 60 

Table 2: Braun and Clarke’s 6-step thematic analysis framework (2006) ..................... 74 

Table 3: Codes with illustrative data extracts (Direct Quotes) (Braun & Clarke 2006) 78 

Table 4: Observations of participant implementation .................................................. 101 

 

 

 



 

 1 

Chapter 1 – Introduction 

The purpose of this study is to examine the effect of applying the GROW coaching model in 

the professional development of educators and to understand its effects on the capacity 

building of teachers. Professional development programs seek to build the capacity of 

teachers to maximise their impact in the classroom. The effectiveness of the plethora of 

professional development initiatives available has long been the subject of educational 

discourse. A common thread that emerges in the research on professional development 

centres on the importance of continuous learning for educators as a crucial ingredient in 

maximising their impact in the classroom and as a sound way of supporting teachers to meet 

the challenges of changing educational contexts (Lin, Schwartz, & Hatano, 2005). In the 

effort to better understand the importance of supporting educators in their development, 

exploring the nature of professional development is key. 

Background 

Teacher professional development.  

There are an enormous variety of programs available taking varied formats to address this 

challenge of capacity building; however, a narrow view focused on quantity of hours rather 

than quality of outcomes has traditionally been taken. An approach centred on number of 

hours is seen as a symptom of the regulatory requirements teachers must meet for 

registration, and is evident in programs that centre on “getting hours up to satisfy 

accreditation” rather than “what to do to improve pedagogy” (McDiarmid, David, Kannapel, 

Corcoran, & Coe, 1997). 

The ongoing discourse about teacher effectiveness has led to the prevailing 

professional development initiatives that stem from a “deficit model” (Guskey, 2000) and 

resources being set aside for the development of teacher practice with low levels of ongoing 

application in classrooms (Joyce & Showers, 2002).  

Economic rationalism drives many of the professional development programs 

available (Rowe, 2004). The formats and designs value an approach that is cost effective and 

time saving, leading to the implementation of unrelated workshops and presentations with 

little follow-up or evaluation. The evidence suggests that this approach has led to a lack of 

guidance for implementation for teachers, as well as a failure to review the effectiveness of 

the programs implemented (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 

2009; Guskey, 2000).  
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Professional development programs must contend with more than just the 

implementation of strategies, the school context teachers work within, the conditions teachers 

work under, and the complexity of their roles. The various skills and abilities needed must be 

viewed in light of the school and wider educational climate of teacher accountability and 

scrutiny (Blackmore, 2004). 

The process of learning challenging strategies is not a smooth process; it involves 

errors, mistakes, and setbacks (Guskey, 2015). The lack of support during the implementation 

of strategies is a recognised challenge known as the “implementation dip” (Fullan, 2001), a 

dip in proficiency of a learnt strategy gained from professional development. The application 

of a strategy is too simplistic a measure of the effectiveness of professional development 

programs; growth in the teacher’s capacity to understand their impact and make crucial 

learning decisions is equally important and should be supported by the program (Timperley, 

2015). The lack of ongoing teacher support leads to low rates of change in practice evident in 

teaching’s deep rooted “tradition of isolation” (Glickman, 1990). 

It is argued that a key aim of professional development should be supporting the 

implementation of strategies with professional conversations amongst teachers. This 

approach has shown promise in building capacity, as it allows the opportunity for teachers to 

negotiate meaning with each other (Timperley, 2015). Implementation of strategies in the 

classroom, without support and without review of the program, leads to teachers becoming 

sceptical and cynical of professional development initiatives, often seeing them as a “box 

ticking” exercise rather than a learning opportunity to build their capacity as educators 

(Knight, 2007). Efforts to understand the implication of programs therefore becomes crucial 

to their ongoing support, requiring evaluation which examines their outcomes and most 

favourable conditions for implementation. 

Evaluating the effect of professional development. 

There are significant and numerous challenges to reviewing the effectiveness of professional 

development programs. A significant complex challenge arises from the fact that schools are 

engaged in any number of systemic reform initiatives, and there are simultaneous 

implementations of multiple innovations, which makes the isolation of the effects of any one 

single program or activity difficult (Fullan, 1992). 

The research suggests that the central focus of evaluation targets the implementation 

of strategies in the classroom as the primary measure of effectiveness, and pays less attention 
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to changes in the teachers’ pedagogical approach and capacity (Alexander, Murphy, & 

Woods, 1996; Hord, 1997; Wood, 2007). It is crucial, however, to understand that the 

capacity of teachers is affected in other ways by professional development programs. The 

effects are evident in more than just the implementation of strategies, including the complex 

blend of skills, knowledge and dispositions (McDiarmid & Clevenger-Bright, 2008) teachers 

gain. The motivation, skill and positive learning (Stoll, Bolam, McMahon, Wallace, & 

Thomas, 2006) that must come together to allow teachers to do what is demanded of them 

(Honadle, 1981) is just as vital to understanding why teachers implement and continue to 

develop their pedagogy when considering efforts to support them. 

Guskey’s Five Critical Levels of Professional Development Evaluation Model (2000) 

targets the complex task of measuring the effect of professional development across a range 

of aspects. It gathers data from the participants’ reactions to the professional development 

program, and the learning that participants gain, and seeks to understand the impact of the 

organisation and levels of support for the program, the application of the knowledge and 

skills in the classroom, and finally the student learning outcomes. The Guskey Model’s 

(2000) consideration to the capacity building of educators is a core focus and therefore are an 

integral aspect to explore. 

Capacity building effects.  

The correlation between professional development programs and the increase in the capacity 

of teachers’ skills and knowledge is strong. In Darling-Hammond et.al (2009) and Darling-

Hammond, Hyler and Gardner’s (2017) review of 35 studies over three decades, they found 

various professional development programs, including programs with coaching support, 

which had positive effects on teachers’ skills and knowledge. There is, however, a lack of 

empirical evidence regarding the effect of professional development on the motivation, 

commitment and individual learning of participants. These are viewed as essential 

components in understanding how programs achieve increased capacity amongst teacher 

participants; however they rarely receive the same attention and focus (Darling-Hammond & 

McLaughlin, 2011; Guskey, 2000; Yoon, Duncan, Lee, & Shapley, 2008). 

In considering capacity building, studies commonly examine the implementation into 

the classroom of new knowledge and techniques for teaching and assessing learning (Wei, 

Darling-Hammond, Andree, Richardson, & Orphanos, 2009). Changes to teacher dispositions 

and beliefs are not as well understood and the evaluation of learning rarely features this 

important aspect (Guskey, 2000), therefore exploring programs which focus on the 
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dispositions, aspirations and motivations to maximise the professional potential of educators 

warrants further attention. One approach to professional development which has grown in 

popularity in a range of fields is coaching, with than half (53.2%) of coaching practitioners 

utilings the GROW model (Palmer & Whybrow, 2006). examining how it may support 

educator capacity building and the necessary conditions is worthwhile exploring.  

The GROW Coaching Model 

Coaching is conceptualised as an approach that partners a coach with a client in a thought 

provoking and creative process which employs a variety of behavioural techniques aimed at 

inspiring and maximising their personal and professional potential (ICF, 2014). Coaching is a 

collaborative, solution-focused, results-orientated and systematic process in which the coach 

facilitates the enhancement of work performance, life experience, self-directed learning and 

personal growth of the coachee (Grant, 1999). 

Originating from the realm of sport in the 1960s, coaching was popularised in 

business in the 1970s and 1980s and reached popularity in a variety of applications in the 

1990s. Coaching takes many forms and is employed in a wide range of scenarios, opening the 

opportunity to develop a collaborative relationship that fosters a positive learning 

environment which supports participants and leads to higher satisfaction with outcomes 

(Passmore & Rehman, 2012; Passmore, 2016). Coaching in the education context can be seen 

as an opportunity to support educators in their personal and professional development and, in 

this context, benefits from a humanistic coachee-centred perspective founded on the 

principles of promoting positive change (Rogers, 1951, 1959) and self-actualisation (Stober, 

2006). 

Coaching in education has been employed via a variety of models as a positive 

teacher professional development approach and garnered interest. Commonly models follow 

a three-stage process involving a pre-conference, observation of practice and a post-

conference format using self-reflection and feedback strategies which have been found to be 

effective for continuous instructional improvement (Garcia, James, Bischof & Baroffio, 

2017). Coaching is a positive way to support educators in their learning and offers 

opportunities for personal and professional growth of educators (Knight, 2009; van 

Nieuwerburg, 2012).  

Peer coaching is a common approach employed in education as teachers often share 

content goals and practices. Educators studying and implementing instructional practices is 
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an effective way to support implementation of teaching strategies due to a shared context and 

shared understanding (Joyce & Showers, 2002; Robbins, 1991). One commonly used model 

for coaching is the Goals, Reality, Options and Will (GROW) coaching model, initially 

developed by Graham Alexandre in the 1980s and made popular by Sir John Whitmore in the 

1990s. While the model was initially developed in the 1980’s it has steadily been used and 

refined in a variety of fields and remains one of the most well-known and utilised models, 

being utilised by more than half (53.2%) of coaching practitioners (Palmer & Whybrow, 

2006). The GROW model facilitates a structure and sequence of questions that coaches can 

utilise in their work with coachees; with its focus on goals, it is a suitable approach to 

professional development in education (van Nieuwerburg, 2017; Campbell & van 

Nieuwerburg, 2018).  

The GROW model facilitated through a sequence of questioning with the aim of 

raising awareness and responsibility in the coachee, draws on their own thought processes to 

highlight the goals they wish to achieve, the barriers to these goals, the course of action they 

will take towards their goal, and the behaviours they will change in the fulfilment of their 

goal. The GROW model holds the Rogerian Theory of “way of being” (1951, 1959) as its 

fundamental, its belief in human beings’ “constructive tendency” taking a humanistic 

approach to capacity building and emphasising empathy for supporting changes in 

motivation, beliefs and dispositions, attributes well suited to the education context (Van 

Nieuwerburg, 2017). GROW promotes self-efficacy as a driver of learning and improvement, 

to develop the behaviours which produce specific performance fundamental to our own 

control over motivation, behaviour, and social environment (Bandura, 1977). These unique 

components and processes of the GROW can be utilised in numerous situations; the role of 

the coach, regardless of position, is one of feedback provider and facilitator of process, 

guiding the coachee back and forth through the steps of the model and the “sequence of 

questioning”.  

In the GROW model the coach, through questioning, helps their coachee to clarify 

what goals they aim to achieve, raises their awareness of present realities to help examine 

their current situation, helps the coachee identify and assess options available to them and 

supports and encourages them to determine the course of action they will take (Whitmore, 

2002).  

The process of measuring the effectiveness of professional development initiatives is 

challenging (Fullan 1992), however there is a crucial need to focus on the effect of programs 
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designed to support teachers’ professional learning to maximise their ability to support 

learning. The teacher’s implementation of skills and knowledge in the classroom are vital to 

their impact, as their discourse and conceptions of learning have an effect on student 

outcomes (Hattie, 2012). The research is promising that coaching can be a critical factor in 

increasing the likelihood that newly learned skills are implemented into the classroom 

(Wood, 2007; Joyce & Showers, 2002; Hord, 1997; Perkins & Cooter, 2013). 

Research Aims 

As outlined above the aim of this study is to examine the effect of the GROW coaching 

model as professional development on teacher capacity building. This study aims to better 

understand changes in teachers’ practice, application of skills and knowledge into the 

classroom, and changes in dispositions of learning. The research aims are therefore: 

Research aim 1 – Examine the effect of the GROW coaching model of 

professional development.  

To better understand the effect of the GROW coaching model as professional development 

on teachers’ knowledge, skills and dispositions, evaluating the program in line with the 

elements of Guskey’s Five Critical Levels of Professional Development Evaluation Model. 

Research aim 2 – Explore the factors and conditions for implementation. 

To better understand the factors that impact the implementation of the GROW coaching as a 

professional development program within a school, and understand the factors that can hinder 

and support the process for future implementation in other schools. 

Significance of the Research Study 

Building teacher capacity is a crucial challenge in education today. Building teachers’ skills 

and knowledge, and challenging their dispositions on learning, are fundamental to 

maximising their impact and vital to improving student outcomes. Professional development 

is a key component of building teacher capacity; programs promise to develop aspects in 

teachers which translate into student learning outcomes. The challenges for many 

professional development approaches include the lack of support offered to teachers in the 

classroom during the implementation of strategies, and the inability to provide teachers 

opportunities to reflect on practice. 

The prevailing educational narrative will always argue what key knowledge, skills 

and dispositions educators must develop; however, there are questions and growing scrutiny 

around the effectiveness of the programs that claim to develop these key characteristics. 
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Effective professional development is said to address the building of elements of capacity. 

The capacity of teachers comprises vital knowledge, skills and dispositions crucial to their 

effectiveness as educators in the classroom.  

The rapidly evolving nature of coaching in education has given rise to inconsistencies 

and misunderstandings regarding definitions and applications, which together with a lack of 

empirical evidence on the effect of coaching to build the capacity of teachers has led to a 

desire to know more about the effectiveness of coaching. It is the aim of this study to 

investigate and understand the effect the GROW coaching model has on the capacity building 

of teachers. 

A professional development program utilising a coaching model has been 

implemented with the aim of addressing the challenge of building teacher capacity in a 

supportive and solution focused manner, and providing support and feedback to teachers 

during the implementation of strategies in the classroom. This thesis looks to investigate the 

effect that the coaching model, as professional development, has on building teacher 

capacity. This study, however, is limited regarding the impact of coaching on student 

outcomes as these were not a central focus in this study due to the challenges in 

distinguishing between the effects of a range of initiatives which are in progress within a 

school at any one time. 
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Chapter 2 – Review of the Literature 

The purpose of this review is to provide an overview of the research literature that informed 

this study. Key themes and issues emerged and are informed by the theoretical, conceptual 

and methodological aspects of the study. The Guskey Five Critical Levels of Professional 

Development Evaluation Model outlines key themes and issues that are deemed to be vital to 

effective professional development, which were drawn on to develop research questions, 

analyse results and review literature. 

The literature review examines key aspects of this study; in each topic of the review 

consideration is given to key aspects shown below. The key aspects, along with Guskey’s 

Five Critical Levels of Professional Development Evaluation Model, then inform the research 

questions found in the study. 

 

Figure 1: Relationship between research literature, key aspects and research questions 

in the study 

The literature is important to understanding the impact each aspect plays in the 

development of teacher capacity. As highlighted in Figure 1, there are further considerations 

to each aspect of the literature, which are further elaborated in subsequent chapters.  
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Professional Development 

The literature highlights professional development as “any activity that is intended partly or 

primarily to prepare paid staff members for improved performance in the present or future 

roles in the school” (Little, 1987, p. 491). The process of professional development programs 

includes what is often referred to in the literature as professional learning, and is an ongoing 

purposeful lifelong process (Goker, 2006). Professional development initiatives need to offer 

“an intentional, ongoing and systemic process designed to enhance the professional 

knowledge, skills and attitudes of educators so that in turn they may improve the learning of 

students” (Guskey, 2000, p. 16), in order to “build teachers’ levels of expertise, including 

their own content knowledge and their knowledge of effective ways to teach” (Masters, 2009, 

p. 9).  

A wide range of activities and experiences, both individually and collectively, are 

considered as forms of professional development. While a central focus has always been the 

transfer of content knowledge and desire to improve pedagogical practice, increasingly the 

literature shows that there has been a shift in professional development towards teacher 

process and practice development through reflection and awareness in order to grow teachers’ 

expertise building their capacity (Timperley, 2008). A fundamental need to demonstrate the 

impact of teacher practice on student outcomes is central to professional development (Hattie, 

2015b), and the growing scrutiny on education, teacher practice and impact has increased the 

accountability and professionalism demanded of teachers (Blackmore, 2004). Professional 

development should not only be concerned with teacher learning but also with the 

enhancement of teachers’ effectiveness, as demonstrated in their impact on student learning. 

In order to achieve this, programs must go beyond the process of providing new skills and 

knowledge. The changing nature of education necessitates that teachers continually examine 

their impact and refine their practice and therefore the aim of professional development 

programs is to grow teacher professional practice and critical thinking in order to support this 

goal (Mockler, 2013).  

Programs following a continuing professional development (CPD) model have a long 

history in adult learning. In education, these aim to support teachers not only in keeping up to 

date with research and knowledge, but to provide opportunities that challenge their thinking 

and hone their skills in an ongoing way (Wilson & Hayes, 2009). The transformative learning 

of teacher practice is centred on teachers’ reflection and thinking, within their school context, 

on process and practice (Cranton, 1996; Cranton, 2006) which has a significant impact on the 
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ongoing development of a teacher’s identity (Kelchtermans, 2007). The shift in view that 

teachers are evaluators of their impact in the classroom, and away from other aspects which 

have been the focus of funding and attention (Hattie, 2009; Hattie, 2015a; Hattie, 2015b), 

raises awareness of challenges (Whitmore, 2002) for teachers to continually reflect upon and 

improve.  

Self-efficacy is a great driver of improvement and learning. Belief in one’s capacity to 

execute behaviours necessary to produce specific performance attainments is fundamental to 

exerting control over our own motivation, behaviour, and social environment (Bandura, 

1977). The importance of outcomes and goals, together with the likelihood of successfully 

achieving goals, govern the effort an individual will expend; the level of confidence of 

individuals to be successful in an endeavour is directly linked to how much effort they 

expend and how persistent they will be in the task (Bandura, 1982). Bandura (1986) 

considered self-reflection a crucial aspect which contributes significantly to one’s ability to 

positively alter thinking and behaviour, however there are precious few opportunities for 

teachers to reflect on their practice in schools. Professional development programs which at 

their heart provide opportunities for self-reflection, allow teachers to examine their practice 

and consider ways of resolving the challenges they face in the classroom; by reflecting 

teachers can examine what needs improvement and evaluate alternative actions which could 

be taken (Darling-Hammond & Hammerness, 2005). Professional development programs that 

have teacher self-efficacy at their core allow teachers to set professional learning goals and 

provide opportunities to pursue them, with the aim of improving practice, leading to personal 

satisfaction and practice growth (Whitmore, 2002; Hargreaves & Shirley, 2009). 

A growing body of the literature highlights that improvements in learning and 

teaching are enhanced through teacher collaborative efforts and therefore it is wise to 

consider collaborative efficacy and its strong relationship with student learning in the design 

of professional development programs (Fullan, 2011; Eells, 2011; Hattie, 2015b; Fullan & 

Quinn, 2016). The work of teachers has continually evolved. It no longer involves the 

traditionally isolated work of one teacher in a classroom (Glickman, 1990); instead it has 

become increasingly more reliant on a collegial environment, with studies showing that 

collaborative professional development impacts teacher classroom practice and, crucially, 

impacts positively on student achievement (Hattie, 2009;Holly, 1989; Pil and Leana, 2009). 

A collaborative professional development approach which facilitates the interaction of 

teachers and promotes collaboration on student learning is a key component for teachers as 
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adult learners, who benefit not only from individual learning but also collaboratively in 

communities (Senge, 2006). Therefore, promoting collaborative professional development 

offers teachers a supportive environment in which to engage in context-rich learning which 

supports professional practice development (Hord, 1997; Darling-Hamond & Hammerness, 

2005).  

Teacher professional development should always be centred on improving teaching 

practice, which in turn benefits students (Wiliam, 2014), however it is difficult to establish a 

decisive link between improvement in student outcomes and the learning gained from 

professional development programs (Dash, de Kramer, O’Dwyer, Masters & Russell, 2012). 

It is therefore crucial to understand the effectiveness of programs to examine the “specific 

core elements which contribute to the effectiveness” (Guskey, 2009, p. 229), and while 

research produces limited concrete examples of the perfect program design, there are 

common and necessary aspects and conditions to best support the learning of educators to 

maximise their effectiveness for student benefit (Muijs, Kyriakides, Van der Werf, Creemers, 

Timperley & Earl, 2014).  

The wide and varied contexts, specific approaches and differing models all add to the 

complexity of drawing valid and reliable conclusions on what is effective (Desimone, 2009; 

Joyce & Calhoun, 2010). Considering this challenge, however, there is broad agreement of 

common characteristics that lead to change in teacher practice (Desimone, 2009; Darling-

Hammond & McLaughlin, 2011). 

Effective professional development affects teacher practice.  

Effective and sustained teacher learning is crucial to the development of quality teaching. It 

improves teachers’ skills and knowledge and equips them for the complex and demanding 

role they perform (Desimone, Porter, Garet, Yoon & Birman, 2002; Baguley & Kerby, 2012). 

The Organisation for Economic Co-operation and Development (OECD) report Teaching and 

Learning International Survey (TALLIS) (2013) found, however, that a significant majority 

of teachers see little impact from their professional development programs, reporting that 

programs did not meet their capacity building needs. When we examine the research more 

deeply, we find that the least effective programs are those which are short term or once off 

with little or no ongoing support (Garet, Porter, Desimone, Birman, & Yoon, 2001; Desimone 

et al., 2002). 
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The state of professional development is therefore concerning; research conducted by Knight 

(2007) provides a key explanation as to why this is the case, in that many professional 

development models are: 

Quick fixes that never last and teachers resent them; they resent going to 

inservices where someone tells them what to do but does not help them 

follow-up. Teachers want someone that’s going to be there, that’s going to 

help them for the duration, not a fly-by-night program that’s here today and 

gone tomorrow (Knight, 2007, p. 1).  

The complexities of teaching require an ongoing approach which allows for 

appropriate time and follow-up support; where this is lacking in programs they are rarely 

effective, leading to poorly implemented strategies in teachers’ classroom practice 

(Schleicher, 2016). Effective professional development is more than simply the duration, 

types of delivery and the content of programs, however. The design of the program also 

features prominently in the literature, as does the implementation of the program itself 

(Kennedy, 2016). The literature posits that the effectiveness of professional development 

centres on giving careful attention to delivery, structure and implementation. Programs need 

to be “carefully structured, purposefully directed, and focused on content or pedagogy or 

both” (Guskey & Yoon, 2009, p. 498). The design of programs, though not entirely 

prescriptive, often reduces flexibility, which diminishes the challenges that individual 

teachers may be facing in their own pedagogy to make them easier to manage, generalising 

programs to reduce cost and increase reach (Kennedy, 2016). 

The diverse approaches taken by models of capacity building need consideration. By 

far the most prevalent delivery model of professional development is the workshop-style 

model, accounting for 90% of all programs (Darling-Hammond, Wei, Andree, Richardson, & 

Orphanos, 2009). Concerns regarding the limited impact of one-shot workshops (Philips, 

2003) are supported by evidence that consistently shows that workshops alone often have no 

effect on teacher practice or student learning (Bush, 1984; Yoon, Duncan, Lee, Scarloss, & 

Shapley, 2007). The most prevalent approach – the workshop model – amounts to wasted 

effort and time, with teachers consistently highlighting that this is the least effective means of 

learning (Smylie, 1989; Kennedy, 2016). 

Effective professional development offers a collaborative professional development 

approach which can be a beneficial support to teacher learning (Fullan & Quinn, 2016; 
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Hattie, 2015b). The literature highlights that professional learning communities are one of the 

most effective ways to improve classroom pedagogy and teacher learning, however the 

design and implementation of these is crucial to their success and the specific school context 

means that there are a wide range of variables which must be accounted for (Hargreaves & 

Fullan, 2012). Research argues that professional learning communities must have a 

supportive learning organisational culture focused on individual development and with 

participants who see value in the initiative, and have a common vision, time and resources 

(Hord, 1997; Marzano, 2003; Senge, 2006). The effectiveness of collaborative professional 

development programs on teacher practice therefore comes from the ongoing collaborative 

examination of impact focused on collective efficacy to impact student learning, rather than 

focusing on individual teacher weaknesses and challenges in their practice (Eells, 2011; 

Hattie, 2015b). 

The literature posits that effective and high-quality professional development targets 

classroom practice and focuses on sustained learning over time as part of the school context. 

Initiatives which do not take into consideration the effect and impact of professional 

development on teacher capacity building do not always achieve their intended aim (Garet et 

al., 2001). Approaches such as government policy, standards and programs likewise have 

seen little more success (Smylie, 1997). The effectiveness of professional development is 

argued to require a continuous and enhanced approach that includes training, practice and 

feedback that successfully “involves teachers in learning activities that are similar to those 

they will use with their students” (Schleicher, 2016, p. 42). The New Teacher Project (TNTP) 

report (2015) found that school systems are, in many cases, providing professional 

development which lacks feedback and clarity around teacher strengths and weaknesses for 

improving instruction (Robinson, 2016); this has led to a lack of teacher improvement from 

year to year despite massive investment of both time and money. Even when teachers 

improved there was a lack of evidence to link growth to any one particular strategy. The 

emphasis, therefore, is on effective use of time, the ability of programs to support learning in 

a continuous manner, and a context-rich approach. These emerge as key elements in the 

effectiveness of a professional development program. 

Effective professional development needs time.  

It is important to highlight the importance that the literature places on the need for time in 

support of professional development, particularly allocating time for teachers to collaborate, 

develop their pedagogical practices, consolidate new content and discuss teaching with other 
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teachers (Boyle, While & Boyle, 2004; Fleming & Kleinhenz, 2007). Where teacher 

professional learning is promoted and given time by the school, it raises awareness of teacher 

learning in the school community and sends the important message that it is a valued and 

supported part of teacher professional practice, increasing participation from teachers and 

maximising the chances of impacting student outcomes (Timperley et al., 2007). The 

allocation of time to teacher professional development is argued to be a clear indicator of the 

level of support and priority schools place on their teacher development (Boyle, While & 

Boyle, 2004). 

The length of time is a crucial consideration in designing professional development 

programs. In their meta-analysis, Yoon, Duncan, Lee, Scarloss, and Shapley (2007) examined 

more than 1,300 studies across a wide variety of professional development models and 

programs and their effect on student achievement in English, Arts, Mathematics and Science. 

Consistent with the work of Kennedy (1998) and the later provisions found in the US No 

Child Left Behind Act 2001, the study included professional development programs designed 

to develop teachers’ subject matter knowledge, improve their teaching skills and enhance 

their understanding of how students learn. It found that teachers who were involved in a 

program of less than 14 hours had no effect on student outcomes and that a minimum of 30 

hours was necessary for a positive effect on teacher practice, with those receiving an average 

of 49 hours boosting their students’ achievement by about 21 percentile points. The 

importance of the allocating a significant time investment for effective professional 

development of teachers is fundamental; Yoon et al. (2007) highlights that this is the case 

across a variety of programs and ongoing learning is vital to increased teacher knowledge and 

improvement in classroom practices.  

The use of the time allocated must be carefully considered and aligned to the 

professional learning program and its aims. Consideration must be given to teachers’ interests 

and goals so the additional time helps teachers engage in active learning that builds their 

understanding, with a clear purpose and aim to help reduces the risk that the program may 

just appear to detract from teachers’ already busy schedules (Gulamhussein, 2013; Palmer, 

2018). If not purposefully allocated and aligned with key aims, simply providing more time 

for professional development yields little benefit (Guskey & Yoon, 2009), and may indeed be 

counterproductive (Landesman, Crowell, Ramey, Grace, Timraz & Davis, 2011). The 

allocation of time to a program therefore must be supportive of the organisation and 

embedded in its procedures and structures as an ongoing activity that is part of every 
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educator’s life (Fullan & Miles, 1992). To achieve this, the literature argues that time should 

be allocated systematically to an ongoing model of professional learning as a key part of each 

teacher’s school life (Miles & Louis, 1990). When time is allocated with careful 

consideration on teacher learning, this promotes their engagement with professional 

development and supports reflection and deeper learning (Desimone et al., 2002).  

In the Australian context, the focus remains on initial teacher education, with the 

government heavily targeting initial pre-service teacher education programs. A key focus on 

ongoing teacher registration is demonstrating that teachers have fulfilled the target mandated 

hours of professional development each year, with the premise that ongoing development is 

the responsibility of schools and the educators themselves to ensure that the required hours 

and teaching standards are addressed (Schleicher, 2016; AITSL, 2017). While mandating 

hours for professional development is well intentioned, the focus on time rather than 

outcomes of teacher learning can negate efforts, due to the wide range of programs on offer, 

some of which often have questionable impact. In the effort to meet legislative compliance 

we cannot lose sight of the importance of professional development within the school 

context; while a range of programs may satisfy time accreditation hours, a further separation 

from the work of teachers in the classroom means these programs are less likely to lead to 

changes in classroom practice (McDiarmid et al., 1997). 

Effective professional development takes teacher context into consideration. 

A teacher’s constant reality is one of “pressing immediacy”, evident in the challenging 

context-rich tasks required of teachers. This implores them to continually refine their thinking 

and it is within this context that they must acquire and implement new knowledge and skills 

in their classroom (Guskey & Huberman, 1995). The multitude of complex time-sensitive 

tasks teachers must attend to further complicates their work, the “pressing immediacy” 

emerges from tasks that “have to be done now every day” (Fullan & Hargreaves, 1996, p. 

65). The everyday lives of teachers are filled with a multitude of decisions and actions, their 

work is filled with different challenges and dilemmas which focus their attention to live in the 

present, and this context reinforces the emotional nature, job satisfaction, exhaustion and 

stress which influence teachers’ efforts and willingness to take part in professional 

development (Hargreaves, 2005). The nature of teaching has for so long been rooted in a 

“deep tradition of isolation” (Glickman, 1990), as well as “individualism and privatism” 

(Hargreaves, 1994) and therefore models of professional development programs must favour 
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a job-embedded approach and take into consideration the “overwhelming work of teachers” 

(Jackson, 1968; Lortie, 1975).  

The literature highlights that it is important for programs to consider context and the 

pressures faced by teachers in creating effective ongoing professional development programs. 

Teachers experience constant change in their roles, influenced by internal and external 

factors. In order to meet various challenges and demands, schools implement a multitude of 

professional development initiatives that can make unreasonable demands on teachers’ time, 

often leading to low morale and a feeling that when requirements placed on teachers are too 

high “people and organizations suffer, individuals may feel neglected or oppressed, and 

organizations suffer lack of support because individuals withdraw their efforts or even work 

against organizational purposes” (Bolman & Deal, 2003, p. 132). The research suggests that 

where programs fail to consider this challenge, resistance to professional development arises, 

with teachers likely to “act out” against initiatives and those attempting to implement them, 

which creates an unstable “wild culture” manifesting itself as a “dysfunctional” school that 

requires “the building of a new, strong culture” (Sergiovanni, 1984, p. 10). 

Effective professional development supports implementation in the classroom. 

The enhancement of a teacher’s knowledge leads to a change in their practice, focused on 

altering student learning (Kennedy, 2016). The “implementation dip” is recognised as “a dip 

in one’s performance and confidence as they encounter an innovation that requires new skills 

and new understandings” (Fullan, 2001, p. 40), and is common to teachers implementing 

strategies in the classroom when they find that it is more difficult than learning the strategy 

itself. Professional development programs rarely address the challenge of transfer into 

practice (Fullan, 2001). The literature shows that where programs do address this challenge, 

there are positive links to gains in student learning outcomes. The ability of professional 

development initiatives to address the “implementation dip” in a context rich, job-embedded 

and ongoing way is key to changing ongoing practice (Darling-Hammond, Wei, Andree, 

Richardson, & Orphanos, 2009; Desimone, Smith, & Ueno, 2006; Philips, 2003; Schleicher, 

2016; Yoon et al., 2007).  

The manner of implementation of professional development programs is important in 

determining its effectiveness. It is important to consider what outcomes and changes should 

be visible once the program is in place. The evidence suggests that professional development 

models should consider efforts to measure the effectiveness of a program from its inception, 

however this is not always the case (Guskey, 2000). There are four key principles common to 
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effective professional development implementation that appear in the literature. The first 

targets the need for programs to have a clear focus for teachers and an emphasis on learning 

goals for students; secondly, an emphasis on individual and organisational change; thirdly, 

the programs should be part of a greater vision of the organisation; and finally, effective 

leadership of the school that guides the program towards the desired outcome (Drucker, 1985; 

Guskey, 2000).  

School improvement is possible only when teachers and administrators improve, and 

for professional development programs to be effective they must emphasise this change in 

teacher pedagogy in the classroom, informed by a continuous learning environment where 

they can reflect on and challenge their pedagogical practice based on evidence of student 

learning (Hattie, 2009). Effective professional development programs are evidenced by a 

transfer into practice and manifested in the implementation of strategies in the classroom 

(Guskey, 1994). Professional development programs can enhance the knowledge and skills of 

teachers, lead to changes in the classroom, and have a 0.44 effect on teaching practice (Garet 

et al., 2001). 

Coaching as professional development.  

Coaching encompasses a wide range of programs, initiatives and models whereby teachers 

work collaboratively with others to examine their practice, adhering to a process aimed at 

improving teacher thinking and reflection about practice with support for development of 

agency and self-efficacy (Lofthouse et al., 2010). The work of Alexander, Murphy, and 

Woods (1996), Hord (1997), Wood (2007), and Perkins and Cooter (2013) contends that 

professional development programs with a coaching component raise the implementation of 

new skills in the classroom to as high as 95% of participating teachers. When professional 

development initiatives supported teachers through coaching during the implementation of 

strategies, a wider variety of teaching strategies were utilised to keep students more actively 

involved in lessons (Cordingley, Bell, Rundell & Evans, 2003). Coaching provides an 

opportunity for learning which is teacher centred and targets pedagogical improvement by 

developing self-efficacy and agency (Fletcher, 2012), aiming to challenge teachers to reflect 

on their practice and experiences in a structured and purposeful manner (Lofthouse, Leat, 

Towler, Hallet, & Cummings, 2010).  

Coaching presents an opportunity to develop many of the characteristics outlined in 

the literature as key to supporting the development of teacher capacity in an effective manner. 

Coaching approaches are ongoing, systematic and job-embedded (Guskey, 2000), are content 
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and pedagogy focused (Guskey & Yoon, 2009), support implementation into practice (Fullan, 

2001), and challenge teachers’ discourse and conceptions of learning (Hattie, 2009). 

Coaching has gathered pace in comparison to mentoring over the past decade; there has been 

increasing interest in coaching in the education sphere, and the research base is still growing 

(Fletcher, 2012; van Nieuwerburgh, 2017; Knight, 2007, 2010, 2018). There is a great deal of 

complexity in examining coaching as professional learning, however; this emerges from the 

range of approaches and focuses of models advocated and employed. The wide range of 

models increases the difficulty in establishing which programs are effective and, together 

with individual contexts, further complicates the literature (Showers & Joyce, 1996).  

Denton and Hasbrouck (2009) highlight that the prevalence and growing nature of 

coaching in schools has led to exceptional former classroom teachers taking on the role of 

coaches pointing out that this does not necessarily make them exceptional coaches. The 

differences been consultation and induction compared with coaching relies on the ongoing 

development of the coaches and clear articulation of their role. The consultation and 

relationship skills that may be present together with the content knowledge can support 

initiatives but are not of themselves the same as coaching. A difference in approach amongst 

coaches and comparisons to coach training is often attributed to the personalities and training 

programs for coaches, however there is evidence to support the differences between a 

programs with an emphasis on a systematic approach to coaching practice and skills and 

emphasising the differences between coaching, mentoring, consultation and induction in the 

coach’s approach with their coachee (Hasbrouck & Denton, 2005; Denton & Hasbrouck, 

2009).  

Coaching is aimed at supporting teachers in learning (Lofthouse et al., 2010); teacher 

learning can focus on many practices that teachers can adopt that may have a tremendous 

impact on student outcomes (Hattie, 2009). The literature highlights that research and 

exemplary practice rarely takes root in more than a few classrooms and schools (Elmore, 

2000). Coaching is aimed at supporting teachers in implementation of practice, as teachers 

who do not see positive effects in their classrooms will abandon professional development 

initiatives and revert to what they are most comfortable with (Guskey, 1984, 2002). Erchul 

(2015) argues that though there are challenges in the definition and distinguishing of 

coaching approaches such as that between coaching and consultation, the effect of these 

activities to support teachers in their work are positive with a need for further research into 

the future to better understand how to support coaches and programs. 
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Summary.  

When we consider the literature on professional development for teachers, common themes 

and features emerge: effective professional development is job-embedded and ongoing, is 

focused on learning skills and knowledge, takes a combined personal and collective 

approach, and challenges the dispositions of teachers leading to observable changes in 

practice (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009; Desimone, 2009; 

Desimone & Garet, 2015; Garet, Porter, Desimone, Birman, & Yoon, 2001; Eells, 2011). The 

design of the program plays an important role in building teacher capacity, assisting 

educators not only to meet the challenge of an expanding and emerging knowledge base, but 

also helping teachers to refine their conceptual and craft skills (Guskey, 1999). In order to 

have high-quality professional development, the evidence highlights a need for theory and 

demonstration together with time and non-judgemental feedback. Successful implementation 

is only one indicator of successful professional development and that alone is not a good 

indicator, due to transfer into classroom practice occurring in only 5% of cases (Joyce & 

Showers, 2002). 

 This literature suggests that the learning teachers gain from professional development 

is not always easy to document, and research into external programs and their claims often 

have limited empirical data. Guskey and Yoon (2009) argued that closer attention needs to be 

applied to understand evidence of effectiveness around the implementation of professional 

development programs, arguing that “at the present time we have no strong, valid and 

scientifically defensible evidence that outside experts are effective” (Guskey & Yoon, 2009, 

p. 496-497). There is evidence, however, that effective professional development leads to 

better classroom teaching and should not only enhance teachers’ knowledge, but also their 

skills and motivation (Yoon et al., 2008).  

When we take the literature into consideration, coaching presents an attractive option 

with its personal approach to professional learning towards capacity development, aiming to 

address considerations including what teachers value, their motivation and the ways in which 

they learn (Kennedy, 2016). The coaching approach to capacity building targets participant 

immersion; questioning around practice, support for experimentation with strategies in the 

classroom, and a model of inquiry are fundamental to the design of effective professional 

development (Bybee, 1993; McDermott, 1990). 
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Teacher Capacity 

Teacher capacity is categorised as the “complex blend of motivation, skill, positive learning, 

organisational conditions and culture, an infrastructure of support, which put together gives 

individuals the power to get involved in sustained learning” (Stoll et al., 2006, p. 221). The 

teaching model that most teachers have learned to teach with has long relied on memorising 

facts (Cohen, 1993; Darling-Hammond & McLaughlin, 1995; McLaughlin, & Talbert, 2001; 

Porter & Brophy, 1988); however, there has been a shift requiring teachers to have a better 

understanding of how their students learn (Shulman & Sparks, 1992; AITSL, 2017). The 

efforts to build teacher capacity have remained much the same, focused on initial teacher 

education and ongoing professional development to support teachers’ ability to communicate 

knowledge and develop students’ critical thinking and problem-solving skills, and linked to 

high-quality teaching instruction (Loucks-Horsley, Stiles, Mundry, Love, & Hewson, 2010). 

Teacher capacity building is often perceived through a deficit model (Guskey, 2000), 

and the literature suggests that teachers support high-quality learning, student outcomes and 

efforts to lift standards to attain these, but they struggle to develop their capacity to do so 

(Cohen & Ball, 1990; Elmore, Peterson, & McCarthey, 1996; Grant, Peterson, & Shojgreen-

Downer, 1996; Sizer, 1992). Teachers face a requirement for continuous development and 

continually address growing challenges and societal pressures; public discourse fuels the 

debate over what teachers need to know, and the skills and attributes they need to possess, 

emphasising greater teacher accountability and competency linked to improvements in 

student outcomes (McDiarmid & Clevenger-Bright, 2008). 

The impact of teacher capacity on student outcomes. 

The literature supports the view that teacher capacity building initiatives can have a profound 

impact on student outcomes. The evidence suggests that the effects often exceed highly 

publicised and costly endeavours such as the reduction of class sizes (Greenwald, Hedges, & 

Laine, 1996; Hattie, 2009). The focus on building teacher capacity beyond initial teacher 

education to impact student outcomes has not always been advocated for, due to the belief 

that “variations in what children learn at school depend largely upon variations in what they 

bring” and not teachers’ influence (Reynolds, Hargreaves, & Blackstone, 1980, p. 208). The 

body of research in recent times has continued to magnify the crucial impact teachers’ 

capacity and quality teaching has on students (Hattie, 2009; Marzano, 2003). In light of the 

growing realisation of teacher impact, professional development programs have aimed to 
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build teacher capacity to be effective evaluators of their impact since it “does more to assist 

students than any other policy-controllable issue” (Denson, 2001, p. 34).  

The key knowledge and skills necessary for teachers to impact student outcomes are 

closely related to organisational goals and expectations both within the school and in the 

greater educational context; therefore, capacity building through professional development 

programs raises several complexities and challenges (McDiarmid & Clevenger-Bright, 2008). 

Teacher capacity skills, knowledge and dispositions on learning. 

The literature states that teacher capacity emphasises three main areas of focus, the teacher’s 

knowledge, skills and disposition, with each aspect impacting greatly on the work of the 

teacher (McDiarmid & Clevenger-Bright, 2008). While there is always a desire to “reach a 

consensus on which aspects of teacher knowledge are critical and how to measure them” 

(Desimone, 2009, p. 191), the debate over what are deemed to be valuable knowledge, skills 

and beliefs for teachers has never been settled. It is unlikely that this debate will ever be 

resolved, or effective measurement agreed. It is argued that it is not possible to separate the 

gains teachers may make in any one area of their capacity from another, be it teacher 

knowledge, skills or practice (Hill, Blazar, & Lynch, 2015). 

Teacher capacity building must take into consideration a holistic approach with an 

effort that primarily addresses the key elements of improving a teacher’s knowledge of 

effective ways to teach (Masters, 2009). The effect of dispositions, beliefs and expectations 

on human behaviour has long been the subject of research (Bandura, 1977); for teachers in 

particular their belief in being able to make a difference to their students has grown to be of 

crucial and fundamental importance as a demonstrated behaviour (Hattie, 2009). The meta-

analysis by Hattie (2009) reinforces that a focus on effective capacity building professional 

development programs has a 0.90 effect on teachers’ learning and a 0.60 effect on teaching 

behaviour. The key elements in teachers’ understanding and knowledge of their impact on the 

learning of their students is central to building a greater understanding of the content and the 

ways to teach it and assess impact. 

There are significant challenges in establishing skills and knowledge to build 

capacity, which has led to an unsettled lack of consensus on what knowledge is critical and 

how is it measured (Desimone, 2009). The literature now establishes and recognises that the 

focus of initial teacher preparation programs is vitally important and is key to developing 

professionals who critically reflect on their practice and experiences (Darling-Hammond, 
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2006). The need for ongoing professional development efforts to grow capacity has also 

received more attention, growing the ongoing professionalism of teachers to maintain current 

knowledge and strategies for effectiveness in the classroom (Hattie, 2009). There are many 

externally and internally competing goals and ideals that impact on teachers’ interaction with 

programs designed to build a broad set of capacity skills, knowledge and attributes, each 

placing emphasis on the element it argues is vital (Kennedy, 2016).  

Teacher capacity within the teacher’s context.  

The “apprenticeship of observation” is a key learning aspect of the time student teachers 

spend observing other teachers and plays an important part in ultimately classifying, to them, 

what is deemed to be teaching practice work (Lortie, 1975). The “apprenticeship of 

observation” is often simplified in explaining how teaching practice and knowledge develops, 

but it influences teachers and this exposure in many ways explains the lack of influence of 

initial teacher education programs on the long-term practices and beliefs of teachers 

(Mewborn & Tyminski, 2006). The independence of the classroom, the teacher’s identity, 

and context play a significant part in capacity building (Little & McLaughlin, 1993); this 

realisation further evidences the need to build capacity in a way that is context rich, and 

raises the importance of ongoing job-embedded capacity building as vital continuous support 

of educators in their development (Schleicher, 2016).  

The complexities surrounding the effectiveness of programs to build capacity are 

present in the literature and reinforce the need to consider the constantly changing 

educational contexts of the classroom. The requirement for teachers to make decisions on the 

learning of their students and the strategies they employ in that environment is increasingly 

critical and scrutinised, which impacts on their identity and role in education (Blackmore, 

2004; Kelchtermans, 1993, 1996).  

There are significant implications to consider when designing programs to build the 

capacity of teachers. The multitasking nature of the work of teachers and the high degree of 

complexity means initiatives must take into consideration the crucially important needs of the 

individual teacher, the school context, and the challenges presented by the wider educational 

context (Brante, 2009). Initial teacher education programs that are focused on knowledge 

alone fail to address complexities of the role and cannot sufficiently prepare teachers for the 

challenges they will face. There is a crucial need to develop teacher capacity in an ongoing 

and systematic manner within the school context (Kennedy, 2016; Schleicher, 2016). 
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The school and educational contexts teachers find themselves in are not stable, due in 

large part to constant changes in technology and societal pressures on the education system 

and teachers (Lin, Schwartz, & Hatano, 2005). In order to address this challenge faced by 

educators, efforts for building capacity require professional development that continues to 

build their capacity and expertise in a way that is informed by data and feedback from a 

variety of sources to meet these expectations.  

Teacher capacity building relies on providing feedback on practice. 

Feedback has been found to improve performance (Vollmeyer & Rheinberg, 2005) and 

feedback to the teacher about their classroom practice helps them to evaluate their impact 

(Hattie, 2003, 2009; Hattie & Timperley, 2007). It is important that feedback to the teacher 

be about their professional practice; it needs to be “improvement-focused” and targeted to 

develop a sense of agency to build their capacity and expertise in an adaptive way 

(Timperley, 2015). The feedback teachers receive on their classroom practice helps them to 

grow their toolbox of skills, allowing them to deal with the unstable and uncertain challenges 

of educational contexts. In growing their capacity to be adaptive to situations and 

circumstances around them, teachers grow an adaptive expertise rather than a routine (Hatano 

& Inagaki, 1986). Capacity building programs must be aware of teachers’ needs and adapt to 

circumstances that arise so that teachers can learn continuously from sources of feedback and 

cognition closely connected to the motivation to achieve (Immordino-Yang & Damasio, 

2011). 

Summary. 

Teacher capacity allows teachers to “do what is demanded of them” (Honadle, 1981), and is 

comprised of the skills, knowledge and dispositions necessary for their role (McDiarmid & 

Clevenger-Bright, 2008). While debate around what skills and knowledge are important will 

always rage in the community, they are a significant part of what makes teachers effective in 

the classroom. Teachers’ perceptions of their students’ learning are difficult to build, and few 

professional development programs are aimed towards this challenge; teacher dispositions, 

however, have a profound effect on their impact in the classroom (Hattie, 2009). 

The literature reinforces that efforts to build teacher capacity must be context rich and 

job-embedded, reinforcing the need for efforts to build capacity to occur in the environment it 

seeks to influence (Guskey, 2000). Teacher capacity building initiatives are often not 

connected effectively or occur as a once-off, thereby having a minimal impact on capacity 

building (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009). Context-rich 
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experiences for teacher capacity building allow teachers to build their capacity, and teachers 

see such efforts as supportive of their practice (Knight, 2010; van Nieuwerburg, 2012). 

Feedback is a crucial way to improve teacher practice, through observation of 

implementation of strategies in the classroom, however this is only one way to support the 

building of teacher capacity. Challenging the dispositions of teachers and their impact in the 

classroom raises awareness of their practice and provides opportunities for teachers to reflect 

on their actions (Darling-Hammond, 2006). Efforts to build capacity in teachers should seek 

to provide teachers with feedback on practice and it is important to be factual and devoid of 

judgement (Cordingley, Bell, Rundell, & Evans, 2003). 

Organisational Culture 

Organisational culture is the relatively stable pattern of organisational behaviour that lies 

outside the immediate awareness of the organisation’s members. Culture reflects a shared 

behavioural, emotional, and cognitive learning the group has undergone over time, and is 

evident in the shared values and beliefs of the organisation, the vision and mission 

statements, policies, procedures, communication, and the resulting interactions between staff 

(Schein, 1992).  

The literature argues that a supportive culture is crucial when considering initiatives 

designed to improve school effectiveness (DuFour, 2003). The importance of culture in 

educational change features strongly in the literature. It is argued that establishing a 

conducive culture first is considered vital to change and initiative success (Drucker, 1985). A 

collaborative culture is seen as the single most critically important factor in enhancing a 

school’s effectiveness; if culture changes it is argued that everything changes and without its 

change success is limited (Fullan, 2007). The impact of a school climate (trust, interpersonal 

relationships, leadership and commitment) is noticeable, having a 0.32 effect size on student 

outcomes (Hattie, 2009). 

The organisational culture is an important consideration when it comes to school 

improvement and has an extensive effect on the professional development of teachers. A lack 

of trust and a deficient culture are key barriers to the development of teacher practice and 

professional learning, due to school improvement initiatives being reliant on networks of 

people working together via conversations to achieve common goals and overcome 

challenges (Cross & Parker, 2004; Jackson & McKergow, 2007; Timperley, 2015). The link 

between the culture and context of the organisation and the level of trust heavily impact on 
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initiatives designed to build collegiality, with the level of trust at any point within a school 

thus affecting its capacity to undertake new and complex reforms (Opfer & Pedder, 2011). A 

strong correlation exists between the level of trust in a school and the success of complex 

school improvement initiatives, where mutual support and coordinated work amongst 

professionals is required (Bryk & Schneider, 2002).  

The impact on teachers’ perceptions of the achievability of goals is due in large part to 

the school culture, belief in what is possible in improving teaching and learning, and the 

creation of a culture of sustainable improvement (Gallant & Gilham, 2014). Hattie (2007) 

argues that “the culture of the organization, in turn is influenced by the educational climate” 

(p. 104). There have been system-wide attempts to address the impact of system culture on 

the work of teachers in schools (Sedlak, 1986); however, the prevailing educational culture of 

“outcomes driven economic rationalism” (Rowe, 2004, p. 2) has had a significant effect on 

the culture of schools, impacting the perception of professional development initiatives in 

schools and their efforts to improve academic outcomes.  

The system-wide educational culture. 

The current educational climate has evolved and impacted the culture of education and 

schools, and pressure continues to be placed on systems and schools to improve results. In the 

past, in the absence of any generally agreed-upon explanation, stakeholders, including the 

public at large, were free to invoke their favourite theories – weak family structures, poverty, 

discrimination, lack of aptitude, peer pressure, diet, television, etc. – as reasons for declining 

results or lack of student achievement (Elmore, 2000). The evidence suggests that there are 

numerous challenges, which have varying limited degrees of effect on achievement (Hattie, 

2003); however, teaching and learning within the classroom remains the biggest factor within 

our control (Hattie, 2009). This realisation has forged a school culture where school leaders 

desire to build a culture of continuous learning and capacity building to improve the impact 

of teachers through professional development (Hattie, 2003). 

The ongoing discourse around teacher effectiveness and teaching standards impacts 

the culture of schools; this conversation has brought into question what professional 

development programs are being implemented and their effectiveness. Policymakers have 

held on to the argument that “students are not likely to perform at higher levels until teachers 

begin performing at higher levels” (Killion & Harrison, 2006, p. 8). A culture of continuous 

learning for teachers is geared towards a focus on teacher improvement and their 

effectiveness and impact in the classroom (Hattie, 2009). While efforts are made to develop 
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teachers’ skills to meet this challenge it is impossible to fully control the educational 

outcomes of students, and the continuous scrutiny of teachers and their actions has led to 

teacher vulnerability (Kelchtermans, 2007). 

The concepts of professionalisation and performativity (Ball, 2003) are linked with 

the main foci of student outcome results in the form of standardised testing (Blackmore, 

2004, 2005). There has been a perceived decline over time in the results of students in 

standardised testing, which has added to a culture calling for even more testing, standards and 

teacher accountability. The increase in global competitiveness has led to educational systems 

being forced to be compared and this has grown into an obsession with evaluating how 

schooling prepares future generations of students (Hargreaves, 1994). The inevitable link is 

then made to the effectiveness of teachers in this important role, with greater scrutiny of 

teacher performance (Killion & Harrison, 2006).  

The growing link between student outcomes and teacher capacity (Hattie, 2009), has 

led to government intervention aimed at building teacher capacity at Australian federal and 

state levels. In Victoria, these efforts have led to the development of a number of professional 

development initiatives, the National Schools Project (NSP), the National Project on the 

Quality of Teaching and Learning (NPQTL), Victorian Schools of the Future, and financial 

incentives such as performance-based pay for highly performing teachers, among others 

(Gurr & Drysdale, 2011).  

State and national standardised testing is often employed as a measure of teacher 

effectiveness. The growth of standardised testing regimes further contributes to the discourse 

on teacher effectiveness and has implications for the culture of education and level of teacher 

trust (Mendelovits, Searle & Lumley, 2009). The Programme for International Student 

Assessment (PISA) results, for example, has arguably become one of the most polarising 

measurements used for teacher effectiveness and student learning outcomes. Policymakers 

use the results to make wide-reaching policy decisions about the Australian national 

education system, teacher quality, standards, and the allocation of funding to professional 

development initiatives, with the results setting the tone for much of the discourse on teacher 

effectiveness, quality and accountability. A perceived decline in Australia’s ranks in PISA 

(together with the rise of other countries and states) has further fuelled calls for greater 

teacher effectiveness, scrutiny and professional development. In the 2000 PISA results, 

Australia was placed 2nd overall in reading literacy, however nine years later Australia was 

ranked 9th (OECD, 2010). The results, while above average, show a continued decline in 
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performance in the key elements of reading literacy, mathematical literacy (now 19th) and 

scientific literacy (now 16th) since 2009 (Thomson, De Bortoli, Nicholas, Hillman, & 

Buckley, 2010), which has led to questions about the effectiveness of teachers. There are 

criticisms of the PISA program, stating that it is “an instrument of control that forces some to 

teach to the test” (Mendelovits, Searle, & Lumley, 2009, p. 26), however the effect of a 

plethora of variables highlights that the declining results have drawn further scrutiny on the 

effectiveness of teachers, and teacher professional standards, impacting on the educational 

culture. This focus has led to comparisons of the educational outcomes of students around the 

globe. The data collected is directed at policymakers, who have come to the realisation that in 

order to reach this “higher level of teacher performance” the effectiveness of professional 

development programs is an essential component for this education reform to occur (Fullan, 

2008).  

Policymakers have addressed the challenge of building the capacity of teachers 

through a growing focus on professional development hours (AITSL, 2017). These hours are 

mandated through the various teacher registration and educational jurisdictions and require 

teachers to keep their skills current by engaging and documenting a set number of hours of 

professional development. In order to retain their registration to teach, teachers are expected 

to identify their needs and engage with colleagues to improve practice (AITSL, 2017).  

The internal school culture.  

The literature posits that the leadership of a school must promote and develop a culture of 

learning and not merely a vision:  

The main roles of leadership found in studies with substantive positive 

outcomes were; developing a vision, managing and organising by 

establishing priorities and reducing competing demands on teacher’s time, 

leading professional development by promoting a challenging learning 

culture and knowing what content is likely to be of benefit whilst 

developing the leadership of others (Timperley, Wilson, Barrar & Fung, 

2008, p. 193). 

The culture of trust within a school is a crucial component in the success of teaching 

and learning initiatives. Organisations without trust do not truly collaborate, they merely 

coordinate or, at best, cooperate (Covey, 2013). A school culture rich in “relational trust” 

allows for honest discussions of teachers’ instructional concerns and increases the likely 
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success and uptake of new ideas by teachers who are heavily dependent on how “they 

perceive the motives behind initiatives” (Bryk & Schneider, 2002, p. 22).  

The literature suggests that it is important for school leadership to improve school 

culture, with the aim of creating a learning culture of experimentation and reflection (Senge, 

2004). A school’s social, structural and external learning context profoundly influences 

individual teachers (Stoll, 2009); therefore, its leadership must create and maintain the 

necessary conditions, cultures and structures to facilitate learning and minimise these external 

pressures. It is important that the internal culture is engaging and sustains continuous learning 

of teachers, that it values skill-orientated experiences and enhances opportunities through 

interrelationship and synergy between all involved (Stoll & Bolam, 2004).  

The evidence highlights that the classroom level accounts for greater variance in 

student outcomes than the school level, with the explanation attributed largely to different 

teachers (Creemers & Kyriakides, 2009). The “impact of decisions made by individual 

teachers is far greater than decisions made at a school level” (Marzano, 2003, p. 71); the 

literature advises school leaders to target the building of a school-wide culture that focuses on 

building teacher capacity. Teachers are knowledge workers (Davenport, 2005); they utilise 

their skills, knowledge and imagination to do their work. There is a need for autonomy in 

their role but there must be accountability for their efforts, “knowledge workers are paid for 

their education, experience and expertise, so it is not surprising that they take offense when 

someone else rides roughshod over their intellectual territory” (Davenport, 2005, p. 15). The 

challenge remains of creating a learning climate within individual schools, and within the 

greater educational climate, which focuses on accountability and improvement in education, 

and continues to impact on the culture of schools (Datnow, Park, & Kennedy-Lewis, 2013). 

The literature strongly emphasises that school culture must facilitate dialogue and 

conversation, it must aim to emphasise and facilitate relationships and dialogue between 

teachers (Cavanagh, 2013). Relationships of trust and enquiry are a critical element and are 

fundamental to the success of learning initiatives, and these are what enable the hard effort 

and true collegiality to take place (Stober & Grant, 2010). Trust between teachers and senior 

leaders is vital to building a school culture of learning “without which risks aren’t taken and 

improvement can’t occur” (Stober & Grant, 2010, p. 5). The role of school leaders is to 

ensure that the school environment fosters the belief of teachers that “serious engagement in 

their own learning is part and parcel of what it means to be a professional and they must 
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expect to be held accountable for continuously improving instructional practice” (Stein & 

Nelson, 2003, p. 425).  

The evidence highlights that it is important for school leadership to foster and develop 

a culture where teachers can relate to other people in a culture of experimentation (Senge, 

2004). Pfeffer and Sutton (1999) identify the challenge of the knowing-doing gap; this is the 

barrier of turning knowledge into action and the common risk and tendency to treat talking 

about an initiative as being on par with actually doing something about it. Undertaking 

professional development, in itself, does not lead to instructional change. While an idea for 

improvement of practice may be sound, being sure that it is transferring into the classroom is 

key (Knight, 2010). It is necessary to create a school culture that is supportive of teachers 

being innovative and taking “risks” with their lessons, where they feel comfortable in trying 

new ideas to build their capacity in an environment where feedback and discussion is had in 

honest and truthful ways, a safe environment that helps to build capacity and creates “safe 

spaces and trusting relationships within the academic workplace that allows more of us to tell 

the truth about our own struggles and joys as teachers” (Palmer, 1997, p. 11). 

Summary. 

The wider educational culture influences the internal school culture. The continuous narrative 

focused on standardised testing (Blackmore, 2004) and economic rationalism (Rowe, 2004) 

affects the cultures of schools and the work of teachers. School leaders have a significant role 

to play in building trust between teachers; they are tasked with ensuring the time and 

conditions for teachers to engage in collaborative relationships are available, so they can 

exchange ideas, share knowledge and work together to improve professional practice in order 

to enhance student achievement (Bryk & Schneider, 2002).  

The literature highlights that there has been a move away from the traditional lecture-

by-expert model of instruction towards a pedagogy of collaboration. The role of school 

leadership is to make conditions possible for this to occur; this is particularly vital in complex 

professional development initiatives that require long-term and ongoing professional 

conversations (Wismarth, 2013). A collaborative school culture is seen as a critical factor 

(Fullan, 2007) and the lack of trust and a deficient culture are recognised barriers to the 

development of teacher capacity (Timperley, 2015). 

There is now an established recognition of the impact teachers have on student 

outcomes (Hattie, 2009). The discourse around teacher effectiveness will continue to 
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influence the culture of schools and their efforts to provide professional development 

programs to match the challenge of building teacher capacity (Fullan, 2008). It is the 

important role of school leaders to promote a culture within schools that challenges teachers 

to continually develop their pedagogy and its effectiveness to match this challenge into the 

future (Timperley, Barrar, & Fung, 2007). 

Coaching  

Coaching is centred on collaboration between coach and coachee, with the aim of enhancing 

the potential of the coachee (Standards Australia, 2011). A meta-analysis by Jones, Woods 

and Guillaume (2016) highlighted that workplace coaching provided by internal and external 

coaches, excluding cases of manager and peer coaching, had positive effects on skills and 

individual-level results for coachees and development in organisations. 

While coaching is associated with a wide range of activities, there is increasing 

agreement on the key features of coaching. That is, coaching commonly entails a one-to-one 

dynamic which aims to establish a continuous relationship between the coach and coachee; it 

is within this continuous relationship that an agreement is made which establishes the 

objectives of the relationship aimed at targeting personal and interpersonal skills that grow 

the capacity of the coachee to develop their skills and abilities to be effective in future, and 

which is measured by the achievement of the agreed objectives (Kilburg, 1996; Bono, 

Purvanova, Towler & Peterson, 2009; Smither, 2011; McCauley & Hezlett, 2002; Peterson & 

Hicks, 1997; Jones, Woods & Guillaume, 2016). 

Coaching was initially employed towards reducing deficiencies in performance, 

however, over time there has been a shift towards coaching becoming an extension and 

support to high achieving individuals (Coutu, Kauffman, Charan, Peterson, Maccoby, Scoular 

& Grant, 2009). Demand for coaching as a practice has grown (ICF, 2014), though there is a 

lack of clarity around processes. Variations in practices and models have further clouded the 

aim and focus of coaching, complicating what outcomes should be sought and how these are 

best evaluated (Athanasopoulou & Dopson, 2018). 

The application of coaching in different workplace contexts has added complexity, 

however in the education context coaching has built on the early work of Goldhammer 

(1969), who established the concept of clinical supervision of teacher practice whereby 

supervisors observe teacher practice and then provide feedback concerning classroom 

behaviours. This is suggested to be the basis of coaching as a professional development 
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approach for teachers in the literature (Britton & Anderson, 2010). Joyce and Showers (1980) 

were amongst the first to grow the evidence base in the field of coaching in education, 

conducting some of the earliest studies into coaching as a teaching professional development 

approach, and seeing a positive effect on the implementation of practices in the classroom.  

Distinguishing coaching and mentoring  

As the application of coaching in education has grown, research has emerged which has led 

to inconsistencies and uncertainty regarding definitions, processes, the origins, its purpose, 

and who it is for (Griffiths & Campbell, 2009). This inconsistency and uncertainty have 

further clouded the approaches used and their effectiveness. The comparisons and confusion 

with mentoring has further muddied the discussion due to some of the similarities, however it 

is crucial to establish the distinction between the approaches. 

Coaching is a one-to-one learning and development intervention that uses a 

collaborative, reflective, goal-focused relationship to achieve professional outcomes that are 

valued by the coachee (Smither, 2011). Coaching relies on one professional providing 

support to another in order to develop understanding and practice (Creasy & Paterson, 2005); 

the coach does not need to be a more experienced person in comparison to the coachee in 

regard to the matter to be coached, instead their skills in listening and questioning are crucial 

to establishing the relationship (Jones, Woods & Guillaume, 2016). The coaching relationship 

is built on trust and requires a non-judgemental approach to professional outcome 

development. It is the role of the coach to ensure they support the coachee to genuinely 

examine their practice and support their exploration of courses of action to take to address the 

challenges they have themselves identified (Knight, 2009; Knight, 2011; van Nieuwerburg, 

2012).  

Coaching partners a coach and coachee in a collaborative and systematic process 

which employs behavioural techniques aimed at maximising the personal and professional 

potential of the coachee to enhance their work performance, life experience and personal 

growth (Grant, 1999; ICF, 2014). Coaching is employed in a wide range of scenarios, it 

fosters through a collaborative relationship a positive learning environment which supports 

participants in their development to achieve higher satisfaction with their outcomes 

(Passmore, 2016). Coaching supports educators in their learning and offers opportunities for 

personal and professional growth (Knight, 2009; van Nieuwerburg, 2012). 
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Mentoring is different to coaching and relies on a different relationship between a 

mentor and mentee. The mentor is required to be a more experienced person guiding and 

influencing an individual, focusing on the individual’s role and their professional ability to 

take on a new role and responsibility. A mentor is usually a more experienced colleague; 

someone very familiar with a particular role, who has influence and can use their experience 

to help the mentee analyse their situation in order to facilitate professional and career 

development (Jones, Woods & Guillaume, 2016). In a mentoring relationship the experienced 

mentor imparts their expertise to their mentee, providing direction for their career goals. This 

is different to coaching where the relationship is in place to further the coachee’s own goals 

and the coach is not expected to transfer their experience of their role, as in mentoring, but to 

allow the coachee to explore their own goals. 

Therefore a distinction exists between coaching and mentoring. Coaching focuses on 

performance improvement with the “learner having primary ownership of their goals and the 

coach ownership of the process” (Megginson & Clutterbuck, 2004, p. 4); mentoring on the 

other hand primarily fulfils “the need to up-skill new teachers to ensure that internal 

professional growth is provided for new teachers” (Moss, 2010, p. 47). Mentoring benefits an 

organisation by working with its dominant and preferred culture to maintain the preferred 

status quo and then replicate this in new staff, while coaching is focused on improvement and 

growth in staff (Garvey, Strokes & Megginson, 2010). Coaching is informed by evidence as 

an approach that aims to develop specific goals, knowledge, skills and dispositions without 

the requirement for the coach to have greater experience than the coachee, for example in 

teaching, allowing it to take place between various levels of an organisation with various 

levels of experience. 

The literature highlights significant benefits for staff wellbeing with the 

implementation of a coaching program, and research reports increases in goal attainment, a 

reduction in stress in staff and enhanced workplace wellbeing and resilience (Grant, Green, & 

Rynsaardt, 2010). The fact that coaching incorporates influences from adult education, 

psychology and management means it has gained popularity across numerous industry 

sectors as a professional development approach. It is argued that coaching unlocks a person’s 

potential to maximise their own performance by focusing on helping them to learn rather than 

teaching them (Whitmore, 2002). The evidence shows that coaching participants are more 

capable of finding their own solutions to issues and problems, both in their workplace and 

personal life (Murrihy, 2009).  
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Different coaching approaches 

Over time the knowledge of coaching as a form of professional development has continued to 

grow, with understandings emerging from business, health and education; therefore, 

definitions and understanding have changed (Fletcher, 2007; Griffiths & Campbell, 2009; 

Ives, 2008), giving rise to a plethora of different types of coaching and further understandings 

and uses such as executive, peer, cognitive, and literacy coaching to name a few (Joyce & 

Showers, 1980, 1983). Coaching approaches have emerged from different schools of thought 

on coaching and vary in what they perceive to be the most influential aspects of the approach; 

some approaches are harmonious with others while others take a different approach 

altogether with their aim to develop the coachee. 

One approach to coaching is the behaviourist approach with its aim to change 

behaviour of the coachee at its heart (Stober, 2006); a behaviour-based approach aims to 

support the coachee in changes to their own behaviours in the context of their environment 

and focuses on the actions and complexity of real life (Peterson, 2006). The behaviour-based 

approach aims to support change over time with the relationship between the coach and 

coachee supporting this change. 

 The humanist approach to coaching highlights that human growth and change is above 

all else the main aim of coaching (Stober, 2006). With its origins in the Rogerian humanist 

approach (Rogers, 1951; 1959), it targets the coachee’s principles aiming to develop change 

in coachees to tap into their potential to self-actualise as the key driver of change (Stober, 

2006). The humanist coaching approach is reliant on a strong interpersonal relationship as 

elements of the coachee’s own psyche are part of the whole person and will be part of the 

change necessary. The relationship must be strong to enable exploration of these aspects. 

 The growing popularity of positive psychology provides another approach to 

coaching. This approach is centred on “shifting attention away from what causes and drives 

pain to what energises and pulls people forwards” (Kauffman, 2006, p. 220). The positive 

psychology approach is popular in life coaching and is heavily focused on changing the 

coachee’s perceptions and attitudes to the challenges around them by building on the 

coachee’s strengths, thereby promoting an optimistic approach to drive their future efforts to 

development. The approach centres on the belief that the focusing on the coachee’s positive 

strengths and growing these will lead to improvements in performance and achievement of 

goals (Kauffman, 2006). 
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 Cognitive coaching is a multi-facetted approach predicated on the idea that our 

thoughts and beliefs are central to our performance and a significant barrier to our 

development. Cognitive coaching believes these thoughts and beliefs are malleable by our 

own perceptions and interpretations (Auerbach, 2006). Our feelings and emotions shape our 

perception and cognitive coaching aims to mould inaccurate cognitions, with the role of the 

coach being to assist the coachee to overcome perceptions which may not be helpful or are 

actively affecting their performance (Burns, 1980).  

 An adult learning coaching approach aims to build reflective practice in the principles 

of andragogy (Knowles, 1980), the process whereby adults learn by reflecting on their 

experiences, and these experiences are drawn out by coaching stimulate experiential learning 

(Kolb, 1984). The adult development approach to coaching draws on the past experiences of 

the coachee to support them in addressing future challenges and in this it shares some 

similarities with goal-focused approaches; that is, that adult learning seeks to support the 

coachee to address challenges they will face in their future by helping them to look back at 

past experiences where these skills and encounters may have manifested similar necessary 

lessons (Cox, 2006). 

 Cavanagh (2006) highlights that the complex nature of human interaction is based on 

context. We react to instances before us and our responses exhibit patterns of behaviour 

which are often automated, and which adjust to the feedback we receive; this is the focus of a 

systemic coaching approach which targets this reality and “is a journey in search of patterns” 

(p. 313). Systemic coaching identifies behaviours and asks the coachee to examine them in a 

new light for their development, recognising the complexity and unpredictability of the 

coachee’s environment and how they respond to the context they find themselves in (Ives, 

2008). A systemic approach emphasises coachee change to empower them to respond to 

circumstances differently to improve performance, taking into account the coachee’s 

circumstances and context (Cavanagh, 2006; Ives, 2008). 

 An approach which is popular in education is instructional coaching; this approach is 

focused on goal setting, feedback and modelling to the coachee as part of their coaching 

interaction (Knight, 2007; 2009). The instructional coaching approach relies on the 

relationship between the coach and teacher, a “partnership philosophy” that is based on the 

principles of equality, choice, voice, dialogue, reflection, praxis, and reciprocity (Knight, 

2007). The instructional coaching approach is a goal setting approach, but it integrates this 

with explanation and modelling to the coachee to provide feedback which guides their future 
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actions. The goal setting in the instructional model focuses on instructional practices itself 

and coaching in this model is central to practice change in the classroom primarily; in this 

way it shares similarities with other models which set goals such as GROW, however beliefs 

and values of the coachee in the instructional model are not as central to their capacity 

building. 

 The goal-centred coaching approach is solution focused and driven to “help 

individuals regulate and direct their interpersonal and intrapersonal resources to better attain 

their goals” (Grant, 2006, p. 153). This targeted approach to coaching asks coachees to create 

goals and outline the specific actions they will take to fulfil these goals. In this approach the 

coach’s role is to question the coachee about their goal development and to raise awareness 

of their performance, providing feedback to ensure the coachee’s actions are consistent with 

the goals they have created and aim to achieve (Whitmore, 2009). The coachee’s life values 

and core beliefs are important to a goal-centred approach; the beliefs they hold are a driver of 

success and the coaching interaction helps to support these by promoting the positive results 

they hope to attain in harmony with the goals they have set (Grant, 2003). 

 The context of the specific environment can suit a variety of models, each with their 

focus on aspects which will be beneficial to the organisation. In an educational environment, 

especially, trust is a significant consideration when selecting a model which will be employed 

and therefore the model implemented should take into consideration the approaches 

holistically (Knight, 2015, van Nieuwerburgh, 2017).  

Coaching and the opportunity for collaboration and feedback. 

Feedback sits at the crossroads between two human needs: firstly the need to learn and grow 

and achieve mastery in what we do, be it at work, hobbies or in personal pursuits we may 

enjoy; and secondly we also have a need to feel accepted, respected and safe in the 

community and groups we are part of and whose interaction we value. Learning about 

ourselves is a challenging, difficult and often painful process. Our own sense of self, who we 

are and sense of identity matter to us deeply, as does how others perceive us; we care whether 

others see us as fair, hardworking, intelligent or kind (Stone & Heen, 2015). 

When we receive feedback we react to it according to three main tensions or 

“triggers” (Stone & Heen, 2015); these tensions centre firstly on the truth of the feedback and 

how accurate we see it as a reflection of us and our actions, secondly the identity we hold as 

part of our self-theories (Dweck, 2013), and finally the relationship we have with the 
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feedback provider. It is important to understand that these to a great extent guide how we 

receive, acknowledge and act on the feedback we are given and therefore it is crucial to 

dialogue and interaction between professionals and initiatives aimed at building capacity to 

be aware of and harness feedback opportunities. 

The receiving of feedback makes us consider instantly whether we believe it to be 

accurate and truthful. This can create tension due to the realisation that current performance 

is not at the desired level, it can hit close to home and be an uncomfortable reality. In 

teaching we have the added identity of the teacher and the joys and challenges of teaching are 

at the forefront of the teacher’s mind and therefore will affect all they do (Palmer, 1997). 

Feedback in coaching must acknowledge this reality or risk that the coach’s feedback could 

be seen as new instructions to the teacher solely about “correctness” (Kulhavy, 1977, p. 212). 

Feedback on teaching must be information with which the teacher can “confirm, add to, 

overwrite, tune and restructure information in memory” (Winne & Butler, 1994, p. 5740). 

The feedback could be information, such as domain knowledge, meta-cognitive knowledge, 

belief about self and tasks, or cognitive tactics and strategies. 

How we receive feedback is governed by self-theories and mindset, whether we have 

a fixed point of view or room for growth. The reality we have built around our identity may 

lead us to discredit and/or reject feedback altogether. Our self-theories have consequences for 

our achievement and wellbeing and form our identity; these can be triggered by the feedback 

we receive and manifest as a strong reaction to feedback, which challenges our understanding 

of ourselves (Dweck, 2013; Stone & Heen, 2015).  

Feedback is also importantly affected by our relationship with the feedback provider. 

Within our relationship with the person providing the feedback, we place a level of credibility 

on it and that impacts how feedback is received; if the relationship is deficient it may lead us 

to reject the feedback on the basis that the person providing it does not understand or has a 

deficient view of our work, effort or the challenges we may be experiencing, whereas if the 

relationship is strong there is more likely acknowledgement of the challenge present and a 

desire to work towards it (Stone & Heen, 2015).  

The need for collaboration to understand our impact comes from our own relatively 

low awareness level; much of who we are and what we do is outside of our conscious 

awareness (LeDoux, 2002). When teachers collaborate, they raise their awareness leading to 

the acquisition of skills, which “left to their own devices would lead to partially effective 
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methods or the consolidation of bad habits” (Whitmore, 2009, p. 35). Collective efficacy is a 

valuable way in which teachers can engage in discussions about their intellectual work 

(Kennedy, 2016). The aim of coaching interactions in education is to maximise feedback to 

teachers about their impact, providing ongoing support and feedback on their practice 

(Knight, 2010). Coaching interactions in education can facilitate the work of teachers in 

collaborating as evaluators of their impact; this collaborative efficacy supports teachers in 

working together to understand their impact and influences their beliefs, behaviour and 

motivation (Bandura, 1993). The literature posits that when teachers evaluate their impact 

collectively they can have a significant effect of 0.93 on student outcomes (Eells, 2011; 

Hattie, 2015), this is possible due to a collective focus around achievement and teacher 

practice aimed at improving practice together (Hattie & Zierer, 2018). Coaching provides a 

structured and positive approach for educators, offering opportunities for personal and 

professional growth (Knight, 2009; van Nieuwerburg, 2012), a collaborative process in a 

respectful, factual and non-judgemental manner that raises the awareness and responsibility 

of the teacher in the classroom of their obvious and not so obvious impact (Whitmore, 2009). 

Coaching can be used as a methodology to engage coaches and teachers in 

“professional dialogue” with a specific aim to build the capacity of teachers (Lofthouse et al., 

2010). The concept of professional dialogue as a way of building knowledge emerges from 

the idea that the professional knowledge of teachers is developed through conversations due 

to teachers’ interactions with each other and that these conversations lead to the construction 

of meaning of their practice (Orland-Barak, 2006). The quality of these conversations 

becomes crucial to raising their awareness and responsibility (Whitmore, 2009). With the 

educational reality of teacher isolation (Glickman, 1990) it is rare to find teachers engaged in 

ongoing and focused conversations about teaching and learning (McLaughlin & Talbert, 

2001; Nuthall, 2007). 

When giving feedback, the relationship is key as teachers often perceive feedback 

through the lens of their existing experiences of a student/teacher relationship intertwined 

with a correctional view (Kulhavy, 1977). Coaching feedback relies heavily on being devoid 

of criticism and being moored in collegiate practice to promote open dialogue about practice 

that facilitates feedback (Cordingley, Bell, Rundell, & Evans, 2003); therefore in a peer 

environment feedback must be purely factual and non-judgemental (Munson, 1998).  

The aim of coaching in education supports teachers in the implementation of the most 

effective and evidence-based pedagogical practices (Knight, 2007). In the implementation of 
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the feedback process it helps teachers reduce discrepancies between current understandings 

and performance and a goal (Hattie, 2007). The coaching process finds it paramount to ensure 

that the emphasis remains on teachers as the central core of the coaching model, importantly 

reasserting the role of the coach not as a teacher of teachers but instead as a support where 

they work with teachers, helping them to imagine and create another reality, helping them to 

engage in regular, reflective discussions about instruction and the impact they are having in 

the classroom (Guiney, 2001). 

The selection and skills of coaches.  

Understanding around the selection and skill of coaches has evolved alongside growing 

interest in coaching in education; for a time the evidence was unclear on which specific skills 

or backgrounds made a difference in the effectiveness of coaches (Kampa & White, 2002). 

The work of Creasy and Paterson (2006) highlighted five key skills required in effective 

educational coaches. These include a coach’s ability to establish rapport and trust with their 

coachee, the ability for them to listen for meaning in the conversation, their skill in 

questioning for understanding, their influence in prompting action, reflection and learning in 

the coachee, and their ability to develop confidence including celebrating success. Evidence 

further suggests that the age, level of education and work experience of coaches does 

influence the perception of the quality of the coach and influences their credibility and the 

likelihood coachees will be open to being coached (Feldman & Lankau, 2005).  

The reason for the selection of specific coaches by individual organisations lacks 

clarity; a range of reasons are often provided such as background or skills valued by the 

organisation. The matching of coaches to coachees is largely uncertain in education, 

organisations match coaches for a range of reasons including administrative convenience, 

skills, perceived need or desirable knowledge (Feldman & Lankau, 2005). 

The coach and coachee must both display skills, attitudes and a desire to improve 

practice (Zwart, Wubbels, Bergen, & Bolhuis, 2009). Structured coaching conversations 

provide a way by which the teacher being coached addresses their challenges and goals for 

development, becoming most effective as professional development where teachers 

collaborate with other teachers on planning for impactful learning and teaching (Hattie, 2009; 

Kennedy, 2016). The skills of the coach are not focused on specific content knowledge but 

rather personal development, and are transferable and applicable to a variety of scenarios 

(van Nieuwerburgh, 2012).  
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The evidence suggests that questioning in the coaching conversation is aimed at 

achieving without the need to specify content knowledge. There is evidence to suggest that 

coaches must not only have expertise in the coaching process and model but also high impact 

instructional practices (Knight, 2013). Dialogue is fundamental to coaching; the questions 

coaches ask are crucial to their coachees in order for them to explore their ideas. Coaching as 

a development and learning approach must grant coachees the opportunity to feel they can 

discuss their challenges with their coach to clarify the course of action around issues that are 

key to them, in order to produce significant changes in behaviour and patterns of thought 

(Carnell & Lodge, 2002; Sparks, 2005). 

Coaching for professional development.  

Whitmore (2009) posits that what coaching involves is just as important as how coaching is 

done, defining coaching as a focused supportive relationship between the coach and coachee 

with the “coachee acquiring facts not from the coach but from within themselves” (p. 9). The 

coaching interaction aims to stimulate reflexivity around teacher practice, asking teachers to 

reflect on how their teaching actions have had impact in the classroom (Hattie, 2009). The 

coaching interactions involve one-to-one conversations focused on the enhancement of 

learning and development. The aim of these conversations is to increase the coachee’s self-

awareness and sense of personal responsibility; the coach facilitates the self-directed learning 

of the coachee through questioning, active listening and appropriate challenging in a 

supportive and encouraging climate (van Nieuwerburgh, 2012; Campbell & van 

Nieuwerburgh, 2018).  

The variety of coaching models gives rise to the variety of coaching types within 

education; the work of literacy coaches, for example, focuses naturally on literacy issues, 

while “educational and instructional coaches focus on a broader range of instructional issues 

of the teacher, sharing a variety of effective practices which address classroom management, 

content enhancement and specific teaching practices” (Knight, 2007, p. 13). There are 

similarities between the different coaching types, with parallels in their aims of 

“establishment and development of healthy working relationships by surfacing issues, 

addressing these through feedback, solving problems and offering a process within which 

people can develop” (Goldsmith, Lyons, & Freas, 2000, p. xviii). 

A fundamental aim of coaching is to develop reflexivity and bring attention to the 

importance it plays in developing practice in a plethora of professions. Reflection is 

necessary for learning as the most crucial skills we employ in our roles are often hidden from 
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us whilst we do them (Schön, 1987). The concept of reflexivity is key to teacher learning 

(Handal & Lauvas, 1987; Schön, 1983), as by reflecting on practice teachers think about how 

they may do things differently in the future (Killion & Todnem, 1991). Coaching models aim 

to provide a construct and process whereby reflexivity can be developed, and have been 

found to successfully instil this reflective practice in teachers (Berliner, 1984; Jackson, 1968). 

The ability of coaching to promote regular contact and make feedback time possible leads to 

an increase in learning conversations, and the modelling of practice and feedback between the 

coach and participant (Rice, 2012; Robertson, 2005).  

The conversation is important in coaching and is seen as fundamental to change. By 

changing the conversation, the aim is to also change everything that surrounds it (Amabile & 

Kramer, 2011; Groysberg & Slind, 2012; Jackson & Waldman, 2011). The aim of coaching 

for teachers is centred on the enhancement of pedagogical practice and focuses on learning 

rather than compliance, “encouraging the person being coached to take on greater 

responsibility for their own learning” (Hunt & Weintraub, 2002, p. xiv).  

The coaching process. 

The effectiveness of coaching relies on it being done well (Gawande, 2011), while the aim of 

models is to propose a structured process of coaching that is reliant on a continuous cycle of 

identifying, learning and improving (Knight, Elford, Hock, Dunekack, Bradley, & Deshler, 

2015). The literature highlights that, though coaching models propose a continuous cycle, 

“there appears to be no consensus as to what a typical coaching model should look like” 

(Hooker, 2013, p. 130). The various coaching models available aim to address different 

challenges in a continuous learning way; however, there are some consistent steps shared by 

different models.  

Gregory, Beck & Carr (2011) posit that the application of a Control Theory 

framework to coaching provides structure to the coaching process for feedback and goals and 

that development of self-regulatory mechanisms is key to facilitating changes in behaviour of 

the coachee. In light of this, the coaching process relies on behavioural regulation; through 

the goals set and the feedback received it elicits a response to be manifested in a change in 

behaviour in order to reduce the disparity between the goals coachees wish to achieve and 

their current performance (Carver & Scheier, 2001; Johnson, Change, & Lord, 2006). The 

coaching process provides opportunities for the coachee to explore their own complex human 

behaviours and provides support to learn self-regulatory behaviour through monitoring the 

learning process and reviewing their performance (Schmidt & Ford, 2003). A Control Theory 
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framework helps develop a structure for the coaching process, which develops coachees’ self-

efficacy by providing feedback on goals in a consistent environment which provides support 

for learning (Gregory, Beck & Carr, 2001). 

A widespread theme through the research suggests that models address the interaction 

of respectful questioning and discussion, the coach and teacher collaborating to set a goal and 

select a teaching strategy that will be suitable for achieving the goal. The teacher and coach 

set a goal and choose a teaching strategy, the teacher implements the strategy and the coach 

visits to observe the implementation in practice. The final step involves the coach monitoring 

and reporting back to teachers their observations, asking the teacher to reflect on these and 

whether they have achieved the goal/target (Knight, 2013).  

A common three-stage process includes a pre-conference, observation of practice, and 

a post-conference. The models express the importance of voluntary participation, with 

coaching remaining an invited process directed by the inviting teacher and not the coach. The 

process is driven by teachers sharing teaching experiences, conceptualising teaching as a 

narrative act, and providing a non-threatening way for teachers to share their pedagogical 

knowledge and gain feedback (Shulman, 1991). Figure 2 details a common process across 

coaching programs. 

 

 

Figure 2: Model of coaching practice adapted from Knight (2013) 

1. Coach uses 
questioning 

techniques to help 
the teacher clarify 

the particular aspect 
they wish to address

2. Teacher with the 
help of the coach 
identifies the goal 

and the strategy that 
will be implemented 

as well as what 
success will look like 

3. Coach observes 
the teacher in the 
classroom as they 

implement the 
strategy  

4. Coach discusses 
with the teacher 

their observations 
and provides factual 

feedback 

5. Teacher reflects on 
the feedback and 

observations in order 
to address further 

changes
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The importance of the coaching relationship.  

Coaching models place a great deal of emphasis on relationships between professionals and 

their interactions in the workplace. Conversations in the workplace are seen as significant as 

“a conversation amongst individuals must be based on mutual respect, equality, a willingness 

to listen and to risk one’s prejudices and opinions” (Bernstein, 1983, p. 220). 

The literature considers the relationships of educators within the education field to be 

especially unique, with mutually respectful relationships a crucial part of interactions 

regarding teacher professional learning. Coaching emphasises and prioritises the personal 

relationship (Hargreaves, 2010). The evidence suggests that educators are more resistant to 

professional learning that tackles something new in their pedagogy, more than professionals 

outside of education, and this is vital to overcoming the challenge of forming significant 

relationships, which is key (Comer, 2001).  

Human relationships rely on status and social positioning. We seek equity in 

conversation; this relies on the value and acknowledgement of others’ choices made as 

professionals and “if others act by talking down to us we may feel it is appropriate to act 

childish by being passive aggressive” (Schein, 2009, p. 25). The work of teachers involves a 

set of tasks and human relationships that are structured in a unique way, which reminds us of 

the complexity of tasks and important relationships teachers undertake each day (Connell, 

1985). Teachers who lack a coaching relationship and who encounter a particularly 

challenging aspect of their role will see seeking assistance from a coach as a sign of 

incompetence (Rosenholtz, 1989). Coaching relationships must always focus on the capacity 

building of teachers; the interactions must be close to a teacher’s classroom practice, skills, 

knowledge and dispositions, and centred on the teachers’ classroom teaching efforts so as to 

achieve improvements in pedagogical practice (Cohen & Hill, 2001; Garet, Porter, Desimone, 

Birman, & Yoon, 2001; Penuel, Fishman, Yamaguchi & Gallagher, 2007). 

The importance of the power balance in the coaching relationship is an important 

consideration, a sense of reciprocity is required in the relationship between the coach and 

teacher. The relationship must demonstrate that staff acknowledge and defer to one and 

another’s knowledge and skill and that coaches need to develop this knowledge and skill 

(Heineke, 2013). The focus should always be on improvement and not criticism. The coach 

must work just as hard at observing and conferencing in the coaching role, as the teacher in 

the teaching role (Little, 1985). Knight (2007) reinforces this emphasis on the relationship 

between the coach and teacher, referring to it as a “partnership philosophy” that is based on 
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principles of equality, choice, voice, dialogue, reflection, praxis, and reciprocity. The 

literature suggests that the “partnership philosophy” is an effective way to conduct the 

relationship in coaching; teachers learn more and stay more actively engaged than with 

traditional professional learning sessions, and are four times more likely to implement 

teaching practices in a partnership approach than those learned during traditional professional 

learning sessions (Knight, 2007). 

The manager as coach raises some issues that must be taken into consideration. 

Managers must be aware of building trust in the relationship and actively aim to put to rest 

concerns of privacy and confidentiality. Due to the rapid and widespread implementation of 

coaching, managers have been upskilled to utilise these skills in their roles; with the 

implementation and practice of these, a growing competence and proficiency develops 

(Clutterbuck, 2008). Effective coaching is not just about giving feedback on a problem but 

also helping the coachee explore solutions in a frank and trusting relationship (Hunt & 

Weintraub, 2002). 

The concept of trust in coaching interactions is widely reinforced in coaching as being 

crucial to the initiative “in building trust, the relationship therefore is vital, it must be 

collaborative” (Robbins, 1991, p. 17). When trust is deficient staff may feel apprehensive 

about exposing their areas of concern in teaching pedagogy to the coach, as coaching can 

place teachers’ self-esteem and professional respect on the line, making them feel vulnerable 

(Little, 1985). The literature emphasises that it is crucial that a culture of trust between the 

coach and teacher is present and within the organisation. The development of trust is crucial 

to the success of coaching and time must be given to establish trust between the coach and 

coachee (Robertson, 2005; Wenger, McDermott, & Snyder, 2002). The evidence advocates 

for the development of confidentiality and trust, going as far as participants signing 

confidentiality agreements to reinforce that coaching will not expose their pedagogical 

challenges to outside parties (Knight, 2015; Rice, 2012).  

The vital importance that confidentiality and trust play in coaching is almost 

exclusively confidential; the development of teachers’ capacity means teachers must feel free 

to expose themselves and their vulnerabilities (Knight, 2007). Fullan (2011) disagrees, stating 

that in change initiatives transparency is key; however, this is likely to be for cases where an 

open culture exists. Knight (2007) argues that consistency is key, if confidentiality is 

promised then it must be followed through. 
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Culture and coaching. 

The external and internal culture of education greatly impacts professional development 

initiatives. Coaching relies on feedback to teachers about their practice; however the response 

of teachers to feedback on their practice is heavily influenced by “the culture of the 

organization, which in turn is influenced by the educational climate” (Hattie, 2007, p. 104). 

The organisational culture frames the circumstances around the acceptance of feedback and 

where there is a culture of distrust, feedback and the presence of a coach will instil a sense of 

encroachment on the teacher, leading to the coaching program and coaching interactions 

feeling mandated (Helmer, Bartlett, Wolgemuth, & Lea, 2011). The literature highlights that 

concerns over confidentiality of coaching interactions are commonplace, with experienced 

teachers cynical of multiple professional learning initiatives which they may have 

experienced (Knight, 2010). 

A common focus of coaching models is facilitating teacher learning from authentic 

opportunities that allow teachers to reflect on their learning and connect it to their practice in 

the classroom (Stober & Grant, 2010). Through effective questioning techniques, the coach 

opens up diverse perspectives on practice, questions pedagogical practice in respectful ways, 

and openly and honestly pushes the teacher to themselves reflect deeply in ways that 

challenge their thinking (Stober & Grant, 2010). The exploration of a teacher’s personal 

teaching habits aims to explore new pedagogical ideas (Knight, 2007), and an effective 

coaching model therefore becomes the catalyst for improving teaching as it fulfils the 

necessary requirements for capacity building through supportive modelling, observation, and 

feedback, allowing for learning about practice in practice (Darling-Hammond, 2010). 

The pre-conference, observation and post-conference stages of coaching models 

provide the opportunity for teacher reflection and development to occur. Out of the learning 

conversation, the inviting teacher analyses the student behaviours highlighted to them by the 

coach, by which they then gain valuable insight into their practice and plan how to approach 

it differently in the future (Robbins, 1991). The result is an increase in the teacher’s 

knowledge and a new capacity to “do what is demanded of them” (Honadle, 1981), 

comprised of the “complex blend of motivation, skill, positive learning, organisational 

conditions and culture, and infrastructure of support; put together, it gives individuals, groups 

and ultimately whole school community the power to get involved in and sustaining learning” 

(Stoll et al., 2006, p. 221). 
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The interaction between these necessary conditions, cultures and structures warrants 

more investigation. There is an argument that the development of school-based coaching 

initiatives requires,  

a considered culture of trust and enquiry, a critical and often overlooked 

element that enables hard effort and true collegiality to take place. This is 

both trust between teachers and between teachers and senior leaders, 

without which risks aren’t taken and improvement can’t occur (Stober & 

Grant, 2010, p. 5). 

Considerations for the implementation of coaching. 

The literature covers the challenges and considerations in the implementation of a coaching 

form of professional development. The most challenging concern raised around the 

implementation of coaching professional development is the lack of time (Donegan, 

Ostrosky, & Fowler, 2000). Time is often raised as a concern, especially where the 

professional development of teachers is concerned; it is argued however that the quality of 

coaching interactions and a focus on high impact teaching practices is of greater importance 

rather than a blanket focus on the number of hours spent coaching (Kraft, Blazar, & Hogan, 

2016). 

The concerns of inadequate training for coaches and financial support of programs 

emerge as a reason for failure (Adejare Aderibigbe & Adekemi Ajasa, 2013), as does the 

significant challenge for coaches of affirming teachers but preventing themselves from 

ultimately dominating the talk and reducing the opportunity for teachers to reflect (Heineke, 

2013). 

Summary. 

Coaching aims to structure a process for facilitating collaboration and feedback to the teacher 

on their practice. The evidence suggests that it can successfully support the implementation 

of strategies in the classroom (Alexander, Murphy, & Woods, 1996; Hord, 1997; Knight, 

2010; Wood, 2007). Teachers collaborating to evaluate their impact have a significant impact 

on outcomes (Hattie, 2015); coaching aims to facilitate collaboration by engaging teachers in 

professional dialogue with the goal of building their capacity (Lofthouse et al., 2010). It is the 

aim of the coaching process to raise awareness of a teacher’s obvious and not so obvious 

practices (Whitmore, 2009), leading to positive benefits for staff wellbeing, a reduction in 

stress, and an increase in goal attainment (Grant, Green, & Rynsaardt, 2010).   
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There are inconsistencies around the field of coaching in education, while definitions 

and a lack of clarity around the processes and models have led to confusion (Griffiths & 

Campbell, 2002). There is a lack of empirical evidence suggesting which skills are necessary 

for coaches, and similarly how coaches should be allocated and selected also is unclear 

(Kampa & White, 2002). There is evidence that suggests that coaches must have knowledge 

of the model they are applying and high impact instructional strategies (Knight, 2010); the 

age and work of experienced coaches has also been shown to influence the perception of 

coach quality (Feldman & Lankau, 2005).  

The common model of coaching follows a pre-conference, observation of practice and 

post-conference format; trust and a partnership approach enhance the process (Knight, 2007). 

The relationship and the trust built are continually reinforced as key factors (Bernstein, 1983; 

Comer, 2001; Connell, 1985; Knight, 2007, 2015). A lack of trust and collegiality is known 

to lead to staff being apprehensive about exposing their pedagogical weaknesses (Little, 

1985). Organisational culture plays a part in the implementation of learning initiatives; where 

trust is deficient in the culture it is likely that coaching will be hindered by the culture of the 

organisation (Bryk & Schneider, 2002; Drucker, 1985; DuFour, 2003; Knight, 2010; Opfer & 

Pedder, 2011), and where the culture is distrustful, coaching can instil a sense of 

encroachment on the teacher’s practice (Helmer, Bartlett, Wolgemuth, & Lea, 2011). 

The GROW Coaching Model 

Grant (2011) states that some form of model for coaching structure or sequence is an 

essential element to any coaching conversation. A model facilitates the process with a 

structure and supports coaches in their work with coaches, who can follow the model as a 

rational and predictable approach to goal setting and attainment. A range of models and 

structural designs for coaching exist; however, the GROW coaching model remains one of 

the most well-known and utilised models, being utilised by more than half (53.2%) of 

coaching practitioners (Palmer & Whybrow, 2006). 

The GROW model is non-linear and encourages the coach to move around the phases 

of the model with the coachee as they reflect on their thinking. While the coachee may start 

with a broad Goal, the coach moves the coachee back and forward in their thinking between 

the model’s Reality and Options phases before ending with an agreed set of actions generated 

by the coachee. The principles of the GROW coaching model originate from the work of 

Harvard educationalist and tennis expert Timothy Gallwey (1974). The literature cites his 

pioneering work in the design and style of the model, which continued to evolve through the 



 

 47 

mid-1980s as a systematic and targeted approach to coaching (Whitmore, 2002). Gallwey’s 

(1974) model was primarily targeted toward sports, particularly the game of tennis; in it he 

highlights that there are two parts to a tennis player’s game, the “inner game” and the “outer 

game”; while the outer game is concerned with mastery of skills such as movement, 

positioning, racket technique etc., the inner game is in the mind and focuses on the self and 

the cognitive challenges that can overcome their technical ability. 

Gallwey (1974) argued that how the player views themselves and their capacity 

impacts significantly on their game, the way in which they approach their fears and doubts, 

and the processes they take to overcome these inner challenges and obstacles is the key to 

success. The “inner game” challenge is harder to overcome than the opponent the athlete 

faces, and it is the important work of the coach to help remove or reduce these internal 

obstacles to performance in order to maximise the effectiveness of the player and allow them 

to become consciously aware of their actions and thoughts. 

Gallwey’s (1974) approach was challenged and few sports coaches accepted it 

initially; primarily this was due to their fear that such an approach would render their 

expertise obsolete and the process undermined their egos as the sole source of wisdom in the 

game. In the business sphere, however, this was not the case and his approach was well 

received and regarded as a powerful method, which led to it being applied in business where 

it resonated with individuals as a professional development tool for management capacity 

(Whitmore, 2002). 

The GROW model approaches development through a sequence of questioning that 

aims to raise awareness and responsibility in the coachee, influencing them to draw on their 

own thought processes to clarify the goals they wish to achieve, the current challenges they 

face in achieving their goals, the opportunities available to them towards their intended goal, 

and the setting of concrete alterations they will make to their behaviour toward the fulfilment 

of their goal. Whitmore (2000) argues that this approach to developing the capacity of staff 

can be utilised in numerous situations, regardless of industry, with the role of the coach, 

regardless of position, being one of feedback provider and facilitator of the process, working 

through the steps of the model and “sequence of questioning”. The importance of choice in 

coaching is crucial. Coachees must be free to act once they are aware of the challenges they 

face as individuals (Knight, 2010), using feedback that is factual and devoid of criticism 

(Cordingley, Bell, Rundell, & Evans, 2003) to make choices regarding the changes they wish 

to make thereby taking ownership over the success of strategies. 
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In the coaching field a range of approaches and styles exists (Ives, 2008), therefore an 

emphasis on the approach taken in the implementation of the GROW model is important. 

While the coach’s approach can take many forms, two common approaches to coaching with 

the GROW model are the developmental approach and the solution focused approach. The 

solution focused approach emerges from work in therapy in the 1960s and at its heart sees 

coaching as an intervention where it is possible for the client or coachee to solve their 

challenge. In this approach the role of the coach is to facilitate the discussion towards 

constructing a solution (Berg & Szabo, 2005; O’Connell, 1998). The challenge in a solution 

focused approach to coaching using the GROW model is ensuring that the coachee views a 

solution as possible, and moving the conversation away from a simple discussion of the 

problem they face, which can be a significant challenge for some. The solution focused 

approach is supported in the research as an effective approach to coaching (Grant, Green & 

Rynsaardt, 2010), seeing coaching as an opportunity to support the coachee in solving the 

challenge without focusing on the origins of that challenge, drawing attention instead to 

enacting actions which will target the concerns of the coachee and supporting them to 

develop a solution to their challenge. 

A further approach considered in the implementation of GROW is the developmental 

approach to coaching. This approach aims to support the coachee in changing, whereby the 

coach sees potential in the coachee and supports them in developing skills over time (Sperry, 

2002). The developmental nature aims to create an experience for the coachee that develops a 

permanent change in them over time to build their capacity, and takes into account their 

context in a holistic manner (Cox & Jackson, 2010). In a developmental approach the goals 

of the coachee are considered first and foremost, rather than the goals of the organisation, 

goals which are driven by the individual’s own desire to develop and learn from their work 

and situation, emphasise change beyond the current challenge and build long-term personal 

attributes that can be applied in a variety of scenarios to address future challenges (Hunt & 

Weintraub, 2002).  

When selecting an approach for GROW, the context and the environment must be 

considered together with the challenges faced by the individuals and not viewed as a side 

issue to deal with separately; an implementation that ignores this risks making the coaching 

intervention a quick fix that is unlikely to be seen positively by staff, leading to the failure of 

the initiative (Knight, 2010; van Nieuwerburg, 2012; Whitmore, 2002). The “sequence of 

questioning” of the GROW model cannot be possible “without the context of awareness and 
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responsibility and skill of questioning” (Whitmore, 2002, p. 56). Coaching must aim to move 

the coachee back and forward between the questioning sequence to encourage reflection on 

their context, to check whether the intended actions will indeed achieve the goals. The 

questions in the conversation help to facilitate the relationship by demonstrating curiosity 

from the coach and an interest in the teacher’s challenges, the fundamental components to 

building the coaching relationship and establishing a development approach (van 

Nieuwerburgh, 2017). 

Van Nieuwerburgh (2012, 2017) argues that the humanistic Rogerian Theory of “way 

of being” (1951, 1959) is fundamental to coaching in the education context and that the “way 

of being” is central to a coach’s approach and implementation of the GROW model. Rogers 

(1951, 1959) believed that human beings have a “constructive tendency” and that in taking a 

humanistic approach centred on the individual, it is vital to emphasise empathy for improving 

behaviours and shaping human personality. This approach is supported by a “way of being” 

that is central to interactions, which allows for the necessary conditions to support the self-

actualisation of the coachee and the development of the relationship for success. 

The educational context favours a humanistic approach, the “way of being” informs in 

particular the coach’s interaction and approach to be implemented toward a humanistic 

coachee-centred perspective founded on the principles of promoting positive change (Rogers, 

1951, 1959, 1980) and self-actualisation (Stober, 2006). This approach to GROW seeks to 

alter the behaviour of the coachee with an acknowledgement of their context and reality 

(Peterson, 2006; van Nieuwerburgh, 2012, 2017). Increasingly, over time, strong links have 

been made to the positive psychology model of Kauffman (2006), building on strengths and 

encouraging the coachee’s positive emotions as a driver for change in behaviour, but above 

all remaining a goal-focused and “goal-oriented process” (Grant, 2006, p. 156). The 

humanistic approach is particularly supportive of contexts where a holistic approach to self-

actualisation is valued; in education this is particularly poignant where it is important to 

understand the experiences and perceptions of individuals whose behaviour is affected by 

stressors and anxiety (Rogers, 1980), especially in the current environment where teachers 

face increased scrutiny and evaluation, together in many cases with a lack of resources and 

diverse student populations (MacKenzie & Marnik, 2008). 

Knight (2010) reminds us that teachers will very often resent professional 

development initiatives that tell them strategies they must implement but that do not afford 

them the support they need for their implementation, negating a conceptualisation and 
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approach where the GROW model and coaching is applied in a command and control nature. 

The command and control attitude, particularly to business, has for a long time dictated that 

the best approach to development is to teach others the best way of doing things and evaluate 

that performance (Ibarra & Scoular, 2019). The application of the GROW model can follow 

this command and control approach, however where the coach directs and instructs the 

interactions with the coachee it curtails the coachee’s autonomy and choice and renders the 

coaching interaction to a focus on processes and outcomes desired by the organisation with 

little consideration for the coachee’s development. The effect of this approach in the 

application of GROW conveys to coachees that the coach has the “right” answer and the only 

value is learning it, thereby devaluing the coachee’s own experience and undermining their 

ability to self-actualise (Stober, 2006) as they are subtly informed that they are unable to 

resolve the challenges they face without the solution coming from elsewhere, thus further 

disempowering and demotivating staff. The reliance of the coachee on the coach increases 

with this approach as they lose confidence in their ability to self-regulate their own 

surroundings and defer decision-making capacity to others. 

The application of the GROW model in contexts where the manager is also the coach 

hinges on a more humanistic approach and therefore it relies on coaching that is more than 

just a process. The skills and attributes required in coaching requires that coaches enhance 

trust, choice and autonomy and exhibit a humanistic “way of being” (Rogers, 1980; 

Whitmore, 2002; van Nieuwerburg, 2017). Being a coach, 

demands the highest qualities of a manager, empathy, integrity, and 

detachment, as well as a willingness to adopt a fundamentally different 

approach to their staff; the manager may have to cope with some initial 

resistance from staff, suspicious of any departure from traditional 

management, they may fear the additional personal responsibility implicit 

in a coaching style of management (Whitmore, 2002, p. 20). 

A command and control approach can build resentment in staff and engender 

resistance to any efforts for improvement that may be put in place (Ibarra & Scoular, 2019), 

and as organisations continue to move away from the command and control approach 

towards a desire to build learning organisations (Senge, 2006) the role of the manager is 

becoming more the role of a coach, this “moves away from traditional command-and-control 

practices and toward a model in which managers give support and guidance rather than 
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instructions” (Ibarra & Scoular, 2019, p. 4). In this approach GROW can be utilised in a more 

humanistic and client centred (Rogers, 1980) approach for development of the coachee in a 

range of ways, adopting methods to suit the desired conceptualisation of the coaching 

interaction. Whitmore (2002) argues that managers can be coaches; however, they must be 

aware of their actions and ensure they gear their efforts towards being a support and not a 

threat to their staff. The manager, as a coach, requires a departure from the traditional 

management style of dictating through control, fear, blame and punishment. This model of 

management is the experience of many managers, which has led them to act in the same way 

as their experience of their role models with the first instinct to behave that way when they 

attain some position of authority. A coach cannot dictate what actions a coachee should take; 

instead they master the ability to unlock the potential of the coachee to maximise their own 

performance (Whitmore, 2009).  

The education context poses challenges and important considerations regarding the 

approach and conceptual framework in the implementation of GROW, with significant 

confusion in the coaching field around the range of approaches and styles, and disagreement 

over whether a development focus or a solution focused approach is best (Ives, 2008). The 

GROW model can be implemented in educational contexts successfully to observe practice 

and the implementation of strategies to support the capacity building of staff. Development 

and capacity building approaches are prized in autonomous environments which rely on 

individual decision making, such as teaching and education. While there is a long running 

argument in the literature over the merit of internal and external coaches and what they have 

to offer (Grant, 2012), the literature is supportive of the improvement in constructive 

leadership styles and the reduction in stress levels for coachees that coaching interventions 

can have (Grant, Green & Rynsaardt, 2010). 

Goal setting (Grow). 

A goal is an ideal image that we commit to memory and which we compare to our 

current reality. This ideal image represents a desired future, which when attained provides the 

satisfaction of success and achievement (Cochran & Tesser, 1996). Goals are a core 

component to effective coaching (Smither & Reilly, 2001); it is the key role of the coach to 

guide and “help individuals regulate and direct their interpersonal and intrapersonal resources 

to create purposeful and positive change” (Grant, 2012, p. 149). At the heart of all human 

behaviour is the process whereby we continually move towards or away from goals, and this 

process highlights a complex relationship between the goals we have and the way we set 
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goals, with goal setting theory raising significant implications for coaching (Carver & 

Scheier, 2001). 

Whitmore (2002) argues that goals can be set as either long- or short-term and should 

be the first step in the coach’s questioning. While identifying the reality being faced by the 

coachee would seem appropriate, he argues that doing so would be simplistic, as it would 

only address an existing problem and not aim to address the optimal scenario being sought. 

Goal clarity is identified as a key factor to success (Schmidt & Ford, 2003). Goals are not 

monolithic constructs (Grant, 2012) and the literature identifies a range of goal types that 

have varying levels of effect on the coachee. The GROW model places emphasis on 

distinguishing goals as either end goals or performance goals and argues that performance 

goals are crucial to achievement, whereas end goals are limited in their ability to motivate 

(Whitmore, 2002). End goals are those that have a final objective in mind but where there 

may be little control over the variables surrounding the goal; an end goal of being the best 

soccer player in Australia would be unable to take into consideration how skilled other soccer 

players are, affecting the control of the goal and therefore reducing the motivation. A 

performance goal, on the other hand, is set around the level of performance you will operate 

at and can be a very powerful motivator (Grant, 2012). By focusing on the personal ability 

and competence of the coachee (Gresham, Evans, & Elliott, 1988), this instigates 

commitment around what we desire to achieve and the responsibility of self-motivation to 

perform at the best possible level to attain the goal (Whitmore, 2002). 

Goal determination must be the free choice of the coachee; the work of Ryan and Deci 

(1980) on self-determination theory posits that goal setting has tremendous power to motivate 

when we are given the freedom to set our own goals, a power that only comes from the 

choices we can make through our own self-efficacy (Bandura, 1977), and in the coaching 

process this does not come from what is imposed on us and what we are required to do 

(Whitmore, 2002). When setting goals, we instinctively see the actions and behaviours that 

lead us towards them (Bargh, Gollwitzer, Lee-Chai, Barndollar, & Trötschel, 2001) and 

cognitions that are needed (Locke, 2000). This strongly emphasises that goal setting is reliant 

on our actions, using cognitive imagery as motivation and incentive to goal attainment and 

completion (Street, 2002). Grant (2012) argues that goal directed self-regulation sees the 

coachee move through behaviours and cognitions, with the coach as a support who monitors 

and provides feedback on the actions undertaken (Carver & Scheier, 2001) yet always in 

relation to the standards sought by the coachee’s ideal imagery (Cochran & Tesser, 1996). 
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Figure 3 highlights how goal directed self-regulation supports coachees in refining and 

conceptualising their goals. 

 

Figure 3: Model of goal directed self-regulation (Grant, 2012) 

Goal setting theory is an important feature of coaching that often receives less 

attention within the literature (Grant, 2012). In the GROW coaching model, by far the most 

common model for the goal setting approach in coaching is the Specific, Measurable, 

Attainable, Relevant and Timebound (SMART) model developed by Raia (1965) and further 

refined and popularised by Locke (1996) and Locke and Latham (2002). While the SMART 

approach to setting goals is well-supported in the literature as useful to coaching models, 

Grant (2012) argues that there is a risk the approach may negatively impact the coaching 

process, leading to goals being set around broad aims that fail to break the surface of the 

challenges faced by the coachee (David, 2016). Similarly, approaches that employ SMART 

can be used restrictively to the point where it can become merely a scripted goal setting 

approach, which actually hinders and constricts the aim of the coaching process (Clutterbuck, 

2010). Therefore it is important that the questioning sequence employed in the goal setting 

process (Whitmore, 2002) aims to understand the underlying values and dispositions of the 

coachee, thereby allowing them to be driven by their interests and motivation, leading to self-

concordance clarifying their next move forward in achieving what they aspire (Grant, 2012).  
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In the GROW model, setting goals relies on the coachee reflecting on their current 

context and the reality of the situations they face in those contexts. It is therefore important to 

consider the goal being set with this reality initially.  

Understanding the Reality (gRow). 

As human beings we are bombarded with millions of stimuli at any given time and we can 

perceive a limited reality, processing only a subset of what may be affecting us at a particular 

time (Miller, 1956). Absolute objectivity is never possible and this must be acknowledged; 

the understanding of reality within the GROW model relies on the coach and coachee 

understanding that the reality of both will always be heavily influenced by their perceptions 

and emotions and can become distorted. Being aware of this allows the participants to move 

forward, being careful to limit subjective influences on the coaching conversation as much as 

possible in the questions and answers they provide. 

Coachees are surrounded by an organisational culture and this culture significantly 

influences the perception of their reality. They may be surrounded by thoughts of doubt and 

helplessness about their reality, a reality where control of what impacts on them is beyond 

their responsibility (Whitmore, 2002). In tackling this challenge, the GROW model aims to 

guide the “questioning sequence” in such a way that emphasis is placed on the need for 

coachees to consider their context and reality through the questions being asked. Coaches 

must question using a detached approach that focuses on descriptive over evaluative 

language, emphasising the need to understand and raise self-awareness of “what is actually 

happening” rather than whether what is happening is “good or bad”. This way, the reflection 

is based in the reality of the coachee with facts rather than bias, evaluation or criticism 

(Whitmore, 2000). Blame creates a reaction of defensiveness that leads to reduced awareness, 

recognition and acknowledgement of areas of our practice we are weak in. For this reason, 

feedback should target what is factual and emphasise choice in the decision to reward the 

responsibility to take action. The approach to understanding the important reality of the 

coachee through descriptive rather than evaluative language has two effects: it firstly 

encourages the coachee to be honest about their current challenges by establishing what they 

know about their context; and secondly it opens their thoughts to challenging this in their 

goals and actions going forward in a way that is not restricted by feelings of shame, 

inadequacy or helplessness (Whitmore, 2002). 

Knight (2010) argues that while it is well established that we commonly resist change 

in fear of what may happen, the coaching relationship becomes fundamental to whether a 
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coachee feels they can reveal their reality to their coach, thereby acknowledging it and being 

able to move forward; this relationship becomes crucial and impacts tremendously on the 

conversation as a lack of trust in the relationship and a deficient culture are known barriers to 

the coachee’s understanding of their reality (Bryk & Schneider, 2002; Timperley, 2015). 

Whether a coachee can be honest about what is happening with their coach relies on facts and 

feedback that avoid focusing on judgements and criticisms (Cordingley, Bell, Rundell, & 

Evans, 2003). How teachers see their reality is heavily influenced by their perception of what 

they can do about their situation, reducing the impact of this bias in opinions and prejudices 

and instead raising the coachee’s self-awareness to see the situation in which they find 

themselves, as it creates agency in the coachee, fulfilling the “the underlying intent of every 

coaching interaction to build the coachee’s self-belief” (Whitmore, 2002, p. 19). 

The sequence of questioning allows the coach to gain from the coachee the 

understanding of their reality, and in the process it helps the coachee to structure their 

thoughts and think more deeply about their situation; as they grow in this awareness it 

empowers them to the possibilities going forward (Whitmore, 2002). The approach to deeper 

thinking is not outlined in the model, but research suggests that mindfulness insights into 

reality for coachees can be a beneficial means of doing this (Passmore & Marianetti, 2007); 

this benefits coaching by offering a key avenue for coachees to remain emotionally detached, 

drawing conscious attention and awareness to the reality in a non-judgemental way, thereby 

building awareness and responsibility, the essence of good coaching (Whitmore, 2002). 

Exploring Options (grOw). 

The importance of autonomy and choice of action for the coachee is a fundamental pre-

requisite to the success of coaching, and the Options phase of the coaching conversation aims 

to open up the coachee to as many possible opportunities for action as are available to them. 

The Options phase is crucial in motivating the coachee to think about what is possible and 

places great value on their thoughts and suggestions. The purpose of the “options stage is not 

to find the ‘right’ answer” (Whitmore, 2002, p. 79), but to accentuate choice and encourage 

creativity in addressing the goal, deliberating the course of action to be taken to realise the 

goal. This potential is realised through the development of the coachee’s own options and 

desires, which motivate them to pursue their goals and not by enforcing the opinion of 

another (Whitmore, 2002). 

It is the role of the coach to question these options and ask the coachee to reflect on 

how they can see these being implemented, not to deride or place negative assumptions on 
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what will or won’t work. Creativity is at the heart of Options and inspires the coachee to 

imagine what success would look like. Whitmore (2002) suggests that the coachee write a list 

of options as they go, then identify the challenges and benefits of each, mapping the options 

and scaling them from 1 to 10 on how much they would like to try each. The skill of the 

coach is then employed to question these options suggested by the coachee, but not to suggest 

options themselves; in questioning these the coach challenges the coachee to think more 

deeply around the options, their intended outcome and likelihood of these finding their way 

into the coachee’s practice, exploring the practicalities of applying these options to the 

context with all their external implications and effects. 

The Options phase of the coaching conversation asks the coachee to reflect on their 

reality and the goal they wish to achieve, it challenges them to understand the positives and 

negatives of a particular course of action in their own context and within their own frame of 

mind. The coach does not belittle their Options and must resist the temptation to offer advice. 

Whitmore (2009) implores coaches to heed the warning that where they give advice and it 

fails, the coachee is likely to blame the coach for the poor advice, trading the coach’s advice 

for the responsibility that the coachee themselves must have to implement change and give it 

a go. 

The phase should not be rushed or coerced, in many cases there will be uncomfortable 

silences and reflection time. The coach must resist the urge to fill this void of time in the 

interaction, as these are key moments for the coachee to reflect on their thoughts and assess 

their choices. They could generate new ideas or approaches or be thinking through those they 

have suggested and their possibility to successfully address the goal they have set 

(Dembkowski & Eldridge, 2003). 

Resolving the Will (groW). 

The GROW model is a goal-oriented coaching model, designed by its very nature to directly 

stimulate effective action (Ives, 2008). It is therefore crucial for the coach to encourage the 

coachee to set a specific and detailed set of actions that will lead to their desired behaviour 

change, thereby achieving their goal (Gollwitzer, 1999). A set of actions should be derived 

and behaviours structured from these actions (Duncan, Emslie, Williams, Johnson, & Freer, 

1996). The Will phase of the model recognises that it is only possible to achieve a set goal 

where there are actions targeted to the goal’s realisation and where the coachee feels they 

have control and a sense of belief in success, thereby displaying an attitude consistent with 

the control of their own actions (Ajzen, 1985). 



 

 57 

Work-related stress is a significant reason for burnout and there is a strong correlation 

between stress and lack of personal control of the situation and actions of staff. Coaching 

promotes choice through increasing responsibility and empowerment (Whitmore, 2002). In 

line with this aim, and the self-determination theory of Ryan and Deci (1980), the Will phase 

does not dictate to the coachee what their action will be, instead it asks coachees to consider 

their own path to resolve their goal, asking them to take ownership and responsibility.  

As coachees identify the actions they will take, coaches must also be wary of their 

bias, which may favour a particular action that the coachee has agreed to take. The 

importance of agency is raised again in the Will phase; we act in a way that is only available 

to us and acted upon in the present, we are affected by what we believe to be possible within 

the constraints and resources we have available, and are always aware of our challenges and 

hindrances to learning, knowledge and action (Emirbayer & Mische, 1998). 

The coach, through their questioning, can implore the coachee to think more deeply 

around what they aim to achieve with the given action, and whether the action will have the 

desired effect, by asking questions such as “will this action meet your goal?” and “what 

obstacles might you meet in doing this?”. The coach’s role in this phase is to raise the 

coachee’s awareness around the causes of their actions, point their attention to consideration 

of any challenges that may arise, and consider support that may be necessary in order to meet 

the specific times when actions will be enacted (Whitmore, 2002). 

The Will phase emphasises that it is important to finalise any coaching conversation 

with clearly understood realistic actions that are reached and agreed to by the coachee. It is 

the role of the coach in this phase to focus their questions on what is actionable, questioning 

the coachee in order to guide them in thinking what they will commit to doing and reflecting 

on whether their actions will impact their goals. Whitmore (2002) reinforces the need for 

questioning to be objective, specific, and coachee centred. Questions such as “What are you 

going to do?” and “When are you going to do it?” place the emphasis on the coachee’s 

agency, and actions removing ambiguity, and discourages phrases such as “I might try that” 

or “one thing I could try”, which reduce the control the coachee has over their actions and 

leaves open the possibility of a half-hearted attempt. 

The effectiveness of coaches in this phase is evidenced in the literature and attributed 

to a successful coaching partnership (Dembkowski & Eldridge, 2003; Knight, 2010) where 

the coach will continue to motivate and encourage the coachee once the action has been set, 
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offering support in the observation of practice demonstrating their support for the coachee 

and their chosen action rather than merely going through the model and ticking it off the list 

of things to do (Dembkowski & Eldridge, 2003). 

Summary. 

The styles and approaches to coaching vary in different models. Some are solutions focused 

while others are development focused (Ives, 2008). The GROW coaching model is goal and 

solution focused (Grant & Stober, 2006), and is one of the most well-known and utilised 

coaching models, with 53.2% of practitioners implementing the model in various contexts 

(Palmer & Whybrow, 2006). The model is non-linear with four phases – Goal, Reality, 

Options and Will – and encourages the coachee to move around between phases to facilitate 

reflection (Whitmore, 2002).  

The goal setting phase is a powerful motivator (Grant, 2012); goals are created by the 

coachee through their own free choice motivating the coachee to aspire to achieve them 

(Ryan & Deci, 1980). The reality phase aims to raise awareness of the challenges the coachee 

faces, offering an opportunity to acknowledge their reality amongst the many stimuli they 

receive (Miller, 1956). Options recognises the importance of autonomy and choice 

(Whitmore, 2002), by allowing the conversation to explore courses of action and solutions to 

challenges (Dembkowski & Eldridge, 2003). Will empowers the coachee to choose a course 

of action or strategy they will agree to implement with the aim of achieving their goal, 

allowing them to control their actions and self-determination (Ajzen, 1985; Ryan & Deci, 

1980). 

The interactions between coach and coachee in the GROW model are crucial; they 

rely on the coach’s effectiveness with the sequence of questioning (Whitmore, 2002). The 

model seeks to alter behaviour while acknowledging the coachee’s context and reality 

(Peterson, 2006) and promoting positive change (Kauffman, 2006; Rogers, 1951, 1959).  

Guskey’s Five Critical Levels of Professional Development Evaluation Model  

The complex task of measuring professional development effectiveness is best achieved by 

focusing on the features of a program and not the structure of the program itself (Desimone, 

2009). In the current climate of educational “performativity” (Ball, 2003), policymakers, 

legislators and schools make decisions on education budgets for professional development by 

measuring change in teacher practice to know whether resources spent on professional 

development initiatives are producing improvements in results. Consistent and valid 
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evaluation models in education allow for the assessment of professional development 

programs and success of implementation, however while schools often spend a great deal of 

time and resources in the provision of professional development to their teachers there is 

rarely any evaluation of the programs (Guskey, 2002; Kirkpatrick & Kirkpatrick, 2006) 

A large majority of research into the effectiveness of professional development 

attributes the failure of initiatives to a lack of understanding of the motivation and the 

environment teachers find themselves in (Guskey, 1986). The Guskey Model (2000) aims to 

offer a way to address professional development program evaluation through understanding 

the impact of the initiative on a series of levels that have been identified through the research 

as salient considerations in effective professional development. It is important to be cautious 

of level approaches to evaluating professional development as they “share an ontological 

position that there are real and underlying mechanisms that produce regularities observable in 

the social world” (Coldwell & Simkins, 2011, p. 15), which can detract from the focus on 

“the complexity of the social world” (Coldwell & Simkins, 2011, p. 16); therefore it is 

important to consider this when selecting and utilising a level model to examine the effect of 

professional development programs. 

The Five Critical Levels of Professional Development Evaluation Model developed 

by Thomas Guskey (2000) aims to address features of professional development programs. 

The model analyses professional development through five critical levels Guskey considers 

important to understanding the effectiveness of professional development interventions. 

Guskey (2000) prescribes questions and methods of gathering data, which will also be taken 

into consideration in this study, particularly emphasising anonymity. In the levels of the 

model, variables include the participants’ reactions to the intervention, participants’ learning 

gained, the level of organisational support for the change, the degree to which participants 

utilised the new knowledge and skills within the classroom setting, and the student learning 

outcomes seen after the program has been implemented (Guskey, 2000).  
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Table 1: Guskey’s Five Critical Levels of Professional Development Evaluation (2000) 

 Evaluation level What is measured 
How information is 

used 

1 
Participants’ 

reactions 

Initial satisfaction with the 

experience 

To improve program 

design and delivery 

2 Participants’ learning 
New knowledge and/or 

skills of participants 

To improve program 

content, format and 

organisation 

3 
Organisation support 

and change 

The organisation’s 

advocacy, support, 

accommodations, 

facilitation and recognition 

of the program 

To document and 

improve organisational 

support and improve 

future change efforts 

4 

Participants’ use of 

new knowledge and 

skills 

Degree and quality of 

information application 

To document and 

improve the 

implementation of the 

program 

5 
Student learning 

outcomes 

Cognitive performance and 

achievement, affective 

attitudes and dispositions, 

psychomotor skills and 

behaviour 

To focus and improve 

aspects of the program 

implementation and 

follow-up and 

demonstrate impact of 

the professional 

development 

undertaken 

 

Information gathered from participants in level one focuses on participant reactions to 

the professional development, highlighting positive and negative reactions to the initiative. 

Guskey (2000) sees this level as a pre-requisite to the other levels, highlighting that 

participants are unlikely to engage at higher levels without a positive reaction; however, 

Guskey (2002) highlights that there is a danger in focusing solely on these “happiness 

quotients”, information that often targets little more than the entertainment value of the 

initiative. Guskey (2000) reminds us that most professional development evaluation is carried 

out at this level, often with questionnaires at the end of the program or a workshop and 

therefore is the most common form of evaluation of professional development.  

Applying the model to the study  

In this study an online questionnaire will anonymously gather information regarding initial 

thoughts about the program from participants. Questions, such as the aim of the program, 

their comfort in understanding the aim of the initiative, use of time and knowledge of the 

coaches, will provide an insight into this level. In the interview questions there are 
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opportunities to understand the reasoning behind these initial aspects, working to understand 

the use of time and relationship with the coach through the program. 

Participants’ learning is the model’s focus at level two, depending on the goals and 

aims of the professional development initiative. This level seeks to understand the 

knowledge, skills and attitudes that participants have gained. The design of professional 

development programs must clearly highlight the learning being measured and the goals 

being achieved, or risk being lost in the “pressing immediacy” of a teacher’s role (Fullan & 

Hargreaves, 1996). The nature of the professional development initiative in this study is 

targeted towards the goals of teachers in the coaching model and is based on the knowledge, 

skills and attitudes to be measured. The questionnaire will provide insight into whether the 

coach was a supportive feature of the model, whether the model itself promotes the reflection 

needed, allows for the reaffirmation of practice and encourages the learning of new skills and 

knowledge. The interview data will look to accentuate and delve deeper into the participants’ 

experiences in these aspects, emphasising some of the reasoning behind the data collected. 

At level three, the model aims to understand the organisational policies and practices 

in place to support the initiative, the way the school advocated for the initiative and whether 

concerns with the program were addressed quickly and efficiently, as well as the significant 

challenge of resourcing, including time (Langer & Colton, 1994). Drucker (2009) states that a 

negative culture is likely to affect the success of new initiatives in organisations, with 

supportive organisational cultures playing a pivotal role in the success of professional 

development initiatives aiming to develop teacher capacity. At this level, the impact of 

organisational culture is crucial and will greatly affect levels one and two (Sparks & Hirsh, 

1997). The questionnaire and interviews will be used to collect information regarding this 

level to inform future program improvement and ongoing development by seeking to 

understand the culture of the context and changes with the program’s implementation. In this 

way, the data will aim to shed light on the culture of the organisation regarding trust and 

experimentation (Bryk & Schneider, 2002). Data collected from questionnaires and surveys 

will focus on participants’ concerns with the program, the level of trust and collegiality in the 

school, whether questions and concerns about the program have been addressed, and the 

changes they have seen. As part of any initiative this level will also aim to understand how 

success has been celebrated, with the aim of building further momentum and success in the 

future (van Nieuwerburgh, 2012). 
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Participants’ use of new knowledge and skills is the focus of level four of the model, 

addressing the implementation of knowledge and skills in the classroom. Though it is 

dependent on the goals of the teacher, this level is primarily focused on whether there has 

been a change in practice, which is exhibited in the classroom, and the degree of 

implementation. Guskey (2000) highlights that this information cannot be collected at the end 

of administering a professional development program and must be addressed through 

observations, journals and audio/visual sources that demonstrate the implementation of skills 

and knowledge and where the level of proficiency of implementation can be assessed. There 

will be some data collected from the questionnaire and interviews around participants’ 

implementation of strategies and support provided by coaches; however, the greatest 

evidence of this application of skills and knowledge in the classroom will come from 

observations of teacher practice occurring four weeks apart. The observations will be targeted 

to the coached goal and the strategy the teacher is implementing in the classroom, with 

success being measured by visible implementation in both observational periods.  

The fifth and final level addresses the effect of professional development on student 

learning outcomes. Guskey (2000) highlights that, in education, effects on student outcomes 

by teacher practice are the “bottom line” (p. 85). Guskey (2016) argues that these measures of 

student learning include cognitive indicators of student performance and achievement, as well 

as scores from standardised tests. These can be gathered from student surveys and can 

include “students’ perceptions of their school, teachers, fellow students, and themselves; their 

sense of self-efficacy; and their confidence in new learning situations can be especially 

informative” (Guskey, 2016, p. 35). This data can be mixed and show unintended outcomes; 

for example, while students may make improvement in one indicator due to the professional 

development, they may decline in another (Guskey, 2007). 

Guskey (2000) also acknowledges that isolating the impact of professional 

development improvements on students’ performance is highly contentious and fraught with 

challenge. Fullan (1992) identifies that this is due to the number of initiatives a school may 

be engaged in at any given time, making it difficult to gain conclusive proof of the impact on 

student outcomes of any one initiative (Kirkpatrick, 1977). This study places its focus on the 

effect of professional development on building teacher capacity to maximise the impact of 

the teacher in the classroom, by doing so it posits that effective professional development of 

teacher capacity leads to better student learning outcomes, a link which has been well 

established in the research (Hattie, 2009; Killion & Harrison, 2006) and as such while this 
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study will report on participant data regarding student outcomes, it cannot make a direct 

causal link with the coaching intervention due to the multitude of initiatives schools are 

involved in at any given time. 

Professional development evaluation is based on assumptions and constructs which 

are centred on teacher position and world view such as satisfaction, changes in knowledge, 

teacher practice and student achievement (Newman, 2010). Level models may not provide 

sufficient detail of the underlying theory and mechanisms, and the ideological connections, 

therefore it is important to consider and give attention to the evidence sought and 

acknowledge that that any model will have limitations in its ability to understand the 

complexity of the context and phenomena and will vary according to the participants’ 

constructs and application. The use of three data collection tools will aim to broaden the 

understanding of each level and enrich the results with data from multiple sources (Coldwell 

& Simkins, 2011). 
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Chapter 3 – Methodology 

Rationale 

Wei et al. (2009) highlights that effective professional development can be evidenced by 

seeing changes in teachers’ ability to employ new knowledge and techniques for learning and 

through analysing their impact (Hattie, 2009); however, research in this area of the GROW 

coaching model’s impact on teacher capacity is scarce. Guskey (2000) highlights that while 

the evidence is strong regarding the implementation of skills and knowledge in the classroom, 

there is a lack of empirical evidence on the effect of professional development programs on 

the dispositions of teachers.  

This study seeks to address the gap in this knowledge regarding the effect of the 

GROW coaching model on teacher capacity building and aims to address the effectiveness of 

the model to build teacher knowledge, skills and dispositions. The program will be evaluated 

through gathering data on aspects of the Critical Levels of Professional Development outlined 

in the Guskey model (Guskey, 2000). 

The Research Site 

The research site is a Catholic Co-Educational secondary school in the western region of 

Melbourne, Australia. The school was founded little more than 20 years ago and now caters 

for the needs of over 1100 students from the ages of 13 to 18 with around 110 teaching staff. 

The school is undergoing a dramatic expansion of its facilities and grounds by upgrading and 

building to cater to the needs of the growing local community, one of the fastest urban 

growth areas in Australia. 

The school is located in a community that has many vocational and industrial 

opportunities, including trades, light commercial, manufacturing and logistics. All of these 

opportunities provide attractive alternatives for students who want to pursue a vocational 

pathway; a vocational program has grown over time and this program has continued to be a 

viable and positive student outcome avenue. 

Each year the school undertakes the Catholic Education Melbourne School 

Improvement Framework review (SIF). This review targets various aspects of life in a 

Catholic school, seeking to provide information on improvements in five key spheres: (a) 

learning and teaching; (b) leadership and management; (c) school community involvement; 

(d) student wellbeing; and (e) education in faith. This review meets the Victorian Registration 

and Qualifications Authority (VRQA) legislative requirements for Catholic Schools. The 



 

 65 

2013 report generated from the review provided the school with data that showed that the 

school was facing significant challenges. The data highlighted that most the staff at the 

school had been with the school for many years, and academic results had stagnated, with 

average and below average results in external standardised testing. The data highlighted that 

there was a sense amongst teachers of powerlessness, with impressions that they were unable 

to alter the external standardised testing outcomes of students. The school’s leadership 

targeted the learning and teaching sphere and placed a focus on improvement in pedagogical 

practices with a desire to improve student learning and provide a culture of pedagogical 

excellence. 

The view from the Student Wellbeing Sphere survey data showed that students were 

optimistic about their ability to learn and achieve great results; however, this had not 

translated into tangible improvements in academic results. The school’s National Assessment 

Program – Literacy and Numeracy (NAPLAN) data placed it in the average range compared 

to the Victorian State, and its Victorian Certificate of Education (VCE) results indicated a 

median score of between 26 and 29, just below the state average in Victoria.  

In 2011, the school leadership structure underwent significant changes, and a new 

school Principal, Deputy Principal and Business Manager were all appointed. The focus of 

the new school management was the improvement of student opportunity and aimed to 

maximise student learning outcomes. The school altered its learning and teaching leadership 

structure and with this restructure emerged the creation of a new school leadership team, new 

domain leadership roles, and a new focus on a pedagogical improvement with a view to 

building a culture of achievement at all levels. The new structure created the head of learning 

position at the head of domain areas with the aim of building teacher capacity, as well as 

administering curriculum.  

The renewed focus on positive student outcomes saw the introduction of the GROW 

coaching program. An external coaching organisation worked with the GROW model and 

developed the skills of coaches directly over a total period of three months. The external 

provider supported the training of coaches through professional development, workshops, 

roleplays and instruction manuals, which included sequenced questions consistent with the 

GROW approach. The new coaches were given ongoing support in developing their skills, 

with further professional development on the use of data tools to assist in providing feedback 

to teachers. Coaches were selected from diverse levels of experience and contexts and 

brought various knowledge and skills to their role. Some coaches had a wider range of 
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subject knowledge, while others were more specialised within one or two subject areas. As 

part of their role and work, coaches received ongoing support to develop their coaching skills 

and met fortnightly with senior leadership regarding any issues and concerns. 

The school’s domain leadership structure meant that each coach was allocated staff 

within similar programs run within the school; staff were not offered the opportunity to select 

coaches themselves. The school promoted and encouraged the program and made it a non-

optional part of teachers’ roles. The expectation was that staff were to meet with their coach 

fortnightly for one cycle, which included a pre-conference (in order to refine the goal and the 

strategy the staff member wished to implement), a classroom observation (where the coach 

would observe the teacher’s practice), and post-conference session (where the coach would 

provide the teacher with feedback on what was observed).  

Coaches continued to receive ongoing support to build on the initiative, including 

professional development on application and development of their skills and how to approach 

challenging and difficult conversations around practice and challenging goals. Teachers being 

coached selected a goal and strategy they wished to implement. Due to other ongoing work of 

the professional learning teams (PLTs) on initiatives within the school, common strategies 

were nominated by many of the participants.   

Sampling 

The study utilised a criterion purposive sampling approach (Patton, 1990) and involved 24 

staff in total split amongst 14 female and 10 male participants. The participants held a variety 

of positions of leadership in the school including 13 teaching staff, 7 middle leaders and 4 

senior leaders including Heads of School. A range of teaching experience was present from 

participants at various stages of their teaching career with 10 participants teaching for 0-3 

years, 10 from 4-8 and 4 for 9 or more years. The educational attainment of participants was 

varied with 16 with graduate teaching degrees and 8 of participants holding postgraduate 

education degrees of Master or higher. The study was promoted to all members of staff and 

all staff were offered the opportunity to take part; voluntary participation meant that not all 

staff wished to take part for various reasons. Several staff were not involved in teaching and 

therefore were not receiving pedagogical coaching and were exempt from the study. The 

school had a significant number of graduate staff who were also not included as they had a 

provisional registration focused mentor. Challenges of time constraints and employment 

arrangements meant a few staff chose not to take part, which also impacted the sampling and 

number of participants.  
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The study was initially comprised of 25 participants; however, one chose to withdraw 

from the study. The guidelines for participant numbers suggest that several participants above 

a minimum of 15 is an acceptable sample for analysis (Guest, Bunce, & Johnson, 2006), at 

which point it supports saturation in the data, with responses becoming a “matter of degree” 

(Strauss & Corbin, 1998). Triangulation of data collection tools in this study aimed to 

understand, from various angles, the effect of the coaching interactions on teachers and the 

school.  

Participants  

The GROW coaching model was introduced to all staff at the school in a number of different 

ways, these included whole staff meetings, department and learning area group meetings, 

school newsletters, and staff memos. At a number of whole staff meetings the program was 

promoted to all staff and featured examples and role plays of GROW coaching conversations 

as mock demonstrations.  

An external coaching organisation was employed to train the eight in-house coaches. 

The coaching organisation implemented a training program, accredited by the European 

Mentoring and Coaching Council (EMCC) (EMCC, 2015), for coaching practitioners. The 

coaching organisation facilitators were also accredited coaching practitioners at varying 

levels of practitioner including senior and master as per the same EMCC standard. The 

training program supported coaches over a three-month period; this began with an initial face 

to face intensive in-school training program of 40 hours over a total of five days with 

organisation facilitators in attendance. The external coaching organisation also provided two 

whole staff sessions on GROW and coaching at the beginning of two school terms, these 

sessions were focused on establishing the aim of the program around improving student 

outcomes and a shared understanding of what coaching is. 

The in-school intensive for coaches involved working with coaches to give them an 

overview and introduction to coaching. Coaches were then provided with support materials 

by the external facilitators which explored the key concepts in depth. The coaches examined 

the steps of the GROW model and its theoretical underpinnings with facilitators clarifying 

questions as they arose. After initially studying the coaching and GROW related literature, 

coaches worked with facilitators to identify and develop their key coaching skills and model 

coaching practice, these practical sessions allowed coaches to practice the modelled process, 

this included pairs and sample models from facilitators and included the use of audio-visual 

examples of coaching sessions. The in-school program also allowed coaches to explore 
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values in coaching practice and follow practical models, and practice coaching skills, 

methods and techniques. The coaches were further supported in their development of 

communication, listening and interpersonal skills as well as feedback and questioning 

techniques, the importance of building the relationship, and action and goal setting through a 

combination of face to face sessions with facilitators and literature supplied by the external 

coaching organisation. 

Coaches were allocated to coachees according to the programs run by the school. This 

meant the coaches didn’t always have content knowledge similar to the coachees, although 

there were some examples of this being the case as programs and teacher content expertise 

within the school vary widely. The coaches and coachees completed a coaching cycle 

fortnightly. This involved an initial pre-conference where the pair worked to develop goals 

and actions in line with the GROW model; these conversations were aimed at establishing the 

coachee’s current reality and then exploring model options they could employ to achieve the 

goal they were aiming for and finally outlining the course of action they would take to 

achieve the goal. The next phase involved observation of the coachee in their professional 

environment; for the majority of coachees this was in the classroom with the coach observing 

the application of the action suggested by the coachee. The final phase was a post observation 

feedback session which occurred immediately or as close as practical to the observation 

period, where the coach provided factual and contextual feedback to the coachee on the 

action suggested by the coachee and invited them to reflect on this for the next session and 

cycle.  

At the same time within the school, the school’s professional development teams 

(PLTs) continued to promote and develop staff knowledge, not only of the coaching program 

overall, but also examining as part of their usual work a variety of instructional practices in 

the school. This established a shared understanding of the coaching program while also 

further developing teachers’ understanding of approaches. The school newsletter and internal 

memo featured several articles promoting the program and its aim for professional 

development to build teacher capacity with a view to achieving better student outcomes.  

Participants selected in this study aimed to maximise diversity in the population and 

included teachers from different levels within the school, demonstrating an array of teaching 

experience, cultural backgrounds, and academic staff with and without leadership 

responsibilities across the school. Participants had a range of knowledge and experience with 
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the coaching program, with some novice participants, right through to others who had worked 

with the GROW model in other roles and circumstances. 

The interviews, questionnaires and observations were administered with participants 

who had been involved in coaching interactions at the school. All participants willingly 

volunteered for the study with no compensation on offer and all but one who initially agreed 

to take part in the study remained with the study to completion. 

Study Design  

The study used an embedded design to simultaneously collect both qualitative and 

quantitative data. The embedded mixed methods design allowed for the quantitative data 

collected to “augment and support” (Creswell, 2012, p. 544) the qualitative data, which 

allowed for an in-depth exploration not possible through one methodology alone. In 

conducting research on the effects of professional development no method should be 

dismissed, however there is an emphasis on observation and interviews as “the most 

appropriate methods for capturing in-depth and nuanced constructs” (Desimone, 2009, p. 

190).  

The rationale for this design choice is its target of qualitative data to understand the 

perceptions of the participants and quantitative data to assess the effect of the coaching 

interaction. Priority is placed, however, on the qualitative data, with the quantitative numbers 

“augmenting and supporting” (Creswell, 2012, p. 544) the study. The sequence of data 

collection will reflect this by using different instruments simultaneously. 

Data Type and Collection Methods  

This study was undertaken utilising a mixed methods approach that aimed to understand the 

depth of the experiences of the participants “by gaining both the ‘numbers’ and the ‘stories’ 

about the issue” (Creswell, 2012, p. 535). Miles and Huberman (1994) highlight that a mixed 

methods approach is “a very powerful mix” (p. 42) best suited to when there is a need to 

understand “a complex picture of the social phenomenon” (Greene & Caracelli, 1997, p. 7). 

The collection methods emerged from the need to understand the nature of the 

“complex picture of the social phenomenon” (Greene & Caracelli, 1997, p. 7). The 

interactions of interest revolved around teaching and learning and there was a need to 

understand the relationship between the coach and the teacher, as well as the change in 

practice. The teachers’ reflections on their practice, cultural elements that are vital to the 
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research including how teachers interact, how trust and relationships impact on these 

interactions, as well the perception the teacher has of teaching itself, are all important. 

Consistent with the data sought and the suggestions of the Guskey model (2000), 

three data collection instruments were utilised for the study with the aim of gaining many 

different perspectives on the study topic providing a “complex picture of the situation” 

(Creswell, 2012, p. 535). The first instrument was an anonymous online questionnaire 

featuring 41 key question statements and 10 open-ended questions where participants entered 

their own worded responses. The statements allowed participants to respond on a Likert scale 

that ranged from strongly disagree which was assigned the value of 1, to strongly agree which 

was assigned the value of 4 (Likert, 1932), while the open-ended questions were aimed at 

gaining anonymous insight into some of the key questions around the program that 

participants might feel uncomfortable sharing in an interview environment. Internal 

consistency was established through a response to key questions with rare outliers and with 

the responses being consistent across respondents, a total score (average) was used for item 

ratings on the survey. 

The questions employed in the online questionnaire and the interviews targeted 

various levels of the Critical Levels of Professional Development Evaluation Model (Guskey, 

2000). The questions were employed to measure at four levels, gathering data on: (a) the 

participant’s reactions and satisfaction with the experience; (b) the participant’s learning 

gained; (c) the level of organisational advocacy, support and change; and (d) the participant’s 

use of new knowledge and skills in the classroom. Guskey (2000) highlights that to 

understand professional development impact, the various levels of the model should be 

addressed with the information utilised to continuously improve aspects of the program.  

The Guskey model (2000) specifies a range of different questions at each of the 

levels. The questions were developed with these aspects in mind with the aim of informing 

the levels. The aim of the research questions was to understand the participants’ sense of 

whether time was usefully spent, whether the professional learning approach made sense, the 

presenters’ knowledge and helpfulness, level of organisational support for the program, how 

issues with the program were addressed and rectified, and whether sufficient resources were 

provided. A list of the questions is provided in Appendix 1. 

The use of the online questionnaire also allowed teachers to be reflective as part of the 

process and “ensured anonymity of participants” (McMillian & Schumacher, 2010, p. 343) 
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allowing for more open and honest responses. The limitation of using this form of instrument 

was that it “limited the ability to ask further clarifying questions” (McMillian & Schumacher, 

2010, p. 195) regarding answers that may have been given, therefore two further instruments 

were employed. 

A second instrument used was one-on-one interviews that sought to understand the 

participants’ experience with the program and the meaning of what the interviewees said 

(Kvale, 1996). These interviews featured a guided approach allowing the use of added probes 

as “sub-questions to elicit more information and to clarify points” (Creswell, 2012, p. 221). 

The interview data provides a rich understanding of the “complexities of professional 

development in a specific context and how beliefs and attitudes change” (Desimone, 2009, p. 

190). This instrument was used to offset some of the weaknesses of the open-ended 

questionnaire, as it allowed the pursuit of in-depth information about the participants’ 

experiences by asking probing questions seeking of opinions and impressions (McNamara, 

1999). 

The interview questions were adjusted slightly where the participant was a coach 

rather than a coachee, and were audio recorded, transcribed and shown to participants to 

ensure accuracy. The interview questions are provided in Appendix 2. 

The third instrument used was a series of two observations utilising the protocol in 

Appendix 3 in each instance. The first observation aimed to see the implementation of the 

strategy chosen by the teacher into the classroom, while the second four weeks later aimed to 

see if the practice was still being applied by the teacher. The observations were conducted 

with the researcher as a non-participant and without a reminder to the teacher of the strategy 

being implemented. The researcher took notes in shorthand during the observation, recording 

behaviours that addressed the implementation of the particular coached strategy into the 

lesson.  

The observation tool gained data by aiming to document observed behaviour as it 

occurred naturally within the context of the natural classroom environment, thereby 

restricting self-reporting bias and social desirability. The observation was conducted under 

the auspices of observing lessons as part of the professional learning teams (PLTs) initiative 

being implemented in the school. This initiative encouraged all teachers to visit their peers’ 

classes to observe classroom dynamics across the school of varying strategies. The collection 

of data was therefore consistent with a low interference approach, whereby the researcher 
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observed and recorded specific behaviours consistent with the application of the strategy 

without judgement or involvement (Creswell, 2012).  

The observations of practice aimed to understand the extent to which the coaching 

interactions had affected the transfer of knowledge into the classroom. They were conducted 

in two separate sessions. An initial lesson was observed to witness the implementation of the 

strategy, and four weeks later a lesson was observed to see whether the coachee was still 

utilising the strategy. Observer bias was restricted through a set aspect of observation and no 

prompting or cues were given to participants to remind them that the strategy was being 

observed after the four weeks had lapsed. The application of the observations restricted the 

ability to clarify some of the reasons why a strategy was discontinued or continued and 

therefore the other data tools allowed for some of this data to be collected where possible. 

Observation addressed elements of teaching practice that were not present through the other 

research methods; the observations were able to make clearer the teacher’s effective change 

and embedding of practice as routine (Cohen & Ball, 1990). 

It was the aim of this study to leverage the strengths and weaknesses of all 

instruments to address the limitations of each and to gather an in-depth understanding of the 

phenomena being studied. The study instruments each brought their own strengths and 

weaknesses but together the instruments addressed their respective limitations, triangulating 

the data and gathering a greater depth of understanding of the phenomena being studied. 

Data Analysis Approaches  

The data collected through the open-ended online questionnaire and interview research 

instruments provide opportunities to explore, in closer detail, the responses of participants to 

key questions. These questions centre on the effect of coaching on the identified variables of 

teacher learning and how these are manifested in their practice both in and outside of the 

classroom. These responses provide an important insight into what changes may occur in 

teacher pedagogy and teacher disposition, evidenced through changes in the classroom 

environment and the teachers’ thinking processes.  

The interview data collected was organised in a matrix to help categorise the material, 

which helped in coding the data. While initially electronic assistance was considered 

(NVivo), no assistance was utilised in the process of analysis, instead the process led to the 

interviews being carefully transcribed and analysed and then manually coded and split into 

the relevant themes. Tesch (1990) highlights that there are no set guidelines for this coding 
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process; however, the process helps the researcher make sense of the data by labelling, 

segmenting and allowing the choice of specific data while disregarding themes that are not 

being targeted. The codes were set according to the Guskey model, as well as coding 

emergent themes. Important themes that were identified early due to the Guskey model 

included coaching, trust, relationship and culture; however, new themes emerged from the 

participant responses that had not been previously considered. 

A thematic analysis was undertaken to systematically analyse the data. The aim was 

to delve deeper into understanding the potential effect of the coaching program on teachers’ 

learning and analyse this data in a systematic way to better understand the participants’ 

experiences. The overarching theme of this thematic analysis is pedagogical change, which 

includes changes inside and outside of the classroom. In the classroom the data highlighted 

both teacher practice and student behaviours, whereas changes in teacher professional 

practice outside the classroom showed changes in their dispositions as a teacher and 

reflections on their practice and its effectiveness. 

 As the research was interested in understanding the implications and effects of the 

GROW coaching model, the thematic analysis identified themes within the qualitative data. 

These were flexible and not tied up with any one theoretical perspective (Braun & Clarke, 

2006; Russell & Vallade, 2010). The thematic analysis was initially conducted deductively 

and aimed to test aspects which are consistent which established knowledge in the literature; 

this correlated with the use of particular research questions in the interviews themselves that 

provide a better understanding of the potential effect coaching has on teacher learning and 

how it may manifest in the context. The aim of the thematic analysis was to better understand 

the participants’ experiences regarding the perceived effect of the coaching conversations on 

their pedagogy and to what extent they supported or hindered the implementation of 

pedagogical strategies in the classroom. The process of familiarisation with the data found in 

the transcripts and responses surfaced a rich dataset which was nuanced and lent itself to an 

inductive approach that developed further themes that emerged during the searching, 

reviewing and finding themes which had not been considered (Braun & Clarke, 2006). In 

unpacking the data throughout the analysis, clusters and patterns were organised to finally 

draw and verify conclusions from the established themes which had been refined through the 

examination of the data during the process as a whole (Miles & Huberman, 1994). 

The framework employed to conduct the thematic analysis was based on Braun and 

Clarke’s (2006) 6-step framework. This framework is advantageous as it provides a rigorous 
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and systematic approach to analysing qualitative data due to its aim of identifying and 

analysing patterns evident in the examining different perspectives of participants and 

highlighting similarities and differences while maintaining the ability to generate 

unanticipated insights which can be collected, ensuring a rigorous and insightful analysis that 

answers the research questions (Braun & Clarke, 2006). The first step in this approach is 

active involvement in transcribing, reading and immersing the researcher in the data. 

Secondly, codes were developed according to the aims of the study, focusing on coaching, 

changes in pedagogical practices within and outside of the classroom, and especially 

targeting changes in students and the classroom informed by the literature in a deductive 

approach. Thirdly, a search for themes aimed to address the research questions specifically, 

and particularly the changes attributed by participants to coaching; an inductive method led to 

further themes emerging from the data with strong links to the aim of the study (Patton, 

1990). Fourthly, a review of the themes was undertaken to establish whether they made sense 

in relation to the data being analysed and how they linked to the research questions and aims 

of the study. The fifth step looked at defining and refining the themes, aiming to identify how 

they interrelate with each other to create meaning relevant to the aims of the study, to ensure 

that their naming and inclusion was appropriate. The final, sixth step was to present the data 

analysis to accentuate the findings, interweaving the responses of participants to allow for 

logical conclusions and discussion. Importantly, the final step brings the themes together to 

allow for a clear understanding linking participant experiences to the research question and 

aiming to convey the effect of coaching on teacher learning and capacity building. 

Table 2: Braun and Clarke’s 6-step thematic analysis framework (2006) 

Phases of the Thematic Analysis Process 

Familiarising yourself with the data - Transcribing data 

- Reading and re-reading the 

data 

- Noting down initial codes 

Generating initial codes - Coding interesting features in 

the data 

- Collating data relevant to 

each code 

Searching for themes - Checking if the themes work 

in relation to the coded extracts 

- Generating a thematic map of 

the analysis 

Reviewing themes - Checking themes 

- Generating a thematic map 
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Defining and naming themes - Ongoing analysis to refine 

the specifics of each theme 

- Generating definitions and 

names for each theme 

Producing the report - Final analysis 

- Producing a scholarly report 

 

Phase 1 – Familiarising with the data 

As part of this phase, participants’ responses were read and re-read to allow for 

immersion in the context. The transcripts of the interviews and the written open-ended 

questions found in the online survey were also read and re-read in this way to establish a 

critical understanding of the data and the stories it portrays and how these answer questions 

raised. The responses were annotated in order to assist their later allocation to the deductive 

approach or to highlight where they may have raised themes inductively, as well as where 

data was repeated over a number of participant responses and where connections with the 

literature were emphasised. This step in the thematic analysis allowed for the development of 

familiarity with the data and facilitated the raising of questions and aspects to further explore 

during the coding and themes steps of the 6-step framework (Braun & Clarke, 2006). 

Phase 2 – Generating Codes 

This phase focused on establishing semantic and descriptive codes from the 

participant data. In some cases these were clear from the use of key words by participants in 

their responses, through the use of words such as coaching, observation, relationship, trust 

and practice changes. The allocation of codes was done systematically; attention was given to 

items emerging from the literature such as pedagogy, trust, relationships and culture, and care 

was taken to code aspects which were relevant. Special attention was given where responses 

were repeated by numerous participants, highlighting a commonly held understanding that 

was crucial to understanding the material to be analysed. The coding process also identified 

aspects which participants explicitly stated were important to their experience, these were 

often emphasised in their interview responses and reinforced in the anonymous open-ended 

questions online by phrases or statements and were signposted by words and their emphasis 

in interview. 

The coding process aimed to be unbiased, responses were coded and the number of 

responses with either positive and negative effects of coaching in classroom practice and 

teacher dispositions were considered as part of the study, affecting the overall analysis. The 
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coding process was initially conducted with a deductive approach informed by aspects raised 

in the professional development literature as well as the theories and elements present in the 

Guskey Model (2000). In the initial coding, particular attention was given to levels three and 

four of the Guskey Model (2000), with the codes aligned with the research questions and 

considering the codes’ suitability to address the aims of the study in regard to organisational 

support and change as well as participants’ use of new knowledge and skills. In reading and 

re-reading the data, it was possible to thoroughly and systematically collate the responses of 

participants deductively to codes, however there were patterns in participant responses in the 

data that emerged and did not fit, which led to the creation of new codes. This was 

particularly the case where participant responses raised differing or surprising ideas, either 

not in line with what was expected, or in stark contrast, which were then analysed inductively 

alongside the patterns and regularities present.  

Phase 3 – Searching for themes 

Themes aim to “capture something important about the data in relation to the research 

question and represent some level of patterned response or meaning within the data set” 

(Braun & Clarke, 2006, p.82). As the codes were grouped, several coherent and meaningful 

themes emerged which linked together to establish aspects demonstrating the perceived effect 

of coaching on teacher capacity building. 

The codes which were identified regarding pedagogical practice changes were 

gathered together as a theme as they demonstrate how the experience of participants was 

manifested in the changes or lack of change to their classroom teaching. This theme was 

crucial as it provided some insights into what the change in pedagogy looked like and either 

affirmed or contradicted the implementation of strategies in the classroom; therefore these 

responses were part of the same theme.  

The theme surrounding school culture was created from codes which referred to 

school cultural change and level of support; the aim and clarity of direction offered by the 

school regarding the coaching program was also a feature in the code. This theme accentuates 

the experiences of participants and with the program in particular, effects of the school 

culture on the coaching interactions, the impact of trust in leadership, and clarity around the 

aim of the program affecting participant efforts to improve their pedagogy.  

The responses which centred on the coaching relationship were also a prominent 

theme in the data as these described the nature of the coaching interactions and experiences, 
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highlighting the impact these had on the program and teacher pedagogical change. The 

participants’ responses demonstrated there were both supportive responses as well as aspects 

which hindered the program due to concerns which existed. This theme was useful in 

understanding the effect these had on the coaching program and shed light on reasons 

participants had or had not successfully changed pedagogical approaches. In many cases their 

responses gave reasons.  

The participants’ responses regarding their teaching dispositions were coded and 

themed together as these provided insight into this vital aspect of capacity. The responses 

were mixed as while some participants’ responses focused on the differences the program had 

made to their attitudes to teaching and their thinking as a teacher, others saw little to no 

difference in their approach and saw the coaching interactions as not impactful to their 

dispositions. 

The theme of student impact was coded from numerous responses of participants 

which commented on how the coaching interactions had led to changes in their practice 

which were evidenced in changes in their students. The Guskey Model (2000) highlights this 

in the fifth level; however, as it is not a central aspect of this study, while the responses in 

this theme centre on coaching interactions and their impact on students in the classroom, this 

is a perceived effect to pedagogical change. Participants’ responses were both supportive and 

sceptical regarding student impact, with some happy to see changes in their students’ 

engagement and behaviour, while others noticed little difference. 

Phase 4 – Reviewing the Themes 

In this phase the potential themes were mapped and the relation between the coded 

data was checked against the themes for quality and to verify the themes. The themes were 

checked for whether they provided something useful about the data in relation to the research 

question and to ensure there was enough meaningful data to support the theme (Braun & 

Clarke, 2006). During this process themes were collapsed and joined to others to reinforce 

them as the data to support some themes was too thin to stand on its own. 

An inductive approach to the data coding and analysis was undertaken, driven by the 

data collected, with themes being derived from the data (Braun & Clarke, 2006). The themes 

emerged from participant responses in relation to changes both inside and outside of the 

classroom. When asked what evidence would show that coaching has had an effect, some 

responses referred to changes in classroom pedagogy and evidence to support these, whereas 
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other responses referred more to changes in school culture at large or their personal teacher 

dispositions. The themes selected reflect the data in this way, with responses gathered to 

accentuate the experiences of participants in relation to change in teacher practice. As a 

result, the following themes were mapped: 

 

Figure 4: Thematic Map  

 

Phase 5 – Defining and naming themes 

The uniqueness of each theme is the focus of this phase, with the aim of defining the 

themes by presenting extracts from the data which provide vivid and compelling examples to 

set out the story (Braun & Clarke, 2006). In this phase, extracts were chosen to highlight the 

participants’ experiences in relation to the themes named to validate the choice of themes; it 

was the aim in choosing these themes to animate the participants’ experiences with coaching 

in relation to the effect on their pedagogical practice change. The themes also highlighted that 

there were effects on teacher practice outside of the classroom, including the school culture 

and the impact on students. 

In the table below the themes are named. These are presented together with codes that 

demonstrate the participants’ experiences, with the use of direct quotes extracted from the 

data highlighting the effect of the coaching program: 

Table 3: Codes with illustrative data extracts (Direct Quotes) (Braun & Clarke 2006) 

Effect of Coaching

Pedagogical 
Practice Change

School Culture

Coaching 
Relationship

Teacher 
Dispostions

Student Impact
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Codes with illustrative data extracts  

(Direct Quotes) 

Key words Themes 

“I have utilised several ideas that have come 

out of my discussion with my coach.” 

“I haven’t really seen much change in the way 

I do things.” 

“It has been really great having the support of 

my coach as I implement new technology, 

talking to them about how I will go about it 

really helps me plan it out.” 

“I didn’t realise I was doing a few things, when 

my coach brought it to my attention, it allowed 

me to change things in my classroom which has 

been great.” 

“The support of my coach has made me more 

confident to give new technology a go in the 

classroom, his feedback has helped me to fine 

tune things.” 

“I implemented a particular strategy initially 

when my coach came to observe my class, but it 

really didn’t work as well as I thought it would, 

so I have not used the strategy since.” 

“I had not tried the questioning approaches 

from the professional learning team before 

until I discussed it with my coach, the feedback 

I have received from my coach has been 

extremely useful.” 

Change, implement, 

strategy, applied 

Pedagogical 

practice change 

“There have been increased conversations in 

the school around the way our students learn 

and how we can work towards improving this.” 

Improvement, School culture 
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“Coaching in the school has put the emphasis 

on teacher learning which is great.” 

“The lack of time allocated by the College has 

hamstrung the process, it’s really hard to find 

the time to meet.” 

“It isn’t very clear why we are doing coaching 

and some staff have struggled with the 

process.” 

“My coach doesn’t have much time to meet 

with me and it can be a long time between 

visits.” 

“Some teachers have really embraced 

coaching and it has improved things for them. 

We don’t hear much about it in staff meetings 

though.” 

“It is really hard to catch my coach, they have 

a position of leadership and are always out of 

their office.” 

Teacher learning, 

conversation, time 

allocation, clarity 

“Coaching is just a way of having someone 

from senior leadership see what we are doing, I 

guess classrooms need to be more open now.” 

“My coach has been wonderful, she has been 

really supportive.” 

“My coach last year was really 

unapproachable, they didn’t even teach in my 

subject. It has been great to have someone this 

year who understands what it’s like to teach 

R.E.” 

“At first I was worried the coach was just 

going to report back to the Principal what was 

Open, 

Trust, support, 

conversation, 

approachable  

Coaching 

relationship 
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happening in my class, even though I was told 

that it wasn’t going to happen.” 

“I have needed to trust my coach and allow 

them to come see one class which I was 

struggling to work with.” 

“I have really appreciated the opportunity to 

talk to someone about my challenges, I can 

trust my coach to help me work on my 

teaching.” 

“I got lucky, my coach is an amazing teacher 

and someone I can talk to.” 

“The discussions can be illuminating as to the 

benefits of other teaching approaches and it 

makes you think about what you are doing in 

the classroom.” 

“The coaching sessions haven’t really made 

much difference to me, I think I do a good job 

as it is.” 

“The data the coach gathered allowed me to 

reflect and the regular catch ups encourage me 

to develop my pedagogy to make things better.” 

“I have seen a change in the attitudes of 

teachers to participating in classroom 

observation due to the coaching process, there 

is a greater willingness to open your classroom 

up to others now.” 

“The coach’s feedback and data from your 

classroom really makes you re-examine 

whether you are having the impact you think 

you are.” 

Reflect,  

think, difference, 

attitude, 

impact, 

effect 

Teacher 

dispositions 
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“To be honest in the beginning I just wanted 

my coach to tell me the answer to my problems 

and how to implement a solution. I think more 

about how I will go about things now and I am 

looking for the effect on my students.” 

“When I go through the observation notes my 

coach has taken, it helps me to understand and 

reflect.” 

“There has been a noticeable improvement in 

my classroom.” 

“I don’t think I have any evidence that 

coaching has made a difference.” 

“I can see students are more confident in using 

skills I’m working on with my coach.” 

“I have seen some positive outcomes in my 

classroom, I have witnessed improvements in 

student performance through their results and 

learning experience.” 

“Having regular catchups with my coach has 

allowed me to spend some time looking at what 

has changed since last time and what impact 

this had on my students.” 

“My students are more engaged which really 

has cut down the amount of classroom 

behaviour issues I am dealing with.” 

“Ever since I worked with my coach on 

implementing behaviour tracking in my classes 

it has been really obvious when students are on 

task and it has made students better behaved 

and engaged.” 

Classroom, students, 

engagement, 

achievement, student 

performance, student 

behaviour 

Student impact 
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In coding to understand the phenomena, the responses of participants were categorised 

and labelled (Strauss & Corbin, 1998). The aim was to understand the beneficial or negative 

effects of the coaching intervention in building capacity and to highlight the examples they 

provided to explore how these manifested in their teaching practice. The analysis of the 

interviews and open-ended questionnaires highlighted that coaching had had positive and 

negative effects on teachers, both within and outside of classrooms.  

1. Pedagogical practice change: The decision to name this theme was central to the 

research question; whether there was a change in pedagogical practice in the 

classroom is fundamental to understanding the effect of the coaching program on 

teachers.  

2. School culture: School culture is identified in the literature as an important 

consideration to the implementation of coaching initiatives and this theme emerged 

from participant responses which highlighted challenges and changes in culture which 

affected and were affected by the coaching program. 

3. Coaching relationship: The relationship and level of trust present in the coaching 

interaction is highlighted as a significant factor in the effectiveness of coaching in the 

research. This theme was raised by participant responses which spoke of the effect 

this had on the interaction and how it affected the implementation of change in their 

classroom practice.  

4. Teacher dispositions: The theme of teacher disposition was raised from responses 

which categorised a change in teacher thinking; participants’ responses highlighted 

this theme centred on the change in teacher thinking outside of the classroom, both of 

themselves as learners and reflectively in considering their effect inside the 

classroom. It is supported by professional learning research. 

5. Student impact: This theme emerges from the responses of participants around what 

they perceived to be changes in student classroom behaviours and engagement over 

time. The responses of participants highlighted that student impacts were present due 

to the implementation of strategies supported by a coach. 

To restrict ethical concerns, participants in the study were excluded if they were direct 

reports to the researcher. The findings of this study were analysed with conscious thought of 

the researcher’s own political history, which may shape their interpretation (Creswell, 2007). 

As such, the approaches discussed, and ethical and validity concerns highlighted later, were 

paramount to the data analysis approaches employed.   
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The open questionnaire aimed to ensure that the responses of participants were 

individualised, giving better representation of their views and opinions. The questions in the 

open-ended questionnaire were organised into themes and coded for qualitative analysis. 

Some of the questions asked in the questionnaire also allowed for quantitative data collection, 

providing another insight and element of validity. The quantitative data emerged from the use 

of a number of statements that had a Likert scale ranging from the value of 1 for strongly 

disagree to the value of 4 for strongly agree (Likert, 1932), and aimed to provide some of the 

“numbers” of the mixed-method approach. 

Statistical analysis was undertaken in the form of a factor and cluster analysis. The 

resulting findings were interpreted to gain meaning and increase the reliability of each factor 

in a multivariate analysis, which determined differences across all factors. Cluster analysis 

was used to group participants into groups based on their responses and the results are 

represented in a dendrogram to identify significant clusters. 

Ethical and Validity Considerations 

This study received the support and approval of the Melbourne Graduate School of Education 

Human Ethics Advisory Group (MGSE HEAG), approved under the Ethics ID/HREC: 

1443460. Creswell (2012) reminds us that “the researcher’s quest for information should be 

tempered by the ethical constraints of protecting the participants” (p. 231). Ethical 

considerations are complex in “mixed methods research as it combines quantitative and 

qualitative research, therefore ethical considerations need to attend to the ethical issues that 

surface in both” (Creswell, 2012, p. 553).  

Validity was a key consideration during the creation of the instruments and was 

approached with a view to the type of data needed to inform the various levels of the Guskey 

model (2000). The questions employed in the survey and questionnaire were consistent with 

the suggestions of the model; the aim of this approach was to ensure that the data collected 

was valid and consistent with the indicators identified by Guskey (2000). In order to achieve 

this, questions focused on gaining data which was stable and consistent across the 

instruments so that participants addressed similar aspects in the different instruments, thereby 

validating the responses (Creswell, 2012). Newman (2010) conducted an empirical validation 

of the Guskey model and found that overall it is well grounded, highlighting that teacher 

satisfaction and teacher knowledge at level 1 had a significant relationship, as did teacher 

knowledge and practices with satisfaction and knowledge a predictor of teacher practice 

changes, consistent with the work of Desimone (2009).   
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Newman (2010) suggests that the questions highlighted by the model are valid and 

these were applied in this study to the participants in both the interviews and questionnaire, 

however as is the case with professional development evaluation teachers’ own assumptions 

and constructs, including their position and world view, will affect perception of indicators of 

the model such as satisfaction, changes in knowledge, teacher practice and student 

achievement. The underlying theory and mechanisms, along with the ideological connections, 

must be acknowledged and the limitations of any model and its ability to understand the 

complexity of the context, which varies according to the participants’ constructs, meaning 

and application. The creation of the data collection tools aimed to broaden the understanding 

of each level and enrich the results with data from multiple sources, with the idea of 

achieving validity across the responses collected (Coldwell & Simkins, 2011). 

The instruments were administered in a consistent and standardised manner (Creswell, 

2012). All participants completed the online questionnaire in their own time at their leisure, 

and were not coerced or forced to do so, with the aim of eliciting open and honest responses. 

Interviews were conducted in a private office, with the participants aware that audio 

recording of the interview was being conducted for the purposes of later transcription.  

The validity of the instruments was consistent with the data sought. Questions 

employed in both the online questionnaire and the interview targeted the various levels of the 

Critical Levels of Professional Development Evaluation Model (Guskey, 2000). The Guskey 

model (2000) specifies a range of different questions at each of the levels, and questions were 

developed with these aspects in mind with the aim of informing the levels. The aim of the 

research questions was to understand the participants’ sense of whether time was usefully 

spent, whether the professional learning approach made sense, the presenters’ knowledge and 

helpfulness, the level of organisational support for the program, how issues with the program 

were addressed and rectified, and whether sufficient resources were provided. A list of the 

questions is provided in Appendix 1.  

Using Guskey’s (2000) Five Critical levels to professional learning evaluation to elicit 

open and honest responses, the questionnaire provided anonymity for participants in its open-

ended anonymous web-based form; participants could feel free to respond without revealing 

their identity. It was also important to be aware of potential power issues in the data 

collection process, as these could have impacted the results of interviews due to the 

researcher being a coach and a member of middle management within the school. Participants 
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in the research did not report directly to the researcher and it was important to effectively 

convey the purpose of the study to address concerns that may have existed. 

The interview instrument also raises ethical considerations and validity concerns. 

Access to the field must be negotiated and, in this study, gatekeepers were notified of the 

study and were eager to be involved and allow access. The interviewees themselves could 

raise issues such as timing, and the possibility of participants who may not say much, through 

to unexpected responses and even emotional outbursts (Creswell, 2012, p. 229). Patton 

(2002) states that clearly defining the role of the interviewer and establishing boundaries 

defining the researcher relationship will limit the impact of these concerns on the study. 

As a researcher spending time with participants at the site where they work, there is 

the potential that this may affect the findings of the study (Creswell, 2012). It was important 

to recognise that “researcher reflexivity is a key element of the study” (Creswell, 2012, p. 

474), and as such I (as the researcher) was aware and openly discussed my role in an attempt 

to minimise impact on individuals and the site. In the data analysis and interpretation process 

of the results, “stating my own position and how that impacts on my interpretation of results 

while acknowledging multiple view interpretations” (Creswell, 2012, p. 482) will address 

validity and clarify my position as the researcher. Validation is also considered in the three 

instruments being used to triangulate the data, “enhancing the accuracy of the study and 

corroborating the evidence from different individuals” (Creswell, 2012, p. 259).    
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Chapter 4 – Results 

The aim of this study was to understand the effect of the GROW coaching model and its 

ability to build the capacity of teachers. All participants completed an anonymous online 

questionnaire that aimed to understand how particular elements of the coaching program had 

affected them. All participants also took part in an interview that provided further insights 

into the effect of the coaching interactions on their capacity. Finally, all participants took part 

in two observations four weeks apart; the aim of the observations was to see the initial 

application of the strategy and/or goal and to better understand if the strategy had become 

embedded in the teacher’s practice. 

The data was coded with the aim of informing each level in the Guskey Critical 

Levels of Professional Development Evaluation Model. The questions were coded to the 

various elements of the model and interview responses were used to augment, enrich and 

shed light on the responses, seeking to understand the effectiveness of the coaching model to 

build capacity. The anonymity of the questionnaire allowed personal and sensitive data to be 

gathered and participants could provide open and honest responses without concern around 

identification. Finally, participants had the opportunity to enter comments of their own 

choosing at the end of the questionnaire, further augmenting the qualitative data and 

providing additional opportunities to understand the effect of the model’s implementation. 

The results of the questionnaire and the interviews provided insights into all four 

levels considered in the Guskey model. Level one considered participants’ reactions to the 

program, level two looked at participants’ learning, level three considered the level of 

organisational support and change, and level four explored the participants’ use of new 

knowledge and skills. The results below have been grouped into these Guskey model critical 

levels, with the interview responses shedding some light on the reasoning and tensions behind 

the responses. 

Cluster analysis.  

A cluster analysis was used to group participants based on their responses. A dendrogram 

(see Figure 5) provides a depiction of the participants most related to and most distant from 

each other in their responses. The analysis led to three groups being identified. The first 

group consisted of 21 participants, group two included two participants, and group three was 

an outlier presenting a significant anomaly in their response, which thus could not be grouped 

into the other two groups.  
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Cluster one is notable with the majority of participants clustered into this group 

(group one) and reflecting similar positive responses to their learning in the program. These 

respondents saw positive responses to the questions of the GROW model and its ability to 

impact on their practice. Cluster two displayed concerns with aspects of the program, they 

valued the GROW program however wanted much more time to work with the program. 

Cluster three showed a negative response to the program, they saw little value in the program 

and expressed concern with its effect on practice, as well as demonstrating concern about its 

value. 
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Figure 5: Cluster analysis dendrogram 

The participant in group three was an outlier; Chris, a coach within the program, saw 

significant issues with the program that were not being addressed and was quite negative 

about the likelihood it would succeed. Chris’s responses shed some light on why their 

experience with the program was negative:  

I think we’ve always collaborated, we need to when we’re teaching in our 

fields. It’s just sometimes there’s the relationships between people that is 

difficult to improve on and some you don’t have much of a relationship 

with. I still feel that the school is pushing it upon their staff. And it’s more 

of a top-down approach. The reason being is that it tends to be pushed by 

the management, with reminders about due dates and schedules of the 

things that we should be doing. I still think it’s a push marketing strategy, 
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for want of a better word. I don’t think this is going to be an overnight 

change. The whole school improvement thing that we’re going through is, I 

think a cultural change that will take a while. Maybe even a whole 

generation of students have to go through the college for that sort of 

change to be noted. 

Guskey Model Level One – Participants’ Reaction 

The initial reaction of participants to any professional development program is a fundamental 

and pre-requisite step to the success and ongoing support of any school initiative to build 

capacity. The questionnaire and interviews sought to discover the participants’ understanding 

of the coaching process, whether they felt their time was well spent and the initiative useful 

to them. Participants’ responses commented on their understanding of the initiative and 

considered whether they believed their coach’s approach was knowledgeable and helpful. In 

exploring these crucial foundational aspects, the aim was to collect data that would provide 

insights into the participants’ satisfaction and interaction with the coaching program, and 

their sense of the benefit from the program, crucial to future ongoing participant engagement 

at all other levels. 

 

Figure 6: Participants’ understanding of the program 

Figure 6 presents the means of the three questions relating to participants’ 

understanding of the program. Participants responded favourably to the aim of the program to 
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support their pedagogical practice and the process the program undertook; they understood 

the process and its goals. Participants were positive about the approach taken by the GROW 

coaching model of pre-conference, observation, and post-conference, and felt that this 

approach was made clear to them. There was concern expressed asking for greater clarity of 

the goal of the coaching program, particularly concerning how the coaching program’s 

implementation would change practice at the school. These concerns affected their perception 

of what success would look like, with participants having different understandings of what 

the success of the program would mean. Michael’s interview comments provide an insight 

into this concern: 

Coaching for me is really very generic and not really specific to any subject 

in the school, which, in itself, is fine, but I would like it to have a more 

specific aim, like subject specific coaching, to receive some specific 

coaching from somebody that actually teaches the subjects that I teach with 

a clear goal. 

The anonymous open-ended questionnaire responses explored some of the negative 

responses concerning clarity about the aim of the program. Some participants responded that 

they were unclear as to the reasons for the GROW program’s implementation in the school. 

The aim of the coaching program was seen positively by some participants as an effort to 

improve student outcomes through developing teacher practice, while others viewed it 

negatively, as a way of holding teachers accountable through “tick boxes” to show something 

was being done about results. This showed a lack of clarity about what the success of the 

coaching program would look like and different perceptions of its aims. 
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Figure 7: Participants’ reactions to time spent in the programs 

Figure 7 presents the means of the three questions relating to participants’ reactions to 

time spent in the program. Participants reported that the time was well spent although others 

expressed concern regarding the lack of time available for coaching, separate from teaching 

time. Others reinforced that while no extra time was made available for coaching, participants 

saw it as a welcome rare opportunity to discuss and reflect on practice. 

The view that coaching interactions were useful to teacher practice was favourable, 

though there were some responses noted in the open-ended questionnaire and interview data 

from participants who desired to be given a solution to a challenge they faced, a feature not 

consistent with coaching. The results from the open-ended questionnaire reinforced that some 

participants were reluctant to be coached, expressing a vulnerability to being observed by 

their managers, while others were unsure about the aim and lack of time. 
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Figure 8: Participants’ reaction to the knowledge and efforts of coaches 

Figure 8 presents the means of the eight questions relating to participants’ reactions to 

the knowledge and efforts of coaches. The responses highlighted that a slight majority of 

coaches were well prepared for sessions; however concerns surfaced in the open-ended 

responses around the selection and suitability of coaches and their skills. The lack of 

consistency in meeting times and approaches of coaches was also raised. The coaches’ 

knowledge of the process was largely positive, and while overall participants expressed 

confidence in the program knowledge of their coach, the lack of subject knowledge of some 

coaches in the subject of their coachees impacted their relationship. When coaches were 

knowledgeable in the pedagogical content, participants were more likely to find the 

experience valuable. The comments of one participant, David, reflected this, 

It so happened that my coach is more IT-based and my goal was around 

implementing a few different IT programs for learning and I tried them 

with my year 12 class and it went quite well. The feedback I received was 

very helpful and I was able to refine and improve. His knowledge of IT 

meant he took me through it step-by-step, and knowing he knows his stuff I 

was able to feel confident to go and then implement it in the classroom. 
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Several participants expressed that they had been paired with a coach they felt was not 

aware of the challenges they faced in the classroom or subject, and this impacted on their 

relationship and level of trust.  

The interview responses expressed concern around the selection of coaches. Coaches 

who were respected teachers and had a good knowledge of the GROW model were viewed 

favourably. All coaches underwent the same GROW model professional development; 

however, those who lacked the respect and trust of participants or had approached coaching 

as part of their managerial duties were viewed differently. Jopp expressed this concern in his 

interview comments, 

My impression was that my coach was not conversant with the process of 

coaching and they approached their role almost mechanically. They saw 

coaching as part of their management role, a procedural role, a process 

role, rather than a one-to-one developmental role. 

The approach and personality traits of different coaches emerged as a key reason for 

the diverse responses of participants. Where the coach’s approach was more managerial, 

participants reported that they felt it was something to just get done and ticked off.  

Participants were mixed in their responses about whether their coaches were well 

prepared. The interview data reinforced this element, with some participants commenting that 

their coach was well prepared, organising appointment times in advance, while others 

highlighted that time constraints and multiple tasks and roles affected their preparation.  

The positive relationship allowed for most participants to honestly and truthfully 

discuss often-challenging pedagogical challenges with their coach. The interview responses 

reinforced the sentiment that where the relationship was strong it was possible to address 

challenges honestly and purposefully. A common concern surfaced that some coaches with 

positions of leadership affected the openness of the discussions, responses reported that there 

was a perception that pedagogical weaknesses would become known to management, which 

could become known to school leadership and may be surfaced in the end of year annual 

review meeting. Sam’s response explored this issue: 

I have had a few different coaches, and some play the power game and real 

coaching never really occurs. By power game, I mean the coach only uses 

the session to identify weakness and doesn't discuss help with you, 
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strategies that could be developed to overcome these, thus it becomes a 

negative experience as opposed to a constructive experience. I felt with 

some coaches that it was imposed on me, and I felt concerned that it was 

being used as an opportunity for the administration to performance 

manage me. 

Thematic Report – Coaching Relationship 

Participants’ responses featured references to the coaching relationship as an important 

consideration that was affected by two factors, firstly the lack of choice in who their coach 

was and secondly the impact of any deficiencies in the relationship. In circumstances where 

there had been a change in coaches due to staffing changes or coaches taking a leave of 

absence, the responses highlighted the significant impact this had on the coachees’ 

experience. The level of trust in the relationship also featured heavily; where participants felt 

apprehensive about exposing their pedagogical weaknesses to their coach they would often 

avoid classroom observations or coaching conversations. In some cases the responses 

highlighted that little or no interaction between them and the coach occurred or that these 

interactions “felt forced” due to organisational expectations instead of a desire to improve 

practice.  

The reality that coaches were given training as part of leadership positions was also 

present in participant responses in this theme, as such it was the participant reality that all 

coaching relationships did have power imbalances due to the coaches also being managers 

and therefore their power in the organisation was a factor. While efforts were made on a 

school-wide and individual level to reinforce the coaching relationship as a support to teacher 

practice, there was a prevailing fear of performance appraisal present in responses, especially 

where the relationship was deficient: 

Coaching is just a way of having someone from senior leadership see what we are 

doing, I guess classrooms need to be more open now. 

At first I was worried the coach was just going to report back to the Principal what 

was happening in my class, even though I was told that it wasn’t going to happen. 

The responses highlighting the coaching relationship were very polarised. Where the 

relationship had been supportive and strong, the coaching effect was very pronounced with 

participant responses supportive of this. The participant responses in this theme focused on 

the power of the coach as a manager within the organisation, clearly affecting the 
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relationship. The responses highlighted that the presence of the coach elicited a cautious 

response from many participants, due in large part to the concern they expressed about a lack 

of choice and trust. The vulnerability of participants expressed in this theme centres on 

exposing their weaknesses, and this information becoming known to senior leadership 

leading to ramifications in future: 

My coach has been wonderful, she has been really supportive. 

I got lucky, my coach is an amazing teacher and someone I can talk to. 

Where the responses were positive regarding this theme, participants stated that the 

relationship was stronger; this was especially the case where participants expressed that a 

similarity of expertise or knowledge was present between them. The responses alluded to 

shared understanding and empathy between the coach and coachee, which was a strong 

platform for their relationship. This was particularly evident in cases where participants 

taught in subjects they believed to be more challenging or where student engagement and 

enthusiasm was perceived to be more difficult to establish:  

My coach last year was really unapproachable, they didn’t even teach in my subject. 

It has been great to have someone this year who understands what it’s like to teach 

R.E. 

Trust was a consistent feature of the relationship theme. The responses from 

participants that demonstrated that this was present, they spoke of trusting their coach with a 

challenge they were keen to address that they would otherwise avoid. Trust was also 

described by participants as the fundamental difference between discussing a challenging 

goal or an easier goal with their coach and therefore affecting the goal setting process:  

I have needed to trust my coach and allow them to come see one class which I was 

struggling to work with. 

I have really appreciated the opportunity to talk to someone about my challenges, I 

can trust my coach to help me work on my teaching. 

This theme identified that the relationship was a significant difference in the 

experiences of staff. Where this was trusting and supportive, there were clear opportunities 

for learning identified with participants, allowing for challenging dispositions and 

questioning practice. 
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Guskey Model Level Two – Participants Learning 

At this level, the focus of the model shifts to understanding the participants’ learning 

regarding knowledge, skills and attitudes. When considering the participants’ learning, 

importance is placed on evaluating the growth in capacity of their skills, knowledge and 

dispositions; we gain this data from the responses in both the questionnaire and interview, 

and from the reflections conveyed by participants. 

 

Figure 9: Participants’ reflections on learning 

Figure 9 presents the means of the four questions relating to participants’ reflections 

on learning. Participants responded strongly to the coaching program’s ability to help them 

reflect on teaching actions, with the interview data corroborating this result. The responses to 

the coaching program’s ability to give teachers time to reflect on their teaching practice were 

overwhelmingly positive.  

The coaching interactions were reported to challenge teachers’ dispositions around 

teaching effectiveness in the classroom and their students’ learning. The majority saw the 

questions of the coaching model not only as helpful in identifying and understanding their 

practice but also in reaffirming things they were doing well. There were concerns raised 

where coaches failed to reaffirm success with participants, highlighting that this lack of 

recognition placed a negative connotation on the experience. Joseph’s interview comments 
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provided some insight into not only the affirming nature of the process, but also the reflection 

and learning they gained, 

I found the experience extremely affirming. As a teacher what happens is 

you just become so involved in your own classes, that it’s so nice to have 

someone that comes in with a fresh look. You may think everything is 

working well, and you think everything is and then when you receive the 

feedback you realise there are things that you can tweak, and that is 

possible when you have fresh eyes come in, which is great. 

The learning gained by participants through this reflection centred on the skills, 

knowledge and dispositions for future practice, allowing an opportunity for reflection around 

what they were doing, considering what was done well, and challenging their dispositions 

around the practices they implemented. The interview data highlighted that where the 

relationship was strong, teachers took an objective view around their practices and were more 

honest and critical of their teaching; where the relationship was weaker, they were less likely 

to do this. The open-ended questionnaire responses of a few participants demonstrated the 

concern that if trust in the coach was low, a “safe” or less challenging aspect of their teaching 

was selected by the teacher as a goal to work on. 
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Figure 10: Participants’ acquisition of new knowledge and skills 

Figure 10 presents the means of the five questions relating to understanding the 

acquisition of new knowledge and the skills of participants. Most responses accepted that 

coaching had helped them acquire new knowledge and skills. There were others, however, 

who stated that there were some inconsistencies as to how they had arrived at this new 

knowledge. Though not a feature of the GROW model, the responses of some participants in 

the interviews and open-ended questionnaire showed a desire for coaching to suggest 

strategies to be implemented, rather than having to identify their own, due to lack of time and 

a desire to “just fix it”.  

Participants’ responses highlighted positively the reflection possible in the coaching 

program and its helpfulness in better understanding their practice; coaching was also 

favourably received as a way of developing strategies that could improve practice. The data 

showed that the coaching process had prompted coachees to question their practice and 

address weaknesses by identifying other approaches they would consider in the future; the 

interview data reinforced this finding and highlighted that new knowledge and skills emerged 

from the coaching process of questioning and challenging effective practice. The comments 
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of participant Yoss emphasise how the coaching interactions raised their awareness and 

responsibility around a challenge, setting concrete goals that had built their capacity, 

Out of the coaching conversation that I had with my coach, I created some 

goals around what was happening in my year 11 class and the challenges I 

had with them. Through the conversation I gained a much better grasp of 

the issue and connected the dots in my head, I also realised that if that was 

what was happening at year 11, then probably I should take a look at the 

year 9 class too. So, what I've done in my year 9 class is I've structured 

things much more purposefully to engage students, I have added more 

visual material to support difficult concepts and terms as well as my 

original sort of Socratic method. I've also done things different in my year 

9 class because writing a text response essay is something I think every kid 

has a bit of trouble with and I've done things like I've had an essay and I've 

cut it up and I've had them piece together how they think it should go. I'll 

be more systematic and target things, like where I'll put my own 

introduction to an essay on the board and make it a game where they have 

to complete the body paragraphs. It breaks up the lessons and includes 

more approaches to a topic. 

The interview data highlighted that where coaching had been most beneficial was in 

helping teachers identify areas of improvement and raising awareness of practices they 

automatically perform. The comments from one participant, Michael, showed how this was 

brought to his attention and the dispositions his practice was unexpectedly impacting, 

One of the strategies that I ended up working on with my coach was my 

movement around the classroom, he asked some questions which really got 

me thinking whether I was spending too much of my time in front of the 

class rather than moving around. When I received that feedback, in fact, I 

realised that I do sort of spend a lot of my time at the front of the class, 

through that I am now more conscious of that ... I am especially conscious 

of the way that desks are structured in a way that I can get around, and my 

presence isn't just in one part of the classroom, it is all over the classroom 

in a more supporting role for the students.  
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Observations of implemented strategies gained through coaching.  

The observation tool gained data that allowed the researcher to document behaviour in its 

natural classroom environment context. The observations aimed to confirm the 

implementation of strategies into the classroom and were coded according to themes. The 

observations were conducted during two sessions, four weeks apart, and aimed to restrict 

participant self-reporting bias and social desirability. Table 4 presents the observation data 

collected by primarily targeting the practice change and degree of implementation. 

Table 4: Observations of participant implementation 

Participant Coached strategy/goal Initial 

implementation 

Ongoing 

use (4 wks 

later) 

Luke Feedback loop Yes Yes 

George Questioning techniques Yes Yes 

Jopp Student goal setting Yes Yes 

Jane Worked examples Yes No 

Malcom Concept mapping Yes Yes 

Jack Worked examples Yes Yes 

Michael Direct instruction Yes Yes 

Elizabeth Coaching teachers through difficult conversations with 

parents 

Yes Yes 

Bonnie Learning intentions and success criteria Yes No 

Luca Use of technology for testing and feedback Yes Yes 

Gemma Learning intentions and success criteria Yes Yes 

Chris Feedback loop Yes Yes 

Sam Getting students on task earlier in lessons (time on 

task) 

Yes Yes 

Mark Learning intentions and success criteria Yes No 

James Getting knowledge ready (literacy) Yes Yes 

Don Use of technology for assessment and feedback Yes No 

Gab Getting knowledge ready (literacy) Yes Yes 

Joan Learning intentions and success criteria Yes Yes 

Veronica Reviewing the lesson/consolidation of knowledge Yes No 

Roger Getting knowledge ready (literacy) Yes Yes 

Rachael Tracking student engagement and progress better 

during lessons 

Yes Yes 

Joseph Movement around the class (time on task) Yes Yes 

Yoss Questioning for participation and engagement Yes Yes 

David Use of technology for learning in the classroom Yes Yes 
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The initial implementation observed the first application of the strategy in the 

classroom for the teacher, and the observation confirmed that all participants implemented a 

strategy they had agreed on in the coaching pre-conference. Participants were observed once 

again after a four-week period to see whether the strategy had become embedded in their 

classroom practice.  

Participants were observed to have various stages of mastery after four weeks; 19 of 

the 24 participants (79.16%) were still utilising the strategy they had developed in their 

coaching interactions, at varying rates of proficiency. Participants who were observed after 

their initial observation had continued to actively embed the strategy, developing their 

mastery.  

The observations highlighted that the teachers’ practices were deliberate and aimed to 

implement change. The observations did not provide an insight into the reasoning of 

participants who were not working with their strategy or the reasoning of participants who 

did continue to use the strategy. The observation results demonstrated overwhelmingly that 

the participants had embedded and continued to develop and refine their practice after their 

initial coaching sessions.  

The strategies selected by the participants give us some insights into the approaches 

taken. The data shows that the majority of teachers focused on addressing strategies being 

promoted and advocated in the school at the time. Participants targeted strategies that 

addressed several school aims, for example the school-wide work of improving literacy 

across the various year levels saw participants desiring to implement the “Getting Knowledge 

Ready” stage of the High Reliability Literacy Strategies (Munro, 2011). Strategies chosen 

featured a focus on teacher actions and practices such as movement in the classroom, use of 

technology, and questioning or engagement; however, no particular teacher-selected strategy 

was more successful, reinforcing that the strategy itself was not a central factor to successful 

implementation. 

Thematic Report – Pedagogical change  

The responses of participants affirmed that a change in practice and implementation into the 

classroom had occurred in most cases, while a few participants reported little to no change in 

their classroom pedagogical practice and responded with comments such as “I haven’t really 

seen much change in the way I do things.” Where there was change in practice, participants 

demonstrated that they had benefited from the ability to discuss their teaching work and the 
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challenges they were facing in the implementation. Discussing the approach and strategy they 

would employ with their coach helped to clarify what needed to be done. One common 

example was in the implementation of technology in the classroom and changing teaching 

practice to incorporate this. The participants’ responses demonstrated that coaching supported 

this: 

It has been really great having the support of my coach as I implement new 

technology, talking to them about how I will go about it really helps me plan it out.  

The support of my coach made me more confident to give new technology a go in the 

classroom, his feedback helped me to fine tune things. 

The results highlight that the learning process is not smooth, and that errors, mistakes 

and setbacks are common. In reference to technology the need to develop teacher skill is 

significant and challenging. The participants highlighted that their coaches provided crucial 

support in overcoming recognised hurdles, with responses supporting that implementation of 

technology into practice with coaching support was possible for participants who would 

otherwise struggle. 

The responses from participants highlighted that coaching had successfully supported 

their efforts to implement strategies foreign to their usual pedagogical practice. Successful 

implementation is only one indicator of successful professional development, and alone is not 

a good indicator, due to participants whose responses demonstrated implementation into 

practice but not long-term change: 

I implemented a particular strategy initially when my coach came to observe my 

class, but it really didn’t work as well as I thought it would, so I have not used the 

strategy since. 

I had not tried the questioning approaches from the professional learning team 

before until I discussed it with my coach, the feedback I have received from my 

coach has been extremely useful. 

Raising awareness is a feature of the GROW coaching model and participant 

responses highlighted the benefit this had to pedagogical practice in the classroom. One 

participant response highlighted this crucial benefit, highlighting the need for change in 

classroom practice: 
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I didn’t realise I was doing a few things, when my coach brought it to my attention, it 

allowed me to change things in my classroom which has been great. 

While the transfer into practice is evident, it has not remained as a long-term strategy 

for some participants. However, this can be seen in two ways, practice implementation and 

change and/or development of teacher skill in the evaluation of practice. Coaching supported 

implementation into the classroom but the long-term use of the strategy remains with the 

teacher evaluating its impact. In some cases the effect of coaching led to the implementation 

of a pedagogical change which, on reflection, the participant did not see merit in maintaining; 

this demonstrates a level of teacher learning in the long term as the teacher evaluates the 

impact the strategy has on students. 

The implementation of technology into practice was possible in Luca’s case due to 

coaching support. The dip in proficiency of a learnt strategy gained from professional 

development. The participant here reveals that there had been a change in their pedagogical 

approach; the implementation of technology to facilitate learning is outside their comfort 

zone and the participation of the coach in the implementation is seen as fundamental in their 

practice and was a welcome aspect of the program. Participants highlighted that due to the 

relative isolation they experience it was difficult to “debrief” their experiences of the 

classroom, this was particularly evident from participants who were teachers of subjects on 

their own where no other teachers taught the subject they did.  

Thematic Report – Teacher Dispositions 

This theme emerged from responses describing participant thinking around the effect of the 

program on their teaching; responses highlighted how coaching supported educators in 

meeting the challenge of expanding and implementing strategies by refining their conceptual 

thinking around teaching and learning. Although most responses regarding this theme were 

positive, there were some responses that demonstrated that not every participant was 

benefiting from the approach, and those comments were exemplified by responses such as 

“the coaching sessions haven’t really made much difference to me, I think I do a good job as 

it is.” In such comments, it can be seen that not all participants agreed that coaching had an 

effect on their disposition as a teacher and lifelong learner. An emerging concern was seen in 

the responses of participants centred on the expertise of coaching staff, demonstrating 

animosity to the program, seeing it as a “waste of time” as they felt their way of doing things 

“did not need to change,” however these were a small minority.  
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The majority of responses to this theme highlighted that teacher disposition was a 

feature of the program identified by participants, demonstrating that the initiative was 

effective in developing teacher dispositions and that this was a positive aspect to change in 

teacher pedagogy in the classroom informed by a continuous learning approach. The 

changing reality of the school environment further enhanced this change in dispositions from 

a directive approach, with responses to this theme demonstrating an emerging disposition of 

reflection on practice and evaluation of effect:   

To be honest in the beginning I just wanted my coach to tell me the answer to my 

problems and how to implement a solution. I think more about how I will go about 

things now and I am looking for the effect on my students. 

The development of teacher dispositions in this theme centred on teacher thinking 

around learning and teaching and asked participants to reflect on and challenge their 

pedagogical practice based on their evidence of student learning. The responses from 

participants showed that there was a change in the perception of teachers to lesson 

observation and practice improvement, and coaching as an approach to support this process. 

In being more inclined to open their classrooms to others, most participants demonstrated a 

change in disposition to capacity building and addressing skills and knowledge, with their 

responses demonstrating the impact these dispositions have on their thinking about teaching. 

One such participant stated that: 

I have seen a change in the attitudes of teachers to participating in classroom 

observation due to the coaching process, there is a greater willingness to open your 

classroom up to others now. 

The disposition of participants in this theme highlighted that responses valued the 

discussion around learning and teaching in the classroom. This coaching discussion was 

welcomed by the majority of participants and provided a structured way to discuss issues. 

The theme also surfaced the effect this was having on teacher disposition around thinking 

about effectiveness of teacher practice and their impact on student learning, with responses 

stating that: 

The discussions can be illuminating as to the benefits of other teaching approaches 

and it makes you think about what you are doing in the classroom. 

The coach’s feedback and data from your classroom really makes you re-examine 

whether you are having the impact you think you are. 
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The effect of conversations led to participants exploring possibilities and challenges, 

as discussing these with their coach allowed them to “talk through” alternative practices they 

could implement. Feedback on the implementation of strategies was generally seen as 

positive by participants, who saw it as the ability to have “an extra set of eyes” in the 

classroom who could highlight what they were doing and provide feedback regarding the 

effect strategies were having on the broad body of classroom students: 

The data the coach gathered allowed me to reflect and the regular catch ups 

encourage me to develop my pedagogy to make things better.  

When I go through the observation notes my coach has taken, it helps me to 

understand and reflect. 

This feedback was appreciated, particularly for new strategies being trialled or 

implemented for the first time by the participant. Participants remarked that their coach had 

raised aspects of their practice that they had “not realised they were doing” due to their 

concentration on of other aspects of lesson delivery. 

Guskey Model Level Three – Organisation Support and Change 

At this level, the data collected seeks to understand the level of organisational support seen as 

central to the success of professional development initiatives to build teacher capacity. The 

findings gathered centre on how the organisation provided support for the program, the issues 

and concerns and how they were addressed, and whether the program received sufficient 

resourcing, demonstrating a commitment to its success. The data also examines the 

recognition of the program and what has been done to further drive the program and its goals. 
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Figure 11: Organisation advocacy and support for the coaching program 

Figure 11 presents the means of the three questions relating to understanding the level 

of organisational advocacy and support for the coaching program. A majority of responses 

highlighted that while the program had been positively supported by the school, there were 

mixed responses when it came to whether that support was open and public. Concern was 

expressed by participants regarding the way the program was implemented and the reason for 

its implementation. Participant responses from the open-ended questionnaire highlighted a 

range of perceptions, with some saying the aim was to address poor teaching performance 

while others saw it positively as a way to support teachers developing practice. 

Don’s comments shed light on concerns around the implementation of the program, 

I don’t think it was introduced to the staff all that well, and I think people 

have a negative connotation naturally to anyone entering their classroom 

to observe them when it comes to it. I feel for the coaches they’ve obviously 

got a job to get done, but I’m not sure how well training has prepared them 

for the process and we get mixed messages about what the aim of it is. 
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Figure 12: Problems addressed quickly and efficiently  

Figure 12 presents the means of the three questions relating to understanding whether 

concerns with the program were addressed quickly and efficiently. In most cases, participants 

were able to discuss their concerns with the coaching program and bringing these to the 

attention of the organisation when issues arose. The majority, however, did not agree that 

those concerns had been adequately addressed and stated that they had remained ongoing. 

The open-ended responses explained that when concerns were brought up they were diverted 

or “explained away”, and as a result a significant portion of participants felt that this had 

affected the success of the program.  

The interview data showed that there was a central concern with the process of 

allocation of coaches and the lack of choice of coach; the lack of time and inconsistencies 

between coaches also featured in responses. Participants continually expressed a strong desire 

to select their own coach who not only had knowledge of the coaching program but also a 

similar pedagogical knowledge background, feeling that such coaches would be more 
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empathetic around their pedagogical challenges. Bonnie’s response echoed similar comments 

from participants desiring a choice of coach based on both trust and pedagogical knowledge, 

Coaching has been a mixed bag, I have heard very positive things sure, but 

I have also seen that some people have not taken to it, because you are told 

who your coach is, and you may not have a relationship with these people. 

I think it depends who you get and what their learning area (pedagogical 

knowledge area) is too. Due to a change in staff, this year, I have 

particularly enjoyed my experience because I have had a very good coach 

but that is also because I have a good relationship with this person and feel 

I can open up my weaknesses to them. 

 

Figure 13: Sufficient resources have been made available by the organisation  

Figure 13 presents the means of the three questions relating to understanding whether 

sufficient resources were made available by the organisation for the coaching initiative. 

Participants had mixed responses as to whether sufficient resources were made available by 

the organisation, with the majority disagreeing that this was the case. In both the interview 

and open-ended questionnaire data, time was a primary concern for most participants, who 

agreed that too little time was spent on coaching. Participants expressed a desire for more 

time to take part in coaching conversations, with interview responses highlighting their value 

but also surfacing issues of availability and meeting time constraints, as well as the challenge 

of maintaining agreed times. Time pressures in participants’ schedules impacted the program, 
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and participants who responded that too much time was given to the initiative expressed that 

they were already under heavy workloads. The comments of one participant, Sam, articulate 

this frustration and their desire for more time to be made available, 

Due to time difficulties I think that coaching has come across sometimes a 

bit more of a, ‘You’ve got to do it. You’ve got to tick it off the list. You 

should be doing coaching. You should be having coaching this many times, 

it needs to be done.’ Whereas I sometimes feel that when you keep adding 

things that ‘have to be done’ to a teacher’s workload, something’s got to 

give. And if we really want this to be fully supported, I think we need to 

think about time allowance for it. Because if you look at the normal load of 

a normal teacher without any positions of leadership, they have hardly any 

free periods. They have briefings before school, they have yard duties, they 

have meetings after school. It’s a great initiative but something’s got to 

give, for them to find the time to fit this in, if we want to make it as good as 

it can be. 

The interview data also supported the questionnaire results, demonstrating that the 

coaching initiative was not seen as a waste of teachers’ time, Don’s comment explains, 

I know that people’s lives are very busy in a school environment, it’s very 

hard to catch people. But, yeah, I think if there’s time maybe allocated to 

the coaches, and the people who are being coached, I think that may work 

a lot better. If you’re going to give this a real go then you obviously have to 

give them the time release to be able to implement that fully. 
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Figure 14: Impact on organisational climate  

Figure 14 presents the means of the five questions relating to impact of the 

organisational climate on the initiative. A slight majority of participants responded that the 

current organisational culture was not one of trust and collegiality, the response was also 

slightly negative regarding the school culture promoting experimentation in pedagogy. 

Slightly more participants saw coaching as learning orientated over something to just be 

complied with. The data raises concerns about the culture in the organisation, these are 

reinforced by the interview data that highlights a lack of trust in management and a culture 

where experimentation in practice was not seen as being promoted, as mentioned by one 

participant, Sam, “just don’t say anything, just focus on the good stuff.”  

The interview data raised negative comments from some participants who saw the 

initiative as an attack on the professionalism and identity of teachers. Roger’s comments 

encapsulated some of the fear and avoidance of teachers and the lack of trust of those who 

were coming into their classrooms and how this changed over time,  
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From the beginning of the implementation of the coaching model, I saw 

collegiality beginning to be a bit diminished, I guess, to the point where 

people were avoiding, ducking and weaving coaching conversations 

because of the stigma that has gone with it. Things have progressed on 

though, but it has been a slow process, I believe now there is a lot less 

ducking and weaving from staff thinking that management is trying to 

performance manage them rather than work together to improve student 

outcomes at the school. 

Both the interviews and questionnaire responses data show a positive development in 

school culture. Participants highlighted that the implementation of the coaching initiative has 

helped to open school members to discussions on pedagogy and classroom observation. 

Joan’s comments explain, 

Look, I think there has been a growing openness to discuss ideas now, there 

was always a willingness of staff individually to share things, but coaching 

has helped a bit… the culture to be that way, the expectation that everyone 

does do that sort of thing, that they are involved... A culture of openness to 

new ideas and questioning whether something works. A collegiate culture, I 

think it's getting there but I think there's still a bit of a way to go.  

The interview data raises a view that as individual relationships have developed the 

school culture has improved. Participant responses attributed individual relationships as a 

strong link in the success of coaching interactions, in contrast to their responses about the 

negative organisational culture. Participants’ remarks show that there has been a distinct 

change in school culture, to developing teacher capacity as a priority, where talking about 

teaching is now the norm. George, in his interview responses, highlights that, 

My coach was able to reinforce the trust we have and the fundamentals of 

our relationship. The trust we built through communication and 

questioning demonstrates that relationship you need before you can coach. 

Without trust, you can't really get a lot of effective coaching going. And you 

don't have to be friends, you don't have to be liked, but you do have to be 

trusted. 

Jane’s comments elaborate on the change in culture evident with the implementation 

of coaching and conversations about teaching, 
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There have been changes to how we interact with each other, we are 

talking about teaching a lot more. You see people are coaching too, you see 

people having their sessions, little conversations here and there across the 

school and in the staffroom. You can see it is happening, it has in that 

respect brought it out there more into the open. We know that we do it, we 

know everyone does it and you do see it happening. 

 

Figure 15: Successes of the program have been recognised and shared 

Figure 15 presents the mean of responses to the question relating to the recognition of 

the coaching program’s successes and how these are promoted by the school. A majority of 

participants responded negatively, highlighting that there was a lack of recognition of 

coaching success stories in the organisation. The interview data reinforced this view, with 

participants stating that they had heard of success within the program from other teachers but 

there was a distinct lack of recognition by the organisation at large. One participant, Jack, 

stated in his interview that, 

To be honest with you, I don't think that it is being promoted well. I hear 

good things from other teachers, but I don’t see much recognition as a 

school, so it’s like things are successful based on who your coach is and the 

partnership they have so I am worried things will just run out of steam. 
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Thematic Report – School culture  

The participant responses highlighted that the coaching program had affected the culture of 

the organisation but also that the culture of the organisation had affected the coaching 

program. The importance of conversations around student learning and teaching was shown 

to be a crucial benefit and the responses to this theme referred to a change in school culture 

over time towards pedagogical improvements and valuing teacher discussion around learning 

and teaching. The responses in this theme centred on effects of the program to promote a 

more open dialogue on student learning, teaching practice and addressing any challenges to 

these. Participants demonstrated that this was the case, stating: 

There have been increased conversations in the school around the way our students 

learn and how we can work towards improving this. 

 Coaching in the school has put the emphasis on teacher learning which is great. 

The participants’ responses cited an increase in conversations on student learning and 

demonstrated that coaching has increased the openness of these discussions and increased 

desire to improve student learning, which was a change in the school culture. The school 

culture was also affected by the discussions of how, as an organisation, it was possible to 

work towards improving student learning as a core fundamental principle in improving 

student outcomes.  

The responses also provided insight into how supportive the school culture was to the 

initiative and what support was provided to the coaching program. As part of the 

implementation the time and resources given were a direct reflection of the value of the 

initiative to the school and reflected the culture of the school around learning and teaching. 

The participants’ responses did demonstrate concerns with the allocation of resources to the 

program and the lack of material support afforded to it, this was reflected in their responses 

engendering a belief that the lack of resourcing reflected a lack of value in the program by the 

organisation: 

The lack of time allocated by the College has hamstrung the process, it’s really hard 

to find the time to meet. 

Participants reflected concerns in their responses citing a lack of support and 

resources from the organisation and highlighted that a lack of time in a busy timetable and/or 

availability of the coach were particularly difficult to overcome; in the school culture this 

detracted from efforts of the organisation to demonstrate support for teacher development 
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with the inconsistency and availability of coaches making it difficult to schedule classroom 

observations and/or coaching conversations. These led to some participants feeling that their 

professional development was unimportant or took a “back seat”, which affected the culture: 

My coach doesn’t have much time to meet with me and it can be a long time between 

visits. 

It is really hard to catch my coach, they have a position of leadership and are always 

out of their office. 

Participants were mixed in their responses regarding the understanding of the 

program’s purpose. A consistent understanding and clarity of purpose emerged in the culture, 

a factor that left some participants remarking that they were unsure what the program aimed 

to do. The uncertainty for some participants meant that the coaching program lacked direction 

or an end goal, which made it difficult to see it as either a success or failure. The theme also 

demonstrated that in some cases participants felt there were conflicting messages from school 

leadership, and the plethora of school initiatives together with coaching led to confusion 

about what coaching was and what it was for:  

It isn’t very clear why we are doing coaching and some staff have struggled with the 

process. 

While participants highlighted that though success stories of the program had emerged 

through conversations, a lack of opportunities to promote and sustain the program was a 

factor. The theme highlighted that participants felt that the culture of the College lacked 

opportunities to share the success. The participants’ responses stated that there had been some 

successes shared but there was a distinct lack of this at a wider school level, which they felt 

was important: 

Some teachers have really embraced coaching and it has improved things for them. 

We don’t hear much about it in staff meetings though. 

Guskey Model Level Four – Participants’ Use of New Knowledge and Skills 

At this level, implementation of new skills and knowledge is focused, and data targeted the 

change in practice and the degree of implementation in the classroom. The questionnaire, 

interview and observational data shed light on various aspects identified in the Guskey model 

seen as key at this level. The application of new knowledge and skills was the focus of 

questions, as was the participants’ understanding of what successful implementation looks 
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like. The observational data demonstrated the application of strategies over a set period of 

time and provided the data for this. 

 

Figure 16: Participants effectively applied new knowledge and skills 

Figure 16 presents the means of the two questions relating to the application of new 

knowledge and skills by participants and successful implementation of strategies. In both the 

interview and questionnaire responses, most participants agreed that teaching practice has 

changed due to coaching supporting implementation of strategies and reflecting on practice. 

Participants attribute the application of new knowledge and skills to the questioning and 

observation of practice in coaching and thinking more widely around what they do and its 

impact on student outcomes. Don’s comments show how coaching has raised awareness of 

their practice and the impact of it on their students, leading to the application of new 

knowledge and skills, 

Through coaching I think that I might have looked at other areas of what I 

do, how I give feedback and understanding where kids are at. I’m actually 

looking at trying to do video feedback. I guess it’s probably spurred me on 

to finding other ways of understanding where students are at, other than, 

obviously, their school assessment. And, yeah, just trying to understand the 

holes or gaps in their knowledge, and to be able to give them as much 

insight as to where I think they could improve. 
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The implementation of practice within the classroom was positively reported by 

participants. There was a desire to see that a strategy being implemented would work before 

attempting to implement it. The concerns raised by participants centred on the 

implementation and evaluation of practice; while more participants agreed that successful 

implementation was well understood, the interview data demonstrated that a number did not 

understand how implementation of new strategies would be evaluated. Jopp’s comments are 

one example of this uncertainty, 

Coaching is happening but I do see some resistance to it. I don't think it is a 

resistance to coaching per se, I think it is a resistance or reaction to, here 

is another thing we have to do, here is another meeting we have to have. 

What are going to be the tangible benefits to me and this school, in me 

being involved in the coaching process? I also think that that resistance is 

bound up with a whole lot of other things that happen in the school. I think 

it is just generally, if I get involved with this, is my effort going to make 

anything different… Is something going to change? Is it going to be better? 

This has not been very well communicated as a worthwhile tool. 

Guskey Model Level Five – Student learning outcomes  

Whilst not a focus of this study, student outcomes featured in the data and emerged as a 

theme in analysing responses. The responses from participants were mixed regarding this 

aspect, with responses ranging from no effect to seeing a visible difference in the class 

dynamic, engagement and behaviour. The effect on student academic results was not a focus 

of the study, however in the thematic analysis of interview data we see that participants made 

comments regarding effects on students, with some seeing an improvement of the conditions 

necessary for a positive learning environment. 

Thematic Report – Student Impact 

This theme emerged from responses highlighting how the coaching interactions had led to 

changes in students and classrooms, while there were participants who remarked that little 

had changed, stating that they didn’t “think I have any evidence that coaching has made a 

difference” there were others who highlighted that there “has been a noticeable improvement 

in my classroom”. 

The general comments highlighted that some participants were sceptical of the ability 

of the coaching interactions to impact students until they had “witnessed the improvements” 
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in their classrooms, while others highlighted positive effects, linking these particularly to 

changing teaching approaches and behaviours which they had considered and discussed with 

their coach: 

I can see students are more confident in using skills I’m working on with my coach. 

Having regular catchups with my coach has allowed me to spend some time looking 

at what has changed since last time and what impact this had on my students. 

One aspect which emerged in the responses supported the theme that student impact 

was felt in student attitudes to the classroom, particularly where participants stated that it had 

made a difference in dealing with difficult classroom behaviour. The participants highlighted 

that coaching conversations had supported them to “calmly look at things” and prepare a 

considered course of action regarding classroom behaviour management, and as a result it led 

to impact on students’ learning behaviours. Participants stated that: 

I have seen some positive outcomes in my classroom, I have witnessed improvements 

in student performance through their results and learning experience. 

My students are more engaged which really has cut down the amount of classroom 

behaviour issues I am dealing with. 

The responses to this theme highlighted that participants had seen changes in their 

students, changes in student engagement and students’ use of targeted skills or practices, the 

implementation of which had been made possible by the coaching interaction between 

participants and their coach. However, while these comments were made by participants there 

was no clear causal link able to conclusively prove this was the case. 
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Chapter 5 – Discussion 

Professional development programs aim to build the capacity of teachers to be effective 

educators in the classroom (Kennedy, 2016). They build capacity not only by growing 

teacher knowledge and skills but also, crucially, challenging their dispositions on learning 

(Hattie, 2009; McDiarmid & Clevenger-Bright, 2008). The growing impact of educational 

rationalism (Rowe, 2004) has long promoted professional development programs, which are 

detached from the school context and in many cases conducted through short-term workshops 

with little impact on teacher practice in the classroom (Darling-Hammond, Wei, Andree, 

Richardson, & Orphanos, 2009). The range of external professional development models lead 

to the challenge of enactment of professional learning gained outside of the classroom 

environment, which is rarely implemented (Kennedy, 2016).  

The lack of evaluation of professional development initiatives has led to a multitude 

of initiatives claiming to successfully address the building of teacher capacity and promising 

to lead to improved student outcomes and achievement; a claim which is rarely evaluated or 

substantiated (Guskey, 2000). The challenges faced by teachers in the classrooms are 

multifaceted; the skills and knowledge they need to be effective are constantly debated by 

stakeholders and add to the noise of their working environment, leading to complex and often 

conflicting messages about their role in education (Blackmore, 2004; Kelchtermans, 1993; 

1996; Kennedy, 2016). Building teacher capacity is crucial in addressing the challenges 

teachers face and the outcomes of students in our classrooms. Professional development 

programs therefore must be more than just mandated hours to be met or a cynical “box 

ticking exercise” (Knight, 2010), they must provide genuine opportunities for professionals to 

examine their practice and collaborate with others to examine their impact (Hattie, 2009). 

The implication for Teacher Capacity Building 

This study has highlighted that coaching intervention can build teacher capacity, with four 

out of five participants implementing the strategy they had discussed with their coach, and 

the observations confirming that they were still utilising it four weeks after the initial 

observation. Participants were observed to be at various stages of implementation, with 79% 

finding that the coach was a supportive factor in providing feedback for their ongoing 

learning and implementation into the classroom. 

A majority of participants found that the coaching sessions had benefited their 

learning, not only of skills and knowledge, but the discussion and questions had also 
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challenged their dispositions and beliefs around learning and teaching. One participant, Mark, 

highlighted how the coaching process challenged his dispositions and beliefs around his 

teaching and the learners he interacted with, 

Being challenged by my coach whether my class has learnt something and 

how well they have learnt it, really made me think about what evidence I 

had to prove it. 

The majority of participants agreed that the coaching questions facilitated their 

learning and helped them to better set the goals they desired to focus on in their classroom 

practice; it is therefore interesting to look at the effects of coaching on growing capacity. The 

data showed that the coaching interactions raised the awareness and responsibility of 

participants regarding the concerns and challenges they faced in their classroom, with 78% of 

participants agreeing that coaching had helped them learn more about their practice and 96% 

agreeing that it had helped them reflect on their teaching actions. One participant, Gemma, 

expressed how the coaching interaction had raised awareness and responsibility in her 

teaching, leading to a realisation that helped her identify the pedagogical practices she wanted 

to focus on improving, saying, 

Coaching is an open conversation, it is an opportunity to develop ideas as 

opposed to being told what to do, staff whether they realise it or not, have 

started to shift that conversation. I don't need someone to tell me how to do 

it, the conversation prompts the ideas I have that will work for me as 

opposed to a way that works for them. 

The data reveals that this same majority (74%) saw a shift and improvement in the 

conversation centred on learning and teaching in the school. They claimed that the 

introduction of coaching improved the desire and openness of teachers to share their practice 

and welcome class observation. Teacher immediacy remained a significant concern regarding 

the coaching intervention, with finding agreeable times to meet with their coach and 

matching times to observe practice being highlighted in the data. About half of the 

participants (57%) stated that adequate resources, such as time, were not made available; 

however even more (70%) agreed that the time spent on coaching was well spent. This was 

further reinforced by the fact that participants were eager to have more time for coaching 

interactions with about half (57%) agreeing that too little time was spent on coaching. One 
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participant, Jane, highlighted the challenge of time, reinforcing that this considerable 

challenge was not being acknowledged, stating,   

Honestly what I know is that if you want things to happen, you have to find 

the time for it to happen. And that is making sure people are available 

when you are teaching so that you could be observed or vice versa, or 

having a meeting when you are both free. But I don't think that's 

necessarily accommodated. 

The implication for School Culture and Development  

The study found that there were concerns with the culture and relationships within the school, 

with about half (48%) of participants saying that the culture of the school did not promote 

experimentation in pedagogical practice, and 61% disagreeing that the culture of the school 

was one of trust and collegiality. The challenges around school culture were eloquently stated 

by one participant, Chris, who said, 

I still get mixed feelings from colleagues. There are colleagues who are still 

concerned that the coaching might be used in a negative way, when it 

comes to their performance reviews. And there are colleagues who still 

don’t feel confident in raising issues. And at the same time, there are plenty 

of colleagues who are maybe more confident in themselves and are happy 

to raise things. And I usually find that those sort of colleagues tend to be 

the school leaders, like other YLCs, for example. Whereas the classroom 

teacher tends to be more reserved and more concerned. 

Hattie (2009) highlights that the internal educational culture within schools is shaped 

by the challenges and culture in the wider educational context. The culture of the school 

emerged as a significant concern amongst participants; however, where they had excellent 

trusting relationships with their coach, participants highlighted that greater risk in practice, 

especially around perceived challenging or weak pedagogical practices, was likely. The 

literature states that this challenge is not a phenomenon of one single school but a wider 

educational culture challenge. There is uncertainty in the greater educational culture; teacher 

quality is a main point of discourse, and there is distrust and cynicism around the intentions 

and goals of professional development programs where teacher practice is observed or even 

video recorded as these do make teachers feel vulnerable. 
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The coaching literature states that the significant culture challenges evident in the 

school place great strain on the implementation of the coaching initiative; however, the study 

shows interestingly that the coaching program had improved the culture of the college by 

shifting the focus onto the pedagogical practice of teachers, and in some cases participants 

highlighted that a significant difference in culture has emerged. Malcom stated that, 

Collegiality is developing and coaching overall has helped to nurture a 

growing professionalism, in staff it has helped them to develop more 

confidence in themselves. 

The coaching intervention was found to have placed the pedagogical practice of 

teachers at the forefront of the school’s improvement focus, with the data highlighting that 

most participants (74%) saw a change in the culture of the school that is more focused on the 

pedagogical practices of its teachers, and nearly all (96%) agreeing that this renewed focus on 

pedagogy was targeted towards improving practices in the classroom. One participant, Sam, 

shed some light on how this is now more prevalent within the school, stating, 

I feel like, because the more we do this coaching and the more staff work 

with leaders and they talk on a level where they’re equals, and that’s what 

it should be, there’s better relationships being developed between our 

leaders and our teachers. There’s more conversations where people are 

willing to say, ‘I’m not very good at this, I need help.’ Whereas I think 

sometimes there can be a bit of a culture of, ‘Just don’t say it. Just talk 

about the good stuff’, so you look really good, so then you’re not going to 

get into trouble. And so I think the more we have these conversations, the 

more people are starting to see it’s not a bad thing. This isn’t about you 

getting into trouble, this is just about improvement. And I’m also just 

seeing a lot more conversations. So when you walk past someone that 

you’re coaching, they’ll say, ‘Oh, I tried this.’ Or when you’re coaching 

someone and they have a goal that’s really similar to someone else, you 

suggest, ‘How about you guys have a chat?’ And then they end up 

discussing the strategy that that teacher has tried, which has worked for 

them. So I think there are more conversations between leaders and 

teachers, and more conversations between teachers about practice. 
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The openness of participants to feel able to talk with their coach about their practice 

has shown that most participants (78%) could honestly discuss their pedagogical challenges 

with their coach, with more than half (65%) comfortable discussing their concerns with the 

coaching process. In the interviews, participants highlighted that where the relationship had 

significant trust, feedback was received without the feeling of the “corrective view” 

(Kulhavy, 1977), which felt less like they were being told what to do. One participant, Yoss, 

stated that,  

Coaching has helped me to look at myself as a professional and how I can 

be the best educator that I can be. My coach has a very open nature, so I 

didn’t feel that there was a judgement happening, it made me feel a lot 

more comfortable in communicating the exact nature of my difficulty. I 

didn't feel that she was going to think I was a bad teacher or anything like 

that. 

The importance of Coach Selection and Relationship 

The importance of the allocation and selection of coaches has implications for their role in 

building the relationship. As previously stated, the data highlights the perception that 

coaching has supported an improvement in the culture within the school, refocusing the 

conversation on learning and teaching. The data showed that there was a relation between the 

culture and relationships of coaches and coaches, and that when the relationship was deficient 

coaching was less likely to build the capacity of participants, as they were far less likely to 

engage with the process. Bonnie explained how their experience and a change in coaches 

amplified this aspect, commenting, 

I have seen that some people had not taken to it, because I think they are 

told who their coaches are and they don't have a relationship with these 

people. And some people have quite enjoyed the experience. So I think it 

depends who you get. This year, I have particularly enjoyed my experience 

because I have had a very good coach but that is also because I have a 

good relationship with this person. 

The significant concerns expressed by participants around the coaching program in 

regard to its advocacy and promotion shed some light on the relationships of trust some had, 

and while the majority of participants (70%) agreed that coaching had been advocated and 

promoted positively, just as many (78%) believed that there were concerns and difficulties 
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that had affected the process. The allocation of coaches in the school based on administrative 

convenience meant that staff were allocated their Head of Department as their coach and no 

choice of coach was offered. This was raised as a common concern from the interview data, 

highlighting a lack of relationship between the coach and teacher, a lack of trust to expose 

areas of perceived pedagogical weakness, and often mismatches regarding content knowledge 

of a coachee’s particular subject.  

The interview data surfaced the desire for closer relationships based on similar subject 

knowledge. Common knowledge of the subject matter afforded the coach a sense of empathy 

with their coachee, a sense that the coachee felt heard by someone who “knows what it is 

like” to tackle challenging classroom environments, especially in subjects perceived to be 

more challenging by these teachers. The allocation of coaches and the reduction of choice 

with a significant propensity from participants to be coached by coaches who understood 

their subject matter and the interview comments of Veronica encompass similar comments 

made by participants, 

Whether it is through the same domain or subject area it needs to be taken 

into account...I think I'd like to sit with a coach from the same area as me 

so then we are actually talking about what we're trying to improve on 

together, rather than just working through the coaching talk, you're 

sharing knowledge of teaching and that's how we grow, personally I think a 

coach should be someone who has some connection to you and what you 

teach so they know what it’s like.  

The data also highlighted that a majority (61%) of participants felt that success stories 

around coaching had not been given as much attention by the school. Van Nieuwerburg 

(2014) highlights the vital importance of promoting and acknowledging successful practice 

change and growth as a fundamental aspect of long-term success of coaching and greater 

embedding of the program; without these, voices of success negative experiences or mistrust 

of the program’s intended outcomes may become the main discourse in the school. 

The implications of the GROW Model  

The GROW model, with its pre-conference, observation and post-conference format, was 

well received with most participants (74%) viewing it favourably in developing their practice. 

The majority of participants (83%) saw the merit of the GROW model approach to better 

understanding their practice and highlighted that its approach to building their capacity was a 
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welcome opportunity to take time and talk about practice in the classroom. In a busy school 

environment opportunities for collaboration, dialogue and challenging dispositions around 

what we do and how we do it are rare, and almost all participants (96%) embraced the 

opportunity the GROW model provided to reflect on their teaching actions. The possibility to 

scale the model across schools is high with the model benefiting both the coach and coachee, 

as Luke highlighted, 

The advantage of taking your time and going through a coaching process is 

that as a coach or coachee you tend to then take on the same 

recommendations that you work through and you both benefit. In coaching 

you may address one particular challenge or whatever it might be, but 

ultimately will develop a way or strategy for managing a situation and the 

advantage is you can actually take that strategy yourself. You've actually 

got an opportunity and a way of going through a shared experience to 

learn from.  

The program’s ability to apply to more school contexts relies on careful planning and 

implementation and careful thought as to who will be a coach and which teachers they will 

coach. The data reinforced that relationships are key to the GROW model’s effectiveness; a 

majority of participants (79%) found that their trust relationship meant that they could 

honestly discuss their pedagogical challenges. The comments from participants and the 

questionnaire data reinforced that where there was a breakdown of implementation of the 

GROW model relationships and choice was continuously highlighted as the cause, as 

eloquently stated by Mark: 

I would favour working more closely with someone in a partnership, it is a 

big part of this, if I go back to my example, I was able to work with my 

coach because he understood what it was like teaching R.E, I got lucky this 

year with my coach I can trust them with my weaknesses and challenges. 

Conclusion 

This chapter aims to draw together the findings of the study. The findings are organised under 

three major learnings from the study and suggest implications for each. This study aimed to 

understand the effect of GROW coaching model on teacher capacity building, measured at 

the levels in the Guskey model of professional development evaluation (Guskey, 2000). 

While the findings reinforced that coaching has a positive effect on teacher capacity building 
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with two-thirds (79%) of participants utilising skills and knowledge gained through their 

interactions with their coach four weeks after implementation, it also provided new insights 

into understandings about coaching and considerations for implementation of a program 

within a school setting. 

Major implication 1 – Trust and collegiality at the relationship level are more 

important than the culture of the school. 

This study aimed to understand the effect that culture has on the implementation of the 

GROW coaching model in a school context. The literature continually reinforces the 

importance of setting a school organisational culture of trust and collegiality as a fundamental 

precursor to the success of teaching and learning initiatives (Bryk & Schneider, 2002; 

Drucker, 1985; DuFour, 2003; Knight, 2010; Opfer & Pedder, 2011). The ongoing debate 

questions what comes first: a culture conducive to the implementation of a coaching program, 

or a coaching program as a way of building a culture conducive to pedagogical improvement?  

This study highlighted that a majority of participants did not form the view that the 

school culture was one of trust; this was present in the interview data and reinforced that this 

had a significant impact on coaching interactions with fears of revealing pedagogical 

weaknesses to senior management. The interview data highlighted that where successful 

coaching interactions did build capacity, success was attributed to the trust relationship 

between the coach and coachee and that this trust and collegiality was a greater factor to 

success, demonstrating the ability to overcome the lack of trust in the organisation. The 

interview data reinforced that participants feared that information from coaching could be 

utilised in performance management by school leaders, even where assurances were made. 

The trust and relationship in their coach was the key factor in coachees working on 

challenging pedagogical weaknesses, overcoming the fear of exposing their weaknesses in 

the poor organisational culture. 

The study found that more than two-thirds of participants saw that the school had 

made efforts to positively advocate and promote the coaching program; however, the same 

number stated that concerns and difficulties with the program had not been addressed and this 

had helped to raise mistrust of the program within the school, in large part due to the culture. 

The effect of concerns and difficulties led to more than half of participants stating that these 

concerns had impacted negatively on the coaching process. The data suggests that even with 

these cultural challenges present, the coaching program had a positive effect on staff and 

helped to focus the poor school culture on pedagogical practice. While the benefits of a 
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supportive school culture to learning and teaching initiatives are well understood (Bryk & 

Schneider, 2002; Drucker, 1985; DuFour, 2003; Knight, 2010; Opfer & Pedder, 2011), the 

data showed that trust at the relationship level made it possible to promote the development 

of a learning and teaching culture through the implementation of coaching, in some way 

addressing the belief that without culture change success is limited (Fullan, 2007). The study 

highlighted the benefits of coaching in helping to refocus interactions and conversations on 

learning and teaching, and crucially centring these discussions away from common 

distractions and back onto what has the greatest impact, the teacher’s practice in the 

classroom (Hattie, 2009).  

The study found that the introduction of a coaching model can be therefore also be a 

catalyst to help develop a supportive culture within a school over time. The responses were 

positive with a large majority of participants agreeing that the program had renewed the 

school’s focus on pedagogy and development consistent with a culture of improving practice 

in the classroom. In the current educational culture of performativity (Ball, 2003; Blackmore, 

2004) schools and the professional development of teachers are impacted directly by the 

wider educational culture (Hattie, 2009) with its ongoing focus of educational outcomes 

driven through economic rationalism (Rowe, 2004).  

The implications for schools considering the implementation of a coaching program 

are therefore two-fold; although a coaching conducive culture supports the implementation of 

coaching (Knight, 2010), in this case it was not a necessary precondition, the relationship and 

trust between coaches and coachees developed capacity which in turn refocused culture as 

coaching was implemented. The second implication is that as a benefit of the coaching 

program this study found that the program supported the building of school culture as there 

was a distinct change in the conversation and a visible focus on learning and teaching 

emerging throughout the school (Jackson & Waldman, 2011). The study highlights that 

coaching can help support the building of a culture of enquiry and continuous development of 

practice, valuing the teacher and their capacity consistent with an approach that raises 

responsibility and awareness (Whitmore, 2009).  

This finding could be valuable to the future implementation of coaching in schools 

where it may be felt that the culture is not conducive to the introduction of a coaching 

program. While a supportive school-wide culture of coaching is beneficial to the success of 

the program (Knight, 2007, 2010; van Nieuwerburgh, 2017) this study found that where this 
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was lacking, it could be overcome by the trust and relationships of teachers and their coaches 

as these were a far greater factor to the success of the coaching initiative. 

Major implication 2 – The selection and allocation of coaches based on their 

subject matter expertise makes a difference in the relationship. 

The reasons organisations select and assign coaches lacks clarity; background, skills, 

administrative convenience, perceived need or desirable knowledge vary as common reasons 

for coach and coachee matching. The evidence suggests that the age, level of education and 

work experience of coaches can influence perceptions of the quality of the coach and their 

credibility, and impacts coachees’ likelihood to be open to coaching (Feldman & Lankau, 

2005). There is a lack of empirical evidence specifying which skills or backgrounds make a 

difference to the effectiveness of coaches (Kampa & White, 2002).  

The work of de Haan, Duckworth, Birch and Jones (2013) highlighted that client 

perceptions of coaching outcomes were significantly related to their perceptions of the 

working relationship, client self-efficacy, and perceptions of the coach, which leads to how 

clients perceive the outcomes of coaching. In this study the consideration of subject matter 

expertise was a further aspect crucial to the relationship and how coaches were seen by their 

coachees. While the working relationship was significant, this study found that shared subject 

matter knowledge was a validation of that working relationship and built empathy between 

participants.  

The allocation of coaches in this study was not voluntary, and no choice was given to 

whom the coachees would prefer as a coach. The allocation of coaches in this study focused 

primarily on administrative convenience, with coaches allocated being the Head of Learning 

or department Head of Faculty. All coaches received the same training and ongoing support 

on the GROW model; the coach’s knowledge of the GROW model and coaching process was 

the primary training and skill set, while their subject matter knowledge in many cases was 

irrelevant to their allocation. Where participants had a positive working relationship with 

their coach and were confident in their skills, participants’ interview data raised concern 

regarding their lack of choice and that coaches’ lack of knowledge of their subject and/or 

subject matter context affected their interactions and relationship. 

The study found that the coach’s knowledge of the GROW model featured less 

prominently in the responses of participants as a key factor of their effectiveness. Subject 

matter knowledge and experience of the context and the classroom were a greater, more 
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powerful and valuable way for coaches to build the relationship. The interview data surfaced 

that coachees developed an empathy with coaches who taught similar subject matter, and this 

should be a consideration when selecting who should be a coach or who should be assigned 

to any one teacher. The interview data revealed that participants had very positive learning 

interactions with coaches who shared content and context experience, which led to a much 

stronger relationship of trust and empathy. The interviews suggested that participants valued 

coaches who could empathise with them regarding the subject matter taught and their 

classroom contexts and therefore were more likely to establish the necessary relationship 

connection. The participants that were more open and trusting with their pedagogical 

challenges based this openness on the empathy and expertise of their coaches who had 

context/subject experience over just coaching process knowledge alone.  

The subject and context knowledge of the coach is a powerful basis for empathy in 

building the coaching relationship and should be a consideration when implementing a 

coaching program and allocating coaches. 

The literature on various coaching models recognises the importance of managing the 

relationship that is built on shared understanding, collegiality and a partnership approach 

(Knight, 2010). This study highlighted that context and subject knowledge are powerful ways 

to build this shared understanding; the desire for participants to select coaches on this 

attribute demonstrated a preference for a coach who could empathise with their specific 

content context and challenges. The coach’s way of being is said to encompass their approach 

and mannerisms, these affect efforts and the quality of the relationship they establish with 

their coachee, supporting the view that what coaching involves is just as important as how 

coaching is done (van Nieuwerburg, 2014; Whitmore, 2009).  

This finding has implications for the selection, allocation and training coaches receive 

for their role. The findings suggest that consideration should be given to matching coaches 

with similar knowledge and context, as this featured prominently in participants’ responses, 

leading to their confidence, relationship and trust with their coach being increased. The 

context, knowledge and empathy of “what it is like to teach the subject” was a powerful way 

to build this relationship. The skills of coaches in developing the relationship are crucial and 

should be prioritised. Their knowledge of the coaching model and program is just as 

important as how coaching is done (Whitmore, 2009).  



 

 130 

The selection and allocation of coaches based primarily on their training and 

knowledge of the coaching process can lead to variations in the value of the interactions. A 

coach should be allocated on attributes that facilitate the development of the relationship with 

their coachee. There are implications of how participants responded to the study depending 

on the difference in subject knowledge and context empathy, affecting how teachers and 

coaches view the program as a whole. 

When teachers collaborate and share teaching experiences, it helps them conceptualise 

their pedagogical practice (Shulman, 1991) and feedback from a coach who knows “what it’s 

like to teach in the subject” is more likely to be highly regarded. The challenge coaches face 

in helping the teacher to reduce discrepancies between current understandings and 

performance and a goal relies on this trust and rapport, which goes a long way to building the 

necessary relational trust (Bryk & Schneider, 2002; Hattie, 2007) above the challenges in 

school culture. 

Major implication 3 – Challenging the dispositions of teachers. 

The literature widely supports that coaching models of professional development raise the 

initial implementation of new knowledge and skills into the classroom; however, rarely do 

they address challenging perceptions of teachers regarding their students and themselves as 

educators (Alexander, Murphy, & Woods, 1996; Hord, 1997; Joyce & Showers, 2002; Wood, 

2007). There is a lack of evidence that addresses the effect of programs on participant 

motivation and dispositions, and therefore there is an incomplete picture of capacity (Guskey, 

2000). The dispositions of teachers play an important part in their classroom practice and are 

an important element that has been shown to have a significant effect on student outcomes 

(Hattie, 2009).  

This study found that the coaching questions and process were effective in 

challenging teachers’ beliefs of their students and themselves. The coaching questions 

challenged their dispositions around learning and challenged their effectiveness by 

questioning their impact in the classroom and reflecting on how their practice could be 

refined. The coaching process supported a continuous learning approach, providing teachers 

with the opportunity to receive feedback on implementation and refine their practice over 

time. The coaching questions and process were effective in helping more than three-quarters 

of participants to better understand their practice, with almost all participants agreeing that 

the process helped them reflect on their teaching actions. The interview data revealed that 

coaching helped teachers to identify and reveal teaching practices they were unconsciously 
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engaging in that were raised by their coach’s observation. Drawing attention to the actions 

and facts of their practice led to participants acknowledging the need to address the particular 

practice, a phenomenon consistent with raising awareness and responsibility (Whitmore, 

2009). 

The study found that questioning by coaches challenged participants to evidence their 

impact and led to more than three-quarters of participants identifying new strategies they had 

not previously considered implementing in their classroom. The coaching process also 

supported participants in the transfer of knowledge and skills into practice; participants were 

observed initially implementing strategies and this led to a majority of participants 

embedding the strategy into their practice. The dispositions of teachers around practices 

based around learning and the learner, such as questioning, checking for understanding, 

amount of teacher and student talk and efforts on differentiation, were implemented and the 

coaches’ feedback allowed this to come to light. 

The challenge of pressing immediacy (Fullan & Hargreaves, 1996) present in busy 

school environments can lead to teachers perceiving that their efforts to reflect are not 

supported. This study highlights that coaching opportunities can encourage teachers to think 

more around the evidence of their impact on their students and sends a strong message that 

this is the most important objective of the school and should be prioritised.  

The implication of this study showed that while GROW can be useful in challenging 

dispositions of teachers, it must remain independent of teacher evaluation and performance 

management scrutiny. A common concern expressed in the interviews surrounded the 

concern that senior management would become aware of teachers’ pedagogical weaknesses. 

It is important that every effort be made to reinforce that professional development initiatives, 

such as coaching, are aimed at supporting teachers in developing strategies and furthering 

their pedagogical practice, and these efforts must remain independent of teacher evaluation 

and performance management. As is the case with professional development initiatives, the 

greater the effect of the educational culture of “performativity” (Ball, 2003; Blackmore, 

2004) the greater the undermining of the coaching initiative and its aim to remain devoid of 

criticism and moored in collegiate practice (Cordingley, Bell, Rundell, & Evans, 2003).  

Major implication 4 – Professional development should not be mandated. 

In striving for improvement in educational outcomes, it is common for school leaders to 

rightly promote the building of teacher capacity as a proven approach supported by the 
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evidence base (Hattie, 2015b; Marzano, 2003). Professional development initiatives are seen 

by school leaders as a way of addressing challenges within their schools and in eagerness to 

lead school improvement there is a great supply of programs that promise to be the deciding 

factor to attaining success. Coaching as an approach to professional development can be 

implemented with the aim of building capacity in an educational context, however there is a 

requirement that the teacher must desire their own improvement in practice both personally 

and professionally and a belief that “when we pursue excellence, we gain a deeper 

understanding of our purpose, a fuller knowledge of the contribution we make, and the 

satisfaction that comes from doing work that makes us proud” (Knight, 2010, p. 2).  

This study highlighted that staff viewed the aim of the coaching program with some 

suspicion due to the mandated nature of the intervention. The interview data highlighted this, 

even where school leadership reinforced that the aim of the program was to support teacher 

capacity building. The mandated nature of the implementation raised concerns regarding how 

weaknesses in pedagogical practice would be viewed and raised fears of performance 

management around how particular weaknesses could be exposed and reported by coaches to 

school leadership. 

Professional development should avoid being forced or mandated, what they focus on 

and the wide-ranging elements that drive the work of teachers are inherently affected, as is 

what they wish to improve on, their motivation for participation in professional development 

initiatives, and whether they see these as successful and effective (Kennedy, 2016). As 

professionals, teachers are asked to make a myriad of decisions and carry heavy 

responsibility for the students in their care yet they derive so much of their satisfaction from 

their work with students and will continue to be judged by the community at large on the 

outcomes of their students. Professional development should be more closely tied to the role 

of teachers and the esteem of the profession to avoid the implication of mandating 

professional development raised in this study; this may be achieved by elevating teachers’ 

position or recognition as a motivating factor to teacher professionalism. 

Concluding Comments 

Schools are busy environments, commonly involved in numerous complex and 

diverse initiatives, therefore it is important for schools to prioritise what is likely to maximise 

the learning and outcomes of their students (Fullan, 1992). The “pressing immediacy” of the 

teacher’s role continues to affect their ability to take the time to reflect on their practice, as 

well as with their coach, and hinders initiatives for development (Hargreaves, 1996). The 
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challenge of time allocation, a common concern to professional development, was also a 

factor in this study, while time release and incompatible timetables with coaches were 

surfaced by many participants who desired more time and resources to support their capacity 

development. If we are to realise and support that the impact of the teacher in the classroom 

is crucial, then real effort to provide time to build their capacity and their practice should be 

of the highest priority (Hattie, 2009).  

One of the hardest things to do in education is not to change others, but to change 

ourselves (Couros, 2017). The challenge of enactment of professional learning is significantly 

reduced when professional development programs occur in the context they are trying to 

improve (Kennedy, 2016); considering this, coaching has significant benefits when 

considering building the skills, knowledge and dispositions of teachers. The support of a 

coach in observing and providing feedback on strategies was highlighted by participants as a 

key benefit and allowed teachers to implement “new things” as well as to refine their practice 

through ongoing and structured discussion of their successes and challenges. 

While not a central consideration to this study, and certainly not able to be evaluated 

from this study, there were some positive responses around the effect on student outcomes, 

with participants noticing higher student engagement and testing results due to the 

implementation of various learning and teaching strategies gained during their coaching 

interactions. Implementing a change in practice in their classroom and refining these 

strategies with the help of a coach led to teachers taking a risk and trying something they may 

not previously have tried, which translates into positive feedback from their students. 

Limitations of the Study 

The generalisability of this study is limited, and it may not be possible to replicate at other 

sites; the context of this school environment provides a point in time of a relatively young 

school which is growing and developing its practices and procedures for teacher development 

and professional learning. The demographics of the school environment feature a broad range 

of teaching experience but a leadership group which are at the beginning of their educational 

leadership journey and as such would affect approaches and skills implemented in program 

development. The study findings hope to inform professional learning and coaching 

initiatives wherever they may be considered. Application of a similar study examining these 

aspects within a long-established leadership structure would likely yield different results and 

would be of benefit in understanding the influence of experienced leadership in the 

implementation of a coaching program. 



 

 134 

The limitations of the data collections tools used present the possibility to further 

explore the findings through analysis and data collection in other various forms would 

subsequently provide opportunities to explore aspects limited by these study tools and would 

improve understanding of the coaching implementation and implications for teacher practice 

and professional learning. Understanding the perspective of coaches on the program through 

a focus group situation with the coaches alone may yield interesting perspectives on the data 

collected from the interviews and questionnaire instruments; however, this may be difficult to 

achieve due to time constraints of coaches. A questionnaire of student responses would also 

provide an opportunity to understand how changes in teacher practice have been received and 

their insight would be valuable to understand how teacher capacity has been altered. The data 

tools in this study also are limited to their ability to inform impact on student learning 

outcomes, a pre- and post-program evaluation of student outcomes would yield interesting 

results in examining the effect of the coaching program on student learning outcomes, which 

is highlighted in the literature as a key goal with causality difficult to establish. 

A limitation that is evident in the smaller sample of this study of participants due to 

constraints of the context, the sample provided insights which were consistent across themes 

examined and analysed however a greater sample of participants would provide further 

opportunities for data collection and exploration of detail. The limitations of this sample did 

not afford opportunities for random subsamples and application of data tools with a focus on 

specific themes as the lower number of responses may not have made certain themes 

common. In overcoming this limitation in future studies, a larger school participant context 

with support for a more elaborate online survey and participation would allow specific 

aspects to be targeted and therefore enhance understanding. 

The entire picture presented by the evidence has been gathered from the three data 

collection tools and analysed to show a broader picture of each key aspect of the program. As 

highlighted in this study each of the tools themselves have limitations in what insights they 

can provide into the finding and therefore applying different tools would yield differing data. 

The implementation in this study of the data tools gave equal weight to data of opposing 

views in the results, especially where there was no clear consensus in response from 

participants on themes. Exploring the individual narratives of participants would further 

provide insights into the growth experienced individually by the participants and would help 

to overcome this limitation in a future study, however, would hinder the application of this 

generalisability of this study with other potential research sites. 
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Recommendations for Future Research 

The design of this study used a mixed-method approach to gather and analyse data from a 

range of tools at a point in time within a school environment, which limited the focus and 

depth of findings. The findings and implications highlighted are insightful to understanding 

the effect of coaching on professional development of teachers within the educational 

context, however there is much to explore and understand about the implications of coaching 

in educational contexts. The effects of coaching as professional development on teachers are 

worthy of continued research to better understand the considerations and effects to best 

support educators.  

 In considering the limitations of this study, future research opportunities emerge, one 

of which is the characteristics of the coaches themselves warrant further investigation. In this 

study, the coach’s subject and content expertise in the various fields was noted as an aspect 

that facilitated the relationship and trust building in many of the coaching pairs, the 

implication being that coaches with a hybrid teaching/instructional/coaching role 

demonstrated a benefit. The interest in coaching for professional development however has 

surfaced other approaches, with the establishment of coach specific roles in schools in a 

growing number of instances currently. These coaches could have a subject/content specific 

background, however as not practicing teachers themselves it therefore raises an interesting 

consideration to explore in regard to how this would affect the reality of coaching 

partnerships where the coach was only focused on coaching interactions as their only role. 

While it could be said that this would allow a greater focus of their time on refining and 

growing their skills, it would be worthwhile exploring whether this detracts from their 

content and subject matter connection to their coachees and the building of trust through this 

shared understanding and experience. 

 A contentious and often sighted challenge to professional development is the 

resourcing of time, this was particular noted in this study and is an interesting area to explore 

in the growth of coaching in education. This study highlighted time allocation to coaching as 

an impairment to greater success, the approach considered in some educational settings is the 

allocation of time purely for coaching interactions. The arranging of coaching interactions 

specific time would warrant further investigation, whereas interactions in this study were 

scheduled within agreeable time slots between coach and coachee whenever it was possible 

and viable in their busy schedules, it would be worthwhile investigating how a specific time 

allocation made possible through school resourcing, such as through a timetable would affect 
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the interactions and learning of teachers. This implication of setting within this study was 

highlighted by participants as them finding time “where they could” and it did affect the 

perception of participants regarding organisational support and significance placed on 

coaching and professional development. The ‘pressing immediacy’ of a teacher’s role assigns 

a worth to the allocation of time to this apart from their role, a challenge in a busy school 

environment. Investigating the implications of the possibility of allocating time purely for 

these activities and researching to explore the implications for practice and schools would be 

an important endeavour to explore.  

As such, the following recommendations for further research are suggested. 

1. The findings of this study raise opportunities for future research in considering other 

school environments and the ability of coaching to build capacity of teachers in 

different educational contexts. The context of this study and the socioeconomic 

context highlight a point in time of the school which includes new leadership, and this 

would no doubt play a part in the findings. Replicating this study in a different school 

environment within a differing socioeconomic reality with long-term leadership 

would likely yield different results worth considering. 

 

2. The design of this study was limited regarding its sample size, and this provides an 

opportunity for future research across a greater sample of schools. A greater sample 

size of school environments would likely yield very different results as differences in 

teacher contexts and the nature of teachers’ work along with variations in 

relationships would also provide a greater range of diverse voices worth exploring. 

These different results would provide further insight into the effects of the coaching 

model on teacher capacity building. 

 

3. In this study the results reinforce the crucial role trust plays in coaching interventions 

in an educational context. A future research focus could explore this further, 

validating this across other educational contexts such as in challenging contexts. 

Examining the implications of concerns around trust in multiple school environments 

would be useful to the implementation of coaching, especially in schools where 

relational trust is lacking. 
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4. The focus of this study was on teacher capacity, which restricted data collection 

around the effects on student outcomes, as highlighted by level five of the Guskey 

(2000) model. The findings of this study lead on to considering the impact of the 

coaching program on student outcomes, as much professional development research 

fails to address the link from teacher practice to student outcomes (Desimone, 2009). 

This study focused on teacher practice change in light of the coaching initiative, and 

did find examples from participants where it had benefited students’ outcomes; 

however, an empirical study into this link would be needed to understand and quantify 

the extent to which students are affected and better establish a causal link between the 

coaching intervention and student outcomes.  

 

5. This study highlighted that participants saw organisational support as co-related to 

time resourcing, the allocation of time (or the lack thereof) inferred a perception of 

importance given to the coaching initiative and in turn the effort participants placed 

into it. An investigation of this aspect would be insightful to explore given the 

challenge and implications of allocating a timetable of time for coaching and its 

impact on teacher working loads. Comparing the differences from this approach to the 

implementation of coaching in a school environment would allow for school and 

system leaders to evaluate the benefits and costs of allocating resourcing to the 

initiative and the outcomes afforded. 

 

6. This study included a smaller number of participants due to constraints of the context, 

though a saturation can be argued, a greater sample of participants would provide 

further detail to the experiences in coaching within a future study. This further 

enhance the opportunities for random subsamples for different data tools such as 

observations and interviews which could focus on specific data areas and themes not 

possible in a smaller sample. A recommendation for future research would be to 

replicate the study in a larger school context and/or across multiple context 

environments with some attention given to specific aspects of interest to further 

enhance understanding and findings. 

 

7. Participants in this study had a hybrid role with coaching being a component of their 

role in the school, this afforded opportunities to create trust and a relationship in the 

context sharing experiences which were well noted by several participants who found 
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to benefit the interactions. There are instances of schools however which have internal 

coaches whose sole role is the building of the capacity of others, and this would be 

intriguing to explore and compare. It can be inferred that this would afford coaches 

specific focus on the refining of their skills and approaches to the interactions 

however this might reduce the relationship benefits of shared experience in the school 

environment. 

The recommendations for further research above arise from elements which this study 

found during data collection and analysis, as well as limitations of this study, and together 

present opportunities which would inform the implementation and success of coaching 

programs in schools and education broadly. The wide range of school environments 

would further expand opportunities to understand the range of differentiating factors and 

contexts in implementing and supporting coaches and coachees. Further to this, 

understanding these elements would guide system and school leaders to best understand 

implementation and resourcing for programs in a variety of settings and circumstances to 

better utilise resourcing.  

 

 

 

  



 

 139 

References  

Adejare Aderibigbe, S., & Adekemi Ajasa, F. (2013). Peer coaching as an institutionalised 

tool for professional development: The perceptions of tutors in a Nigerian 

college. Journal of Workplace Learning, 25(2), 125-140. 

 

Ajzen, I. (1985). From intentions to actions: A theory of planned behavior. Action control 

(pp. 11-39). Springer Berlin, Heidelberg. 

 

Alexander, P. A., Murphy, P. K., & Woods, B. S. (1996). Research news and comment: Of 

squalls and fathoms: Navigating the seas of educational innovation. Educational 

Researcher, 25(3), 31-39. 

 

Amabile, T., & Kramer, S. (2011). The progress principle: Using small wins to ignite joy, 

engagement, and creativity at work. Boston: Harvard Business Press. 

 

Athanasopoulou, A., & Dopson, S. (2018). A systematic review of executive coaching 

outcomes: Is it the journey or the destination that matters the most?. The Leadership 

Quarterly, 29(1), 70-88. 

 

Auerbach, E. A. (2006) Cognitive coaching. In Stober, D. and Grant A. M. (Eds) Evidence-

Based Coaching Handbook, Wiley, New York, N.Y. 

 

Australian Institute for Teaching and School Leadership Limited. (n.d). Australian 

Professional Standards for Teachers. Retrieved 1 May 2017, 

http://www.aitsl.edu.au/australian-professional-standards-for-teachers/standards/list  

 

Ball, S. J. (2003). The teacher's soul and the terrors of performativity. Journal of Education 

Policy, 18(2), 215-228. 

 

Bandura, A. (1977). Self-efficacy: toward a unifying theory of behavioral change. 

Psychological Review, 84(2), 191. 

 

Bandura, A. (1982). Self-Efficacy mechanism in human agency. American Psychologist, 

37(2), 122-147. 

 

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 

Englewood Cliffs, NJ: Prentice-Hall.  

 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 

Educational Psychologist, 28(2), 117-148. 

 

Bargh, J. A., Gollwitzer, P. M., Lee-Chai, A., Barndollar, K., & Trötschel, R. (2001). The 

automated will: nonconscious activation and pursuit of behavioral goals. Journal of 

Personality and Social Psychology, 81(6), 1014. 

 

Baumert, J., Kunter, M., Blum, W., Brunner, M., Voss, T., Jordan, A., Klusmann, U., Krauss, 

S., Neubrand, M & Tsai, Y. (2010). Teachers’ mathematical knowledge, cognitive 

activation in the classroom, and student progress. American Educational Research 

Journal, 47, 133–180. 

http://www.aitsl.edu.au/australian-professional-standards-for-teachers/standards/list


 

 140 

 

Berg, I., & Szabo, P. (2005). Brief coaching for lasting solutions. London: Norton & Co.  

 

Berliner, D. (1984). The Half-Full Glass: A Review of the Research on Teaching. In P. 

Hosford & V. A. Alexandria (Eds.), Using What We Know About Teaching, (pp. 51-

77). Hosford. P. Alexandria, VA.: Association for Supervision and Curriculum 

Development. 

 

Bernstein, R. J. (2011). Beyond objectivism and relativism: Science, hermeneutics, and 

praxis. Pennsylvania: University of Pennsylvania Press. 

 

Blackmore, J. (2004). Leading as emotional management work in high risk times: the 

counterintuitive impulses of performativity and passion. School Leadership & 

Management, 24(4), 439-459. 

 

Bolman, L. & Deal, T. (2003). Reframing Organizations: Artistry, Choice, and Leadership 

third edition). San Francisco: Jossey-Bass. 

 

Bono, J. E., Purvanova, R. K., Towler, A. J., & Peterson, D. B. (2009). A survey of executive 

coaching practices. Personnel Psychology, 62, 361-404. 

 

Boyle, B., While, D., & Boyle, T. (2004). A longitudinal study of teacher change: What 

makes professional development effective? Curriculum Journal, 15(1), 45-68.  

 

Brante, G. (2009). Multitasking and synchronous work: Complexities in teacher 

work. Teaching and Teacher Education, 25(3), 430-436. 

 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative research 

in psychology, 3(2), 77-101. 

 

Britton, L. R., & Anderson, K. A. (2010). Peer coaching and pre-service teachers: Examining 

an underutilised concept. Teaching and Teacher Education, 26(2), 306-314. 

 

Bryk, A., & Schneider, B. (2002). Trust in schools: A core resource for improvement. New 

York: Russell Sage Foundation. 

 

Burns, D. D. (1980) Feeling good: The new mood therapy, William Morrow, New York, 

N.Y.  

 

Bush, R. N. (1984). Effective staff development. In Making our schools more effective: 

Proceedings of three state conferences. San Francisco, CA: Far West Laboratories. 

 

Bybee, R. W. (1993). Reforming Science Education. Social Perspectives & Personal 

Reflections. New York: Teachers College Press. 

 

Campbell, J., & van Nieuwerburgh, C. (2018). The Leader's Guide to Coaching in Schools: 

Creating Conditions for Effective Learning. Corwin. 

 

Carnell, E., & Lodge, C. (2002). Supporting Effective Learning, Paul Chapman, London. 

 



 

 141 

Carver, C. S., & Scheier, M. F. (2001). On the self-regulation of behavior. New York: 

Cambridge University Press. 

 

Cavanagh, M. (2006) Coaching from a systemic perspective: A complex adaptive approach. 

In Stober, D. and Grant A. M. (Eds) Evidence-Based Coaching Handbook, Wiley, 

New York, N.Y.  

 

Cavanagh, M. J. (2013). The coaching engagement in the twenty-first century: New 

paradigms for complex times. In S. David, D. Clutterbuck, & D. Megginson (Eds.), 

Beyond Goals: effective Strategies for Coaching and Mentoring (pp. 151-184). 

Farnham: Gower. 

 

Clutterbuck, D. (2008). What's happening in coaching and mentoring? And what is the 

difference between them?. Development and Learning in Organizations: An 

International Journal, 22(4), 8-10. 

 

Clutterbuck, D. (2010). Coaching reflection: the liberated coach. Coaching: An International 

Journal of Theory, Research and Practice, 3(1), 73-81. 

 

Comer, J. P. (2001). Schools that develop children. The American Prospect, 12(7), 30-35. 

 

Cox, E. (2006) An adult learning approach to learning. In Stober, D. and Grant A. M. (Eds) 

Evidence Based Coaching Handbook, Wiley, New York, N.Y.  

 

Creemers, B., & Kyriakides, L. (2009). Situational effects of the school factors included in 

the dynamic model of educational effectiveness. South African Journal of Education, 

29(3), 293-315. 

 

Creswell, J. W. (2012). Educational Research: Planning, Conducting, and Evaluating 

Quantitative and Qualitative Research. Boston: Pearson. 

 

Cross, R. L., & Parker, A. (2004). The hidden power of social networks: Understanding how 

work really gets done in organizations. Boston: Harvard Business Review Press. 

 

Cochran, W., & Tesser, A. (1996). The ‘what the hell’ effect: Some effects of goal proximity 

and goal framing on performance. In L. L. Martin & A. Tesser (Eds.) Striving and 

feeling: Interactions among goals, affect, and self-regulation, (pp. 99-120). Mahweh, 

NJ: Lawrence Erlbaum. 

 

Cohen, D. K., & Hill, H. C. (2001). Learning policy. New Haven, CT: Yale University Press. 

 

Cohen, D. K., & Ball, D. L. (1990). Policy and practice: An overview. Educational 

evaluation and policy analysis, 12(3), 233-239. 

 

Cohen, D. K. (1993). Teaching for understanding: Challenges for policy and practice. San 

Francisco: Jossey-Bass Inc. 

 

Coldwell, M., & Simkins, T. (2011). Level models of continuing professional development 

evaluation: A grounded review and critique. Professional Development in 

Education, 37(1), 143-157. 



 

 142 

 

Connel, R. (1985). Teachers’ work. Sydney: George Allen & Unwin. 

 

Cordingley, P., Bell, M., Rundell, B., & Evans, D. (2003). The impact of collaborative 

Continuing Professional Development (CPD) on classroom teaching. London: EPPI 

Centre. 

 

Couros, G. (2017). The Innovator's Mindset: Empower Learning, Unleash Talent, and Lead a 

Culture of Creativity. San Diego: Dave Burgess Consulting. 

 

Coutu, D., Kauffman, C., Charan, R., Peterson, D. B., Maccoby, M., Scoular, P. A., & Grant, 

A. M. (2009). HBR research report: What can coaches do for you? Harvard Business 

Review, 87(1), 91-97. 

 

Covey, S. R. (2013). The 7 habits of highly effective people: Powerful lessons in personal 

change. New York: Simon and Schuster. 

 

Cox, E., & Jackson, P. (2010). Developmental coaching. The complete handbook of 

coaching, 217-230. Thousand Oaks, CA. Sage. 

 

Cranton, P. (1996). Professional Development as Transformative Learning: New 

Perspectives for Teachers of Adults. San Francisco, CA: Jossey-Bass. 

 

Cranton, P. (2006). Understanding and Promoting Transformative Learning: A guide for 

Educators of Adults. San Francisco, CA: John Wiley & Sons, Inc. 

 

Creasy, J & Paterson, F. (2006). Leading coaching in schools. National College for School 

Leadership. 

 

Datnow, A., Park, V., & Kennedy-Lewis, B. (2013). Affordances and constraints in the 

context of teacher collaboration for the purpose of data use. Journal of Educational 

Administration, 51(3), 341-362. 

 

Darling-Hammond, L., & McLaughlin, M. W. (1995). Policies that support professional 

development in an era of reform. Phi Delta Kappan, 76(8), 597. 

 

Darling-Hammond, L., & Hammerness, K. (2005). The design of teacher education 

programs. In J. Bransford & L. Darling-Hammond (Eds.), Preparing teachers for a 

changing world: What teachers should learn and be able to do (pp. 390-441). San 

Francisco, CA: Jossey-Bass. 

  

Darling-Hammond, L. (2006). Powerful Teacher Education. San Francisco: Jossey-Bass. 

 

Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S. (2009). 

Professional Learning in the Learning Profession: A Status Report on Teacher 

Development in the US and Abroad. Technical Report. National Staff Development 

Council. 

 

Darling-Hammond, L. (2010). Improving Learning: What can we learn from reforms around 

the world? Retrieved 1 May 2014   



 

 143 

http://sydney.edu.au/education_social_work/professional_learning/resources/papers/D

arling-HammondD_11_LesssonsFromReformAroundTheWorld.pdf 

 

Darling-Hammond, L., & McLaughlin, M. W. (2011). Policies that support professional 

development in an era of reform. Phi Delta Kappan, 92(6), 81. 

 

Davenport, T. H. (2005). Thinking for a living: how to get better performances and results 

from knowledge workers. Boston: Harvard Business Press. 

 

David, S. (2016). Beyond goals: Effective strategies for coaching and mentoring. New York: 

Routledge. 

 

de Haan, E., Duckworth, A., Birch, D., & Jones, C. (2013). Executive coaching outcome 

research: The contribution of common factors such as relationship, personality match, 

and self-efficacy. Consulting Psychology Journal: Practice and Research, 65(1), 40. 

 

Dembkowski, S., & Eldridge, F. (2003). Beyond GROW: A new coaching model. The 

International Journal of Mentoring and Coaching, 1(1), 21. 

 

Denson, K. (2001) Final report: Reading and language arts grades K-6: 2000-01. (REIS01-

147-2). Dallas, TX: Dallas Independent School District, Division of Evaluation, 

Assessment and Information Systems. 

 

Denton, C., & Hasbrouck, J. (2009). A Description of Instructional Coaching and its 

Relationship to Consultation, Journal of Educational and Psychological 

Consultation,19: 2, 150-175. 

 

Desimone, L. M., Porter, A. C., Garet, M. S., Yoon, K. S., & Birman, B. F. (2002). Effects of 

professional development on teachers' instruction: Results from a three-year 

longitudinal study. Educational Evaluation and Policy Analysis, 24(2), 81-112.  

 

Desimone, L. M., Smith, T. M., & Ueno, K. (2006). Are teachers who need sustained, 

content-focused professional development getting it? An administrator’s 

dilemma. Educational Administration Quarterly, 42(2), 179-215. 

  

Desimone, L. M. (2009). Improving impact studies of teachers’ professional development: 

Toward better conceptualizations and measures. Educational Researcher, 38(3), 181-

199. 

 

Desimone, L. M., & Garet, M. S. (2015). Best practices in teacher's professional development 

in the United States. Psychology, Society and Education, 7(3), 252-263. 

 

Donegan, M. M., Ostrosky, M. M., & Fowler, S. A. (2000). Peer coaching: Teachers 

supporting teachers. Young Exceptional Children, 3(3), 9-16. 

 

Drucker, P. F. (1985). The discipline of innovation. Harvard Business Review, 63(3), 67-72. 

 

DuFour, R. (2003) Building a professional learning community. School Administrator, 60(5), 

13-18. 

 

http://sydney.edu.au/education_social_work/professional_learning/resources/papers/Darling-HammondD_11_LesssonsFromReformAroundTheWorld.pdf
http://sydney.edu.au/education_social_work/professional_learning/resources/papers/Darling-HammondD_11_LesssonsFromReformAroundTheWorld.pdf


 

 144 

Duncan, J., Emslie, H., Williams, P., Johnson, R., & Freer, C. (1996). Intelligence and the 

frontal lobe: The organization of goal-directed behavior. Cognitive Psychology, 30(3), 

257-303. 

 

Dweck, C. S. (2013). Self-theories: Their role in motivation, personality and development. 

New York: Psychology Press. 

 

Eby, L., Allen, T. D., Hoffman, B. J., Baranik, L. E., Sauer, J. B., Baldwin, S., & Evans, S. C. 

(2013). An interdisciplinary meta-analysis of the potential antecedents, correlates, and 

consequences of protégé perceptions of mentoring. Psychological bulletin, 139(2), 

441.  

 

Eells, R. J. (2011). Meta-analysis of the relationship between collective teacher efficacy and 

student achivement. (Ph.D.), Loyola University, Chicago. Retrieved 12 May 2014 

http://ecommons.luc.edu/luc_diss/133  

 

Elmore, R. F., Peterson, P. L., & McCarthey, S. J. (1996). Restructuring in the classroom: 

Teaching, learning, and school organization. San Francisco: Jossey-Bass Inc. 

 

Elmore, R. F. (2000). Building a new structure for school leadership. Washington: Albert 

Shanker Institute. 

 

Emirbayer, M., & Mische, A. (1998). What is agency?. American Journal of 

Sociology, 103(4), 962-1023. 

 

Erchul, W. P. (2015). Put me in, coach: Observations on selected studies implementing 

supportive interventions to teachers. School Mental Health, 7(1), 74-79. 

 

European Mentoring and Coaching Council (EMCC). (2015) EMCC Competence framework 

V2 September 2015. Retrieved 10 March 2019 https://www.emccouncil.org/wp-

content/uploads/2018/10/EMCC-competences-framework-v2-EN.pdf 

 

Feldman, D. C., & Lankau, M. J. (2005). Executive coaching: A review and agenda for future 

research. Journal of Management, 31(6), 829-848. 

 

Fleming, J., & Kleinhenz, E. (2007). Towards a moving school: Developing a professional 

learning and performance culture (Vol. 1). Australian Council for Educational 

Research.  

 

Fletcher, S. (2007). Educational research mentoring and coaching as co-creative 

synergy. International Journal of Evidence Based Coaching and Mentoring, 5(2), 1-

11. 

 

Fletcher, S. J. (2012). Coaching: An overview. In S. J. Fletcher & C. A. Mullen (Eds.), The 

Sage handbook of mentoring and coaching in education (pp. 24-40). London, 

England: Sage. 

 

Fullan, M. G. (1992). Visions That Blind. Educational Leadership, 49(5), 19-22. 

 

http://ecommons.luc.edu/luc_diss/133
https://www.emccouncil.org/wp-content/uploads/2018/10/EMCC-competences-framework-v2-EN.pdf
https://www.emccouncil.org/wp-content/uploads/2018/10/EMCC-competences-framework-v2-EN.pdf


 

 145 

Fullan, M. G., & Miles, M. B. (1992). Getting reform right: What works and what 

doesn't. Phi Delta Kappan, 73(10), 745-752. 

 

Fullan, M., & Hargreaves, A. (1996). What's Worth Fighting for in Your School? Revised 

Edition. New York: Teachers College Press. 

 

Fullan, M. (2001). Leading in a Culture of Change. San Francisco: Jossey-Bass 

 

Fullan, M. (2007). The new meaning of educational change. Fifth Edition. New York: 

Routledge. 

 

Fullan, M. (2008). The six secrets of change. 1st ed. San Francisco, CA: Jossey-Bass. 

 

Fullan, M. (2011). The six secrets of change: What the best leaders do to help their 

organizations survive and thrive. San Francisco: John Wiley & Sons. 

 

Fullan, M., & Quinn, J. (2016). Coherence: The right drivers in action for schools, districts, 

and systems. Thousand Oaks, CA: Corwin. 

 

Gallant, A., & Gilham, V. (2014). Differentiated coaching: developmental needs of 

coachees. International Journal of Mentoring and Coaching in Education, 3(3), 237-

254. 

 

Gallwey, T. (1974). The inner game of tennis. New York: Random House 

 

Garcia, I., James, R. W., Bischof, P., & Baroffio, A. (2017). Self-observation and peer 

feedback as a faculty development approach for problem-based learning tutors: a 

program evaluation. Teaching and learning in medicine, 29(3), 313-325. 

 

Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What makes 

professional development effective? Results from a national sample of 

teachers. American Educational Research Journal, 38(4), 915-945. 

 

Garvey, R., Stokes, P. & Megginson, D. (2010). Coaching and Mentoring Theory and 

Practice, London: Sage. 

 

Gawande, A. (2011). Personal best. The New Yorker, 3, 44-53. 

 

Glickman, C. D. (1990). Pushing School Reform to a New Edge: The Seven Ironies of 

School Empowerment. Phi Delta Kappan, 72(1), 68-75. 

 

Goldhammer, R. (1969). Clinical supervision: Special methods for the supervision of 

teachers. New York: Holt McDougal. 

 

Goldsmith, M., Lyons, L., & Freas, A. (Eds.). (2000). Coaching for leadership: How the 

world's greatest coaches help leaders learn. San Francisco: Jossey-Bass/Pfeiffer. 

 

Gollwitzer, P. M. (1999). Implementation intentions: Strong effects of simple 

plans. American Psychologist, 54(7), 493. 

 



 

 146 

Goker, S. D. (2006). Impact of peer coaching on self-efficacy and instructional skills in TEFL 

teacher education. System, 34, 239-254. 

 

Grant, A. M. (2003) The impact of life coaching on goal attainment, metacognition and 

mental health, Social Behaviour and Personality, 31(3), 253-264. 

 

Grant, A. M., & Stober, D. R. (2006). Evidence based coaching handbook: putting best 

practices to work for your clients. New Jersey: John Wiley & Sons. 

 

Grant, A. M., Green, L. S., & Rynsaardt, J. (2010). Developmental coaching for high school 

teachers: Executive coaching goes to school. Consulting Psychology Journal: 

Practice and Research, 62(3), 151. 

 

Grant, A. M. (2011). Is it time to REGROW the GROW model? Issues related to teaching 

coaching session structures. The Coaching Psychologist. 7(2), 118-126. 

 

Grant, A. M. (2012). An integrated model of goal-focused coaching: An evidence-based 

framework for teaching and practice. International Coaching Psychology 

Review, 7(2), 146-165. 

 

Grant, S. G., Peterson, P. L., & Shojgreen-Downer. A (1996). Learning to teach mathematics 

in the context of systemic reform. American Educational Research Journal, 33(2), 

509-541. 

 

Gresham, F. M., Evans, S., & Elliott, S. N. (1988). Self-efficacy differences among mildly 

handicapped, gifted, and nonhandicapped students. The Journal of Special Education, 

22(2), 231-241. 

 

Greene, J. C., & Caracelli, V. J. (1997). Advances in mixed-method evaluation: The 

challenges and benefits of integrating diverse paradigms (No. 74). San Francisco: 

Jossey-Bass. 

 

Greenwald, R., Hedges, L. V., & Laine, R. D. (1996). The effect of school resources on 

student achievement. Review of educational research, 66(3), 361-396. 

 

Griffiths, K. E., & Campbell, M. A. (2009). Discovering, applying and integrating: The 

process of learning in coaching. International Journal of Evidence Based Coaching 

and Mentoring, 7(2), 16-30. 

 

Groysberg, B., & Slind, M. (2012). Talk, Inc.: How trusted leaders use conversation to power 

their organizations. Harvard Business Press. 

 

Guest, G., Bunce, A., & Johnson, L. (2006). How many interviews are enough? An 

experiment with data saturation and variability. Field Methods, 18(1), 59-82. 

 

Guiney, E. (2001). Coaching isn't just for athletes: The role of teacher leaders. Phi Delta 

Kappan, 82(10), 740-743. 

 

Gulamhussein, A. (2013). Teaching the teachers: Effective professional development in an 

era of high stakes accountability. Center for Public Education, 1-47. 



 

 147 

 

Gurr, D., & Drysdale, L. (2012). Tensions and dilemmas in leading Australia's schools. 

School Leadership & Management, 32(5), 403-420. 

 

Guskey, T. R. (1984). The influence of change in instructional effectiveness upon the 

affective characteristics of teachers. American Educational Research Journal, 21(2), 

245-259. 

 

Guskey, T. R. (1986). Staff development and the process of teacher change. Educational 

Researcher, 15(5), 5-12. 

 

Guskey, T. R. (1994, April 4-8). Professional development in education: in search of the 

optimal mix. Paper presented at the Annual Meeting of the American Educational 

Research Association, New Orleans. 

 

Guskey, T. R. (1999). Apply time with wisdom. Journal of Staff Development, 20(2), 10-15. 

 

Guskey, T. R. (2000). Evaluating professional development. Thousand Oaks: Corwin Press. 

 

Guskey, T. R. (2002). Professional development and teacher change. Teachers and 

Teaching, 8(3), 381-391. 

 

Guskey, T.R. (2007). Multiple sources of evidence: An analysis of stakeholders’ perceptions 

of various indicators of student learning. Educational Measurement: Issues and 

Practice, 26(1), 19-27. 

 

Guskey, T. R (2009). Closing the Knowledge Gap on Effective Professional Development. 

Educational Horizons, 87(4), 224-233. 

 

Guskey, T. R., & Yoon, K. S. (2009). What works in professional development?. Phi Delta 

Kappan, 90(7), 495-500. 

 

Guskey, T. (2015). Why glorify failure to enhance success? Education Update, 57(6), 2-3. 

 

Guskey, T. (2016). Gauge impact with five levels of data. Journal of Staff 

Development,37(1),32-37. 

 

Handal, G., & Lauvas, P. (1987). Promoting reflective teaching: Supervision in practice. 

Milton Keynes: Society for Research into Higher Education & Open University Press. 

 

Hatano, G. Inagaki, K. (1986). Two courses of expertise. In H. W. Stevenson, H. Azuma, & 

K. Hakuta (Eds.), A series of books in psychology. Child development and education 

in Japan. (pp. 262.272). NY: W H Freeman/Times Books/ Henry Holt & Co. 

 

Hargreaves, A. (1994). Changing teachers, changing times: Teachers' work and culture in 

the postmodern age. New York: Teachers College Press. 

 

Hargreaves, A. (2005). The emotions of teaching and educational change. In Extending 

educational change (pp. 278-295). Springer, Dordrecht. 

 



 

 148 

Hargreaves, A., & Shirley, D. (2009). The fourth way: The inspirational future for 

educational change. Thousand Oaks, CA: Corwin. 

 

Hargreaves, A., & Fullan, M. (2012). Professional capital: Transforming teaching in every 

school. Moorabbin, Australia: Hawker Brownlow Education. 

 

Hargreaves, E. (2010). Knowledge construction and personal relationship: Insights about a 

UK university mentoring and coaching service. Mentoring & Tutoring: Partnership in 

Learning, 18(2), 107-120. 

 

Hasbrouck, J., & Denton, C. (2005). The reading coach: A how-to manual for success. 

Longmont, CO: Sopris West. 

 

Hattie, J. (2003, October 19-21). Teachers Make a Difference, What is the research 

evidence?.  Paper presented at the ACER Research Conference, Carlton Crest Hotel, 

Melbourne. 

 

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational 

Research, 77(1), 81-112. 

 

Hattie, J. (2009). Visible learning: A synthesis of over 800 meta-analyses relating to 

achievement. London: Routledge. 

 

Hattie, J. (2015a). What doesn’t work in education: The politics of distraction. London, 

England: Pearson. 

 

Hattie, J. (2015b). What works best in education: The politics of collaborative expertise. 

London, England: Pearson.  

 

Hattie, J., & Zierer, K. (2018). 10 Mindframes for Visible Learning: Teaching for Success. 

Routledge. 

 

Heineke, S. F. (2013). Coaching discourse: Supporting teachers' professional learning. The 

Elementary School Journal, 113(3), 409-433. 

 

Helmer, J., Bartlett, C., Wolgemuth, J. R., & Lea, T. (2011). Coaching (and) commitment: 

Linking ongoing professional development, quality teaching and student 

outcomes. Professional Development in Education, 37(2), 197-211. 

 

Hill, H. C., Blazar, D., & Lynch, K. (2015). Resources for teaching: Examining personal and 

institutional predictors of high-quality instruction. AERA Open, 1(4), 1-23. 

 

Holly, M. L. (1989). Teacher professional development: Perceptions and practices in the 

USA and England. In M. L. Holly & C. S. McLoughlin (Eds.), Perspectives on 

teacher professional development (pp. 173-203). London, England: Falmer.  

 

Honadle, B. W. (1981). Improving public management through capacity-building: a review 

of the literature. Chicago: Council of Planning Librarians. 

 



 

 149 

Hooker, T. (2013). Peer coaching: A review of the literature. Waikato Journal of 

Education, 18(2), 129-139. 

 

Hord, S. M. (1997). Professional learning communities: Communities of continuous inquiry 

and improvement. Austin, Texas: Southwest Educational Development Laboratory. 

 

Hunt, J. M., & Weintraub, J. R. (2002). The coaching manager: Developing top talent in 

business. Thousand Oaks: Sage Publications. 

 

Ibarra, H., & Scoular, A. (2019). The leader as coach. Harvard Business Review, 97(6), 110. 

 

ICF. (2014). The 2014 ICF Global consumer awareness study. Retrieved 15 August 2019 

http://coachfederation.org/consumerstudy2014 

 

Immordino‐Yang, M. H., & Damasio, A. (2011). We feel, therefore we learn: The relevance 

of affective and social neuroscience to education. Mind, Brain, and Education, 5(1), 

115-132. 

 

Ives, Y. (2008). What is ‘coaching’? An exploration of conflicting paradigms. International 

Journal of Evidence Based Coaching and Mentoring, 6(2), 100-113. 

 

Jackson, P. W. (1968). Life in Classrooms. New York: Holt, Rinehart and Winston. 

 

Jackson, P., & McKergow, M. (2007). Solutions focus. London: Nicholas Brealey Publishing. 

 

Jackson, P. and Waldman, J. (2011) Positively Speaking: The Art of Constructive 

Conversation with a Solutions Focus. St Albans: The Solutions Focus. 

 

Jensen, B., Sonnemann, J., Roberts-Hull, K., & Hunter, A. (2016). Beyond PD: Teacher 

Professional Learning in High-Performing Systems. Teacher Quality Systems in Top 

Performing Countries. National Center on Education and the Economy. 

 

Johnson, R. E., Chang, C., & Lord, R. G. (2006). Moving from cognition to behavior: What 

the research says. Psychological Bulletin, 132, 381–415. 

 

Jones, R., Woods, S., & Guillaume, Y. (2016). The effectiveness of workplace coaching: A 

meta-analysis of learning and performance outcomes from coaching. Journal of 

Occupational and Organizational Psychology, 89, 249–277. 

 

Joyce, B., & Showers, B. (1980). Improving inservice training: The messages of 

research. Educational Leadership, 37(5), 379-85. 

 

Joyce, B. R., & Showers, B. (1983). Power in staff development through research on 

training. Alexandria: Association for Supervision and Curriculum Development. 

 

Joyce, B. R., & Showers, B. (2002). Student achievement through staff development. 

Alexandria: Association for Supervision and Curriculum Development. 

 

Joyce, B., & Calhoun, E. (2010). Models of professional development: A celebration of 

educators. Thousand Oaks CA: Corwin. 

http://coachfederation.org/consumerstudy2014


 

 150 

 

Kampa, S., & White, R. P. (2002). The effectiveness of executive coaching: What we know 

and what we still need to know. In R. L. Lowman (Ed.), The California School of 

Organizational Studies: Handbook of organizational consulting psychology: A 

comprehensive guide to theory, skills, and techniques, (pp. 139-158). San Francisco: 

Jossey-Bass. 

 

Kauffman, C. (2006). Positive psychology: The science at the heart of coaching. In A. Grant 

& D. Stober (Eds.), Evidence based coaching handbook: Putting best practices to 

work for your clients, (pp. 219-253) New Jersey: John Wiley & Sons. 

 

Kelchtermans, G. (1993). Getting the story, understanding the lives: From career stories to 

teachers' professional development. Teaching and Teacher Education, 9(5-6), 443-

456. 

 

Kelchtermans, G. (1996). Teacher vulnerability: Understanding its moral and political 

roots. Cambridge Journal of Education, 26(3), 307-323. 

 

Kelchtermans, G. (2007). Professional commitment beyond contract: Teachers' self-

understanding, vulnerability and reflection. In J. Butcher & L. McDonald (Eds.), 

Making a difference: Challenges for teachers, teaching, and teacher education (pp. 

35-53). Rotterdam: Sense Publishers. 

 

Kennedy, M. M., Ahn, S., & Choi, J. (2008). The value added by teacher education. In M. 

Cochran-Smith, S. Feiman-Nemser, D. J. McIntyre, & K. E. Demers (Eds.), 

Handbook of research on teacher education (3rd ed., pp. 1249–1273). New York, 

NY: Routledge. 

 

Kennedy, M. M. (2016). How does professional development improve teaching?. Review of 

Educational Research, 86(4), 945-980. 

 

Kilburg, R. R. (1996). Toward a conceptual understanding and definition of executive 

coaching. Consulting Psychology Journal: Practice & Research, 48, 134-144. 

 

Killion, J., & Harrison, C. (2006). Taking the lead: New roles for teachers and school-based 

coaches. Oxford: National Staff Development Council. 

 

Killion, J., & Todnem, G. (1991). A process for personal theory building. Educational 

Leadership, 48(6), 14-16. 

 

Kirkpatrick, D. L. (1977). Evaluating training programs: Evidence vs. proof. Training 

Development Journal, 31(11), 9-12. 

 

Kirkpatrick, D. L., & Kirkpatrick, J. D. (2006). Evaluating training programs: The four 

levels. San Francisco, CA: Berrett-Koehler Publishers. 

 

Knight, J. (2009). Instructional coaching: A partnership approach to improving instruction. 

Thousand Oaks: Corwin Press. 

 



 

 151 

Knight, J. (2010). Unmistakable impact: A partnership approach for dramatically improving 

instruction. Thousand Oaks: Corwin Press. 

 

Knight, J. (2013). High-impact instruction: A framework for great teaching. Thousand Oaks: 

Corwin Press. 

 

Knight, J. (2015). Better conversations: Coaching ourselves and each other to be more 

credible, caring, and connected. Thousand Oaks: Corwin Press. 

 

Knight, J., Elford, M., Hock, M., Dunekack, D., Bradley, B., Deshler, D. D., & Knight, D. 

(2015). 3 Steps to Great Coaching: A Simple but Powerful Instructional Coaching 

Cycle Nets Results. Journal of Staff Development, 36(1), 10. 

 

Knight, J. (2018). The impact cycle: What instructional coaches should do to foster powerful 

improvements in teaching. Thousand Oaks, CA: Corwin. 

 

Kolb, D. A. (1984) Experiential Learning: Experience as the source of knowledge and 

development, Prentice-Hall, Englewood Cliffs, NJ.  

 

Kraft, M. A., Blazar, D., & Hogan, D. (2016). The Effect of Teacher Coaching on Instruction 

and Achievement: A Meta-Analysis of the Causal Evidence. Brown University. 

 

Krauss, S., Brunner, M., Kunter, M., Baumert, J., Blum, W., Neubrand, M., & Jordan, A 

(2008). Pedagogical content knowledge and content knowledge of secondary 

mathematics teachers. Journal of Educational Psychology, 100(3), 716–725. 

 

Kulhavy, R. W. (1977). Feedback in written instruction. Review of Educational 

Research, 47(2), 211-232. 

 

Kunter, M., Klusmann, U., Baumert, J., Richter, D., Voss, T., & Hachfeld, A. (2013). 

Professional competence of teachers: Effects on instructional quality and student 

development. Journal of Educational Psychology, 105(3), 805-820. 

 

Kvale, S. (1996). InterViews: An introduction to Qualitative Research Interviewing, 

Thousand Oaks. CA: Sage Publications.  

 

Langer, G. M., & Colton, A. B. (1994). Reflective Decision Making: The Cornerstone of 

School Reform. Journal of Staff Development, 15(1), 2-7. 

 

LeDoux, J. (2002). Synaptic Self. New York, Viking. 

 

Likert, R. (1932). A technique for the measurement of attitudes. Archives of Psychology, 140, 

52. 

 

Lin, X., Schwartz, D. L., & Hatano, G. (2005). Toward teachers' adaptive 

metacognition. Educational Psychologist, 40(4), 245-255. 

 

Little, J. W. (1984). Seductive Images and Organizational Realities in Professional 

Development. Teachers College Record, 86(1), 84-102. 

 



 

 152 

Little, J. W. (1985). Teachers as teacher advisors: The delicacy of collegial 

leadership. Educational Leadership, 43(3), 34-36. 

 

Little, J. W. (1987). Teachers as colleagues. In V. Richardson-Koehler (Ed.) Educators' 

handbook: A research perspective. (pp.491-518). New York: Addison-Wesley 

Longman. 

 

Little, J. W., & McLaughlin, M. W. (Eds.). (1993). Teachers' work: Individuals, colleagues, 

and contexts (pp. 137-163). New York: Teachers College Press. 

 

Locke, E. (1996). Motivation through conscious goal setting. Applied and Preventive 

Psychology, 5(2), 117-124. 

 

Locke, E. (2000). Motivation, cognition, and action: An analysis of studies of task goals and 

knowledge. Applied Psychology, 49(3), 408-429. 

 

Locke, E., & Latham, G. (2002). Building a practically useful theory of goal setting and task 

motivation: A 35-year odyssey. American Psychologist, 57(9), 705. 

 

Lofthouse, R., Leat, D., Towler, C., Hallet, E., & Cummings, C. (2010). Improving coaching: 

evolution not revolution, research report. Nottingham: National College for 

Leadership of Schools and Children’s services. 

 

Lortie, D. (1975). School teacher: A sociological study, Chicago: University of Chicago 

Press. 

 

Loucks-Horsley, S., Stiles, K. E., Mundry, S., Love, N. & Hewson, P. W. (2010). Designing 

professional development for teachers of science and mathematics. Thousand Oaks, 

CA: SAGE Publications. 

 

Landesman Ramey, S., Crowell, N. A., Ramey, C. T., Grace, C., Timraz, N., & Davis, L. E. 

(2011). The dosage of professional development for early childhood professionals: 

How the amount and density of professional development may influence its 

effectiveness. In The Early Childhood Educator Professional Development Grant: 

Research and Practice (pp. 11-32). Emerald Group Publishing Limited. 

 

MacKenzie, S. V., & Marnik, G. F. (2008). Rethinking leadership development: How school 

leaders learn inaction. Schools: Studies in Education, 5,183–204. 

 

Marzano, R. J. (2003). What works in schools: Translating research into action. Alexandria: 

ASCD. 

 

Masters, G. (2009). A shared challenge: improving literacy, numeracy and science learning 

in Queensland primary schools. Camberwell, VIC: Australian Council for 

Educational Research. 

 

McCauley, C. D., & Hezlett, S. A. (2002). Individual development in the workplace. In N. 

Anderson, D. Ones, H. K. Sinangil, & C. Viswesvaran (Eds.), Handbook of Industrial, 

Work and Organizational Psychology: Personnel Psychology, Vol 1 (pp. 313 – 335). 

Thousand Oaks, CA: Sage. 



 

 153 

 

McDiarmid, G. W., David, J. L., Kannapel, P. J., Corcoran, T. B., & Coe, P. (1997). 

Professional development under KERA: Meeting the challenge. Lexington, KY: The 

Partnership for Kentucky Schools & The Prichard Committee for Academic 

Excellence, 290, 11-16. 

 

McDiarmid, G. W., & Clevenger-Bright, M. (2008). Rethinking teacher capacity. Handbook 

of Research on Teacher Education: Enduring Questions in Changing Contexts, 3, 

134-156. 

 

McDermott, L. C. (1990). A perspective on teacher preparation in physics and other sciences: 

The need for special science courses for teachers. American Journal of Physics, 58(8), 

734-742. 

 

McLaughlin, M. W., & Talbert, J. E. (2001). Professional communities and the work of high 

school teaching. Chicago: University of Chicago Press. 

 

McMillan, J. H., & Schumacher, S. (2010). Research in Education: Evidence-Based Inquiry, 

MyEducationLab Series. Essex: Pearson. 

 

McNamara, C. (1999). General guidelines for conducting interviews. Minnesota: 

Authenticity Consulting LLC. 

 

Megginson, D., & Clutterbuck, D. (2004). Techniques for coaching and mentoring. New 

York: Routledge. 

 

Mendelovits, J., Searle, D., & Lumley, T. (2009, August 16-18). What information from PISA 

is useful for teachers? How can PISA help our students to become more proficient?. 

Paper presented at the ACER Research Conference, Perth. 

 

Mewborn, D. S., & Tyminski, A. M. (2006). Lortie's apprenticeship of observation 

revisited. For the Learning of Mathematics, 26(3), 23-32. 

 

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded 

sourcebook. Thousand Oaks: SAGE Publications. 

 

Miles, M. B., & Louis, K. S. (1990). Mustering the will and skill for change. Educational 

Leadership, 47(8), 57-61. 

 

Miller, G. A. (1956). The magical number seven, plus or minus two: some limits on our 

capacity for processing information. Psychological Review, 63(2), 81. 

 

Mockler, N. (2013). Teacher professional learning in a neoliberal age: Audit, professionalism 

and identity. Australian Journal of Teacher Education, 38(10), 35-47. 

 

Moss, J. (2010). A partnership in induction and mentoring: Noticing how we improve our 

practice. Australian Journal of Teacher Education, 35(7), 4. 

 



 

 154 

Muijs, D., Kyriakides, L., Van der Werf, G., Creemers, B., Timperley, H., & Earl, L. (2014). 

State of the art–teacher effectiveness and professional learning. School Effectiveness 

and School Improvement, 25(2), 231-256. 

 

Munro, J. (2011). The ‘High Reliability Literacy Teaching procedures’ to building students’ 

literacy knowledge’. Powerful Learning: A Strategy for Systemic Educational 

Improvement, Camberwell: Australian Council for Educational Research, pp. 67-81. 

 

Munson, B. R. (1998). Peers observing peers: The better way to observe 

teachers. Contemporary Education, 69(2), 108. 

 

Murrihy, L. R. (2009). Coaching and the growth of three New Zealand educators: a multi-

dimensional journey (Doctoral dissertation, The University of Waikato). 

 

Newman, D. (2010). An empirical validation of Guskey’s Professional Development 

Evaluation Model using six years of student and teacher level reading data (Doctoral 

dissertation). Cleveland. Cleveland State University. 

 

Nuthall, G. (2007). The hidden lives of learners. Wellington: NZCER Press. 

 

O'Connell, B. (1998). Solution-focused therapy. London: Sage. 

 

Opfer, V. D., & Pedder, D. (2011). Conceptualizing teacher professional learning. Review of 

Educational Research, 81(3), 376-407. 

 

Orland‐Barak, L. (2006). Convergent, divergent and parallel dialogues: knowledge 

construction in professional conversations. Teachers and Teaching: theory and 

practice, 12(1), 13-31. 

 

Palmer, K. (2018). Professional Development in Schools: Predictors Of Effectiveness And 

Implications For Statewide PBIS Trainings (Doctoral dissertation, Miami University). 

 

Palmer, P. J. (1997). The courage to teach: Exploring the inner landscape of a teacher's life. 

San Francisco: John Wiley & Sons. 

 

Palmer, S., & Whybrow, A. (2006). The coaching psychology movement and its development 

within the British Psychological Society. International Coaching Psychology 

Review, 1(1), 5-11. 

 

Passmore, J., & Marianetti, O. (2007). The role of mindfulness in coaching. The Coaching 

Psychologist, 3(3), 131-137. 

 

Passmore, J., & Rehman, H. (2012). Coaching as a learning methodology: A mixed methods 

study in driver development using a randomized controlled trial and thematic analysis. 

International Coaching Psychology Review, 7(2), 166-184. 

 

Passmore, J. (Ed.). (2015). Excellence in coaching: The industry guide. GB. Kogan Page 

Publishers. 

 



 

 155 

Patton, M. Q. (1990). Qualitative evaluation and research methods. London: Sage 

Publications. 

 

Patton, M. Q. (2002). Qualitative research and evaluation methods. Thousand Oaks: Sage 

Publications. 

 

Penuel, W. R., Fishman, B. J., Yamaguchi, R., & Gallagher, L. P. (2007). What makes 

professional development effective? Strategies that foster curriculum 

implementation. American Educational Research Journal, 44(4), 921-958. 

 

Perkins, J. H., & Cooter, K. (2013). An investigation of the efficacy of one urban literacy 

academy: Enhancing teacher capacity through professional development. Reading 

Horizons, 52(2), 6. 

 

Peterson, D. B. (2006). People Are Complex and the World Is Messy: A Behavior-Based 

Approach to Executive Coaching. In A. Grant & D. Stober (Eds.), Evidence based 

coaching handbook: Putting best practices to work for your clients (pp. 51-76) New 

Jersey: Wiley. 

 

Peterson, D. B., & Hicks, M. D. (1996). Leader as coach: Strategies for coaching and 

developing others. Minneapolis, MN: Personnel Decisions International. 

 

Pfeffer, J., & Sutton, R. I. (1999). The knowing-doing gap: How smart companies turn 

knowledge into action. Boston: Harvard business press. 

 

Phillips, J. (2003). Powerful learning: Creating learning communities in urban school 

reform. Journal of Curriculum and Supervision, 18(3), 240-258. 

 

Pil, F. K., & Leana, C. (2009). Applying organisational research to public school reform: The 

effects of teacher human and social capital on student performance. Academy of 

Management Journal, 52(6), 1101–1124. 

 

Porter, A. C., & Brophy, J. (1988). Synthesis of research on good teaching: Insights from the 

work of the Institute for Research on Teaching. Educational Leadership, 45(8), 74-85. 

 

Raia, A. P. (1965). Goal setting and self-control: An Empirical Study. Journal of 

Management Studies, 2(1), 34-53. 

 

Reynolds, D., Hargreaves, A., & Blackstone, T. (1980). Review symposium of Rutter et al.'s 

fifteen thousand hours. British Journal of Sociology of Education, 1, 207-219. 

 

Rice, G. (2012). Formative dialogues in teaching: nonthreatening peer coaching. Journal of 

Chiropractic Education, 26(1), 62-67. 

 

Robertson, J. (2005). Coaching leadership: Building leadership capacity through coaching 

partnerships. Wellington: New Zealand Council for Educational Research. 

 

Robinson, V. (2016). The theory and practice of open-to-learning leadership. In V. Robinson, 

D. M. Le Fevre, & C. E. L. Sinnema (Eds.), Open-to-learning leadership: How to 



 

 156 

build trust while tackling tough issues (pp. 1–23). Moorabbin, Australia: Hawker 

Brownlow Education. 

 

Robbins, P. (1991). How to Plan and Implement a Peer Coaching Program. Alexandria: 

ASCD. 

 

Rogers, C. R. (1951). Client-centered therapy: Its current practice, implications, and theory, 

with chapters. Oxford: Houghton Mifflin. 

 

Rogers, C. R. (1959). A theory of therapy, personality, and interpersonal relationships: As 

developed in the client-centered framework. Vol. 3. (pp. 184-256). New York: 

McGraw-Hill. 

 

Rogers, C. R. (1980) A Way of Being. Boston, MA: Houghton Mifflin. 

 

Rowe, K. (2004, August 26-27). The importance of teaching: Ensuring better schooling by 

building teacher capacities that maximize the quality of teaching and learning 

provision–implications of findings from the international and Australian evidence-

based research. Paper presented at the Australian Council for Educational Research, 

Melbourne. 

 

Rosenholtz, S. J. (1989). Teachers' workplace: The social organization of schools. New 

York: Addison-Wesley Longman. 

 

Russell, M., & Vallade, L., (2009). Guided Reflective Journalling: Assessing the 

International Study and Volunteering Experience. In Internationalisation and the 

Student Voice (pp. 124-136). Routledge. 

 

Ryan, R. M., & Deci, E. L. (1980). Self-determination theory and the facilitation of intrinsic 

motivation, social development, and well-being. American Psychologist, 55(1), 68. 

 

Schön, D. A. (1983). The reflective practitioner. How professionals think in action. London: 

Arena. 
 

Schön, D. A. (1987). Educating the reflective practitioner: Toward a new design for teaching 

and learning in the professions. San Francisco: Jossey-Bass. 
 

Schein, E. (1992). Organizational Culture and Leadership: A Dynamic View. San Francisco, 

CA: Jossey-Bass. 

 

Schein, E. H. (2009). Helping: How to offer, give, and receive help: Understanding effective 

dynamics in one-to-one, group, and organizational relationship. San Francisco: 

Berrett-Koehler Publishers. 

 

Schleicher, A. (2016). Teaching Excellence through Professional Learning and Policy 

Reform. Lessons from Around the World, International Summit on the Teaching 

Profession. Paris: OECD Publishing. 

 



 

 157 

Schmidt, A. M., & Ford, J. K. (2003). Learning within a learner control training environment: 

The interactive effects of goal orientation and metacognitive instruction on learning 

outcomes. Personnel Psychology, 56, 405–429. 

 

Senge, P. (2004). Creating Communities Create a group of learning leaders. Executive 

Excellence, 21(9), 4-5. 

 

Senge, P. M. (2006). The fifth discipline: The art and practice of the learning organisation 

(2nd ed.). London, England: Random House. 

 

Sedlak, M. W. (1986). Selling students short: Classroom bargains and academic reform in 

the American high school. New York: Teachers College Press. 

 

Sergiovanni, T. J. (1984). Leadership and excellence in schooling. Educational Leadership, 

41(5), 4-13. 

 

Showers, J., & Joyce, B. (1996). The evolution of peer coaching. Educational Leadership, 

53(6), 12-16. 

 

Shulman, L. (1991). Address presented at the Annual Conference of the Association for 

Supervision and Curriculum Development, San Francisco, In P. Robbins, (Ed.) How 

to plan and implement a peer coaching program, Alexandria VA: ASCD. 

 

Shulman, L., & Sparks, D. (1992). Merging Content Knowledge and Pedagogy: An Interview 

with Lee Shulman. Journal of Staff Development, 13(1), 14-16. 

 

Sizer, T. (1992). Horace's school. Redesigning the American high school, Boston: Houghton 

Mifflin. 

 

Smither, J. W. (2011). Can psychotherapy research serve as a guide for research about 

executive coaching? An agenda for the next decade. Journal of Business Psychology, 

26, 135- 145. 

 

Smither, J. W., & Reilly, S. P. (2001). Coaching in organizations. In M. London (Ed.), How 

people evaluate others in organizations (pp. 221–252), Mahwah, NJ: Erlbaum. 

 

Smylie, M. A. (1989). Teachers' views of the effectiveness of sources of learning to teach. 

The Elementary School Journal, 89(5), 543-558. 

 

Smylie, M. A. (1997). From bureaucratic control to building human capital: The importance 

of teacher learning in education reform. Arts Education Policy Review, 99(2), 35-38. 

 

Sparks, D., Hirsh, S. (1997). A new vision for staff development. Principal, 77(1), 20-22. 

 

Sparks, D. (2005). Leading for Results: Transforming Teaching, Learning, and Relationships 

in Schools, Corwin Press, Thousand Oaks, CA. 

 

Sperry, L. (2002). Effective leadership. New York: Brunner-Routledge. 

 



 

 158 

Stein, M. K., & Nelson, B. S. (2003). Leadership content knowledge. Educational Evaluation 

and Policy Analysis, 25(4), 423-448. 

 

Stober, D. R. (2006). Coaching from the humanistic perspective. In A. Grant & D. Stober 

(Eds.), Evidence based coaching handbook: Putting best practices to work for your 

clients (pp. 17-50) New Jersey: John Wiley & Sons. 

 

Stober, D. R., & Grant, A. M. (Eds.). (2010). Evidence based coaching handbook: Putting 

best practices to work for your clients. New Jersey: John Wiley & Sons. 

 

Stoll, L., & Bolam, R. (2004). Developing leadership for learning communities. Developing 

Leadership: Creating the Schools of Tomorrow: Creating the Schools of 

Tomorrow, 50. 

 

Stoll, L., Bolam, R., McMahon, A., Wallace, M., & Thomas, S. (2006). Professional learning 

communities: A review of the literature. Journal of Educational Change, 7(4), 221-

258. 

 

Stoll, L. (2009). Capacity building for school improvement or creating capacity for learning? 

A changing landscape. Journal of Educational Change, 10(2-3), 115-127. 

 

Stone, D., & Heen, S. (2015). Thanks for the feedback: the science and art of receiving 

feedback well (even when it is off base, unfair, poorly delivered, and frankly, you're 

not in the mood). GB. Penguin. 

 

Strauss, A. & Corbin, J. (1998). Basics of qualitative research: Techniques and procedures 

for developing grounded theory. Thousand Oaks, CA. Sage Publications.  

 

Street, H. (2002). Exploring relationships between goal setting, goal pursuit and depression: 

A review. Australian Psychologist, 37(2), 95-103. 

 

Tesch, R. (1990). Qualitative analysis: Analysis types and software tools. London. Falmer. 

 

The New Teacher Project (TNTP). (2015). The mirage: Confronting the hard truth about our 

quest for teacher development. Retrieved 14 May 2017, 

https://tntp.org/assets/documents/TNTP-Mirage_2015.pdf 

 

Thomson, S., De Bortoli, L., Nicholas, M., Hillman, K., & Buckley, S. (2010). Challenges 

for Australian Education: Results from PISA 2009. Camberwell: Australian Council 

for Educational Research. 

 

Timperley, H., Wilson, A., Barrar, H., & Fung, I. (2008). Teacher professional learning and 

development. Wellington: New Zealand Ministry of Education. 

 

Timperley, H. (2015) Professional Conversations and Improvement-Focused Feedback: A 

Review of the Research Literature and the Impact on Practice and Student Outcomes, 

prepared for the Australian Institute of Teaching and School Leadership, Melbourne: 

AITSL. 

 

https://tntp.org/assets/documents/TNTP-Mirage_2015.pdf


 

 159 

van Nieuwerburgh, C. (Ed.). (2012). Coaching in education: Getting better results for 

students, educators, and parents. London: Karnac Books. 

 

van Nieuwerburgh, C. (2017). An introduction to coaching skills: A practical guide. London: 

Sage Publications. 

 

Vollmeyer, R., & Rheinberg, F. (2005). A surprising effect of feedback on learning. Learning 

and Instruction, 15(6), 589-602. 

 

Wei, R. C., Darling-Hammond, L., Andree, A., Richardson, N., & Orphanos, S. (2009). 

Professional Learning in the Learning Profession: A Status Report on Teacher 

Development in the US and Abroad. Technical Report. Dallas: National Staff 

Development Council. 

 

Wenger, E., McDermott, R. A., & Snyder, W. (2002). Cultivating communities of practice: A 

guide to managing knowledge. Boston: Harvard Business Press. 

 

Whitmore, J. (2002). Coaching for performance: GROWing people, performance and 

purpose. London. Nicholas Brealey Publishing. 

 

Whitmore, J. (2009). Coaching for performance: growing human potential and purpose: the 

principles and practice of coaching and leadership. London. Nicholas Brealey 

Publishing. 

 

Wiliam, D. (2014). Teacher expertise: Why it matters and how to get more of it. In J. 

Hallgarten, L. Bamfield & K. McCarthy (Eds.), Licensed to create: Ten essays on 

improving teacher quality (pp. 27-36). London, England: Royal Society for the 

Encouragement of the Arts, Manufactures and Commerce. 

 

Wilson, A. L., & Hayes, E. (Eds.). (2009). Handbook of adult and continuing education. John 

Wiley & Sons. 

 

Winne, P. H., & Butler, D. L. (1994). Student cognition in learning from 

teaching. International Encyclopedia of Education, 2, 5738-5775. 

 

Wismath, S. L. (2013). Shifting the teacher-learner paradigm: Teaching for the 21st 

century. College Teaching, 61(3), 88-89. 

 

Wood, D. (2007). Teachers’ learning communities: Catalyst for change or a new 

infrastructure for the status quo. Teachers College Record, 109(3), 699-739. 

 

Yoon, K. S., Duncan, T., Lee, S. W. Y., Scarloss, B., & Shapley, K. L. (2007). Reviewing the 

Evidence on How Teacher Professional Development Affects Student Achievement. 

Issues & Answers. REL 2007-No. 033. Washington: Regional Educational Laboratory 

Southwest (NJ1). 

 

Yoon, K. S., Duncan, T., Lee, S., & Shapley, K. (2008). The effects of teachers’ professional 

development on student achievement: Findings from a systematic review of evidence. 

In American Educational Research Association Annual Meeting. March, NY. 

 



 

 160 

Zwart, R. C., Wubbels, T., Bergen, T., & Bolhuis, S. (2009). Which characteristics of a 

reciprocal peer coaching context affect teacher learning as perceived by teachers and 

their students?. Journal of Teacher Education, 60(3), 243-257. 

  



 

 161 

Appendix 1 – Questionnaire Instrument  

In regard to your coaching experience, to what extent do you agree that: 

1. Too little time is spent on coaching 

2. The coaching time is well spent 

3. You understand the coaching process  

4. The coaching process has a clear goal 

5. Coaches are well prepared 

6. Coaches have a positive working relationship with their coachees  

7. The coaching process was made clear to you 

8. Coachees can honestly discuss pedagogical difficulties with their coach 

9. Coaching has changed teaching practice 

10. Coaching has helped identify areas for improvement 

11. Coaching has helped identify the things that are done well 

12. Coaching has been useful to teacher practice 

13. Too much time is spent on coaching 

14. The coaching questions are helpful in better understanding practice 

15. Coaches suggested strategies which could improve practice 

16. The coach’s experience and knowledge help the conversations 

17. The coach is knowledgeable and helpful 

18. The coaching conversation helps identify new teaching strategies  

19. Coaching has helped coachees learn more about their practice 

20. Staff are comfortable openly discussing their concerns with the coaching process 

21. The coaching conversation helps staff reflect on teaching actions 

22. The coach has supported how to best implement discussed strategy/ies 

23. The criteria of what successful implementation of strategies looks like is understood 

24. The coaching questions facilitate learning 
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25. Coaching is compliance orientated rather than learning orientated  

26. The coaching questions help identify strategies that had not previously considered 

27. Coaches appear knowledgeable about the coaching process  

28. Coaching helps acquire new knowledge and skills 

29. Coaching places a focus on improving pedagogy in the school 

30. Coaching has been advocated and positively promoted within the school  

31. Concerns and difficulties about coaching have been addressed  

32. Concerns and difficulties have affected how staff feel about the coaching process 

33. Coaching has been facilitated by a clear understanding of the process and its goal  

34. Coaching has been supported by the school  

35. The culture of the school promotes experimentation in pedagogy 

36. The school has a culture of trust and collegiality  

37. Coaches works hard at observing and coaching process 

38. Support for coaching within the school has been open and public 

39. Resources and time have been made available to facilitate the coaching initiative 

40. Success stories of coaching have been recognised and shared 

41. There has been a shift in focus in the school to the improvement of pedagogy 

Anonymous open-ended 

42. What do you understand to be the reasons for the introduction of the coaching 

initiative in the school?  

43. Describe a time you trusted your coach with a concern about your pedagogical 

practice or describe a time you have been trusted as a coach with a concern about 

pedagogical practice 

44. How is feedback on your practice from your coach received or how do your coachees 

receive your feedback about their practice? 

45. When you think about implementing strategies discussed in coaching, what are your 

greatest concerns? 
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46. Discuss what you feel are the best aspects of the coaching experience? 

47. What do you feel are the most valued aspects of the coaching experience? 

48. Discuss what you feel are the worst aspects of the coaching experience? 

49. What do you feel are the least valued aspects of the coaching experience? 

50. What evidence would you highlight to show coaching has had an effect on pedagogy?  

51. What support has your coach provided to help you implement your agreed strategy or 

what support have you provided your coachee in order to implement the agreed 

strategy? 
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Appendix 2 – Interview Questions 

1. Can you tell me of a situation where you have implemented feedback from your coach 

in your practice? Can you tell me of a situation where you have observed your 

coachee implement feedback from your coaching session? 

2. How did your coach demonstrate their knowledge and ability of the process during 

the coaching interactions? How do you as a coach demonstrate your knowledge and 

ability of the process during the coaching interactions? 

3. Can you tell me of a situation where a coaching conversation helped you to develop 

your classroom practice? Can you tell me of a situation where a coaching 

conversation has helped develop classroom practice? 

4. What impact have you seen from the implementation of a coaching model in the 

school regarding the school’s culture of professional dialogue and collegiality? 

5. How has coaching been advocated, facilitated and supported in the school? 

6. Tell me of a time where you have applied knowledge you have gained through 

coaching conversations. Tell me of a time where you observed your coachee applied a 

new strategy gained through coaching conversations. 

7. How have coaching conversations helped you gain insights about your teaching 

practice? How have coaching conversations helped you gain insights about your 

coaching practice? 

8. How do coaching conversations assist you on reflecting on your teaching practice? 

9. How does coaching help you develop as a teacher? 

10. Have coaching conversations had an impact on student learning? What evidence best 

demonstrates that it has/hasn’t? 
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Appendix 3 – Observation Protocol 

 

Participant: ______________ Observation Number: _________________ 

Date: _______ Time of Observation: _______till_______ 

Classroom Context/Setting for observation: 

 

 

 

Participant strategy observed:  

 

 

 

 

 

Chronology of events: 

10m  

 

20m  

 

30m  

 

40m  
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