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Introduction

Coaching seems to be everywhere at the moment. Not only is it
gaining a higher profile at national policy level, its use is growing in
professional and school development. This workbook aims to help
school leaders make sense of coaching theory and develop approaches
to coaching in their schools.

Given the increasing trend for pupils to take responsibility for their own learning, it would be surprising if professional
development for the adults in schools did not place a similar emphasis on self-direction. There is also a fast-growing
appreciation of the power of effective individualised support in the form of coaching or mentoring, and for
collaborative forms of learning. Indeed, the value placed on such learning relationships by school leaders and
teachers at all stages of their careers has led to the integration of coaching, mentoring and collaborative learning
within many professional development programmes, from initial teacher training to headship preparation and
leadership development.

There is strong evidence that coaching promotes learning and builds capacity for change in schools. Two extensive
studies (Cordingley, Bell et al, 2003, 2005) into effective continuing professional development (CPD) point clearly to the
value of teachers learning with and from one another. The Department for Education and Skills (DfES) recognised that
plenty of mentoring, coaching and associated CPD was already occurring in schools, and commissioned the Centre

for the Use of Research and Evidence in Education (CUREE) to collate knowledge about the features and practice of
effective coaching and mentoring within educational professional development. The resulting National Framework for
Mentoring and Coaching provides the foundation for this workbook.
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About this workbook

This workbook seeks to:

set coaching and mentoring in the context of other educational developments
explore underpinning principles for the successful sustained practice of coaching
outline key elements of coaching practice

identify implications for school leaders, most notably issues around culture, behaviour and practicalities in school
systems, structures and processes

offer working illustrations from schools

provide some challenges and practical ways forward for school leaders who wish to develop their work in
embedding a coaching culture in schools

A range of resources associated with the workbook can be found at www.ncsl.org.uk/coaching

This workbook draws on:

-7 Propositions

= This workbook is based on six propositions about the role of school leaders. =

St i i

EPPI and CUREE studies of CPD and coaching

coaching perspectives from outside education

a number of NCSL Leading Practice seminars

our own accumulated experience and practice in leadership development

the work of school leaders who are deeply committed to embedding coaching practices in their schools

Leaders have a moral responsibility to promote everyone’s learning, both adults and pupils.

Leaders have a moral imperative to develop the next generation of school leaders.

High-quality coaching in schools supports professional development, leadership sustainability and school
improvement. .
Leaders therefore have a responsibility for providing the processes, structures and resources to support coaching.
Central to these propositions is the role of learning conversations, which make tacit knowledge explicit and
engages staff in open and honest feedback.

Leaders should model the dialogue and personal approaches that create a culture of high-quality coaching
interactions across the school.
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Seven action implications

Sy

What should school leaders do in response to these propositions?

Not only does this workbook provide a rationale for coaching and examples of interesting practice from schools', it

also offers structured support for leaders who wish to embed coaching practices throughout the school. These are .
grouped under seven “action implications”.

To develop a system, first develop yourself. —
Make sense of the whole.

Create systems.

Focus on principles.

Equip staff with coaching skills.

_ Review and reward good coaching practice.
Use and build external links and networks.

I[|' I'III'II

A challenging agenda of initiatives

Recognition of the importance of professional development has never been higher. School leaders are responding to a
variety of highly significant initiatives around teaching, learning and school organisation. Viewed separately, these
might appear to create a highly complex set of agendas. However, there are common threads across these
developments. We believe that school leaders who invest time in developing coaching help staff to see the
complementary nature of these initiatives, and so derive greater value from them.

The DfES CPD Strategy is a recognition of the importance of professional development and teacher learning in

promoting high standards of pupil learning. In common with other agencies, the DfES has sought to develop this
strategy on the basis of evidence.

The strategy draws on the review by EPPI, which considered the impact of collaborative continuing professional
development on classroom practice. The review identified a range of benefits:

improved learning for pupils
clear focus on pupil learning

increased self-efficacy: teachers felt they could make a difference
increased motivation

willingness to take risks
deeper commitment to accessing research and evidence regularly
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* A number of short case studies of schools that have worked extensively on coaching that are referred to in this workbook are provided on the
NCSL website www.ncsl.org.uk/coaching. This workbook also references case studies developed by CUREE for the DfES
www.curee-paccts.com/dynamic/curee40.jsp?m=46#K-P
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The EPPI review showed that these benefits were linked with CPD that provides:

opportunities for collaboration with both peers and experts

observation, feedback and shared interpretation of classroom experiences

processes to encourage, extend and structure professional reflection and dialogue
sustained programmes that enable teachers to embed new practices in their own context

scope for teachers to identify their own starting points based own analysis of both their own and their pupils’
learning needs

The approaches to coaching that we explore here are designed to exhibit all of these characteristics.

National strategies

The Primary National Strategy and Key Stage 3 National Strategy both have specific leadership dimensions. Both
strategies emphasise the importance of collaborative professional development, peer support between teachers and
school leaders, and professional dialogue linked to modelling, action and review. Indeed, the Key Stage 3 National
Strategy Guide for School Leaders (DfES, 2004) stresses the importance of creating time for staff to learn together as a
principle of school improvement, and the Primary National Strategy provides cover time for leadership teams to work
and learn together.

Headteacher standards and learning-centred leadership

The revised headteacher standards are designed to provide guidance on the expectations of headteachers and provide
a framework for professional learning. They place emphasis on the development of others, on building a collaborative
learning culture in the school, and on finding ways to ensure that work is focused on pupil learning and achievement.
The identification of ways in which school leaders impact on pupil learning has been the subject of extensive research
activity by the National College for School Leadership (NCSL), which has resulted in two suites of materials on learning-
centred leadership. www.ncsl.org.uk/lcl

This research, like the work on distributed leadership and growing tomorrow’s leaders, has clearly demonstrated the
significance of leaders employing coaching approaches and developing a culture of ‘learning conversations’ to support
pupil learning.

Developing leadership capacity: growing tomorrow’s leaders

The arguments for investing in the development of others emerge from a number of different strands of NCSL work;
for example, the extensive work around widely distributed leadership capacity, and the identification and
development of leaders for the future?. Whether it is the realisation that leadership needs to be shared widely in the
complex and demanding context of school leaders, or the quest to ensure that there are sufficient future leaders in
the system to secure succession when the current generation moves on, there is remarkable convergence about the
importance of coaching.

’ Details of these can be found at vwww.ncsl.org.uk/distributedleadership;
www.ncsl.org.uk/research_and_development/research_activities/randd-capacity-index.cfm; www.ncsl.org.uk/researchpublications



Teachers’ pay and review: the work of STRB

The DfES Five Year Strategy indicates that career progression and rewards should be directly linked to those teachers
who contribute most to pupil learning, develop their own expertise and develop the practice and skill of colleagues.
In the most recent remit for the School Teachers' Review Body, the Secretary of State for Education and Skills has
indicated a desire to see coaching and mentoring become an embedded part of professional practice, with teachers
being self-directed in their learning, and with focused and supported observations as part of the coaching culture. In
parallel with the developments in coaching, teacher appraisals will become teaching and learning reviews.

Transforming the School Workforce

The overarching aim of the Transforming the School Workforce (TSW) programme is to improve the recruitment,
retention, quality and status of all members of the school workforce. The focus is on developing a school workforce
that has the professionalism, teamwork and leadership to deliver further rapid and sustainable improvements in
standards. The initiative seeks to do this by, in part, ensuring that our teachers are using cutting-edge approaches to
teaching and learning, are working effectively in teams with other teachers and support staff, and are committed to
their own professional development. Whilst there is little explicit attention to them, coaching and mentoring must
play a key role if this process is to be successful.
www.standards.dfes.gov.uk/la/capacitybuilding/beacons/r5/tsw/?version=1

Personalised learning

Coaching is not confined to the adults in the school. For many, the personalisation agenda is an expression of beliefs
they have held about learning and student entitlement for some time. Some of the best personalised and
individualised approaches are founded on good early years and primary practice. Schools that have highly developed
approaches to assessment for learning and the use of learning mentors and peer coaching for pupils will be practised
in the area of individualised support, together with the emphasis on learning relationships, high-quality listening and
questioning, modelling and learner responsibility that these approaches imply. Indeed, all these approaches have
informed the development of the Key Stage 3 National Strategy.
www.ncsl.org.uk/mediastore/image2/randd-personalised-learning-individuals.pdf




Understanding coaching in schools

What is coaching?

There is no single, straightforward answer to this question. Coaching takes many forms: from life coaching to
executive coaching — the aims, purposes and practices can be quite different. Our response to this question is guided
by NCSL Leading Practice seminars and work with a number of schools and school leaders who are steeped in
coaching endeavours.

It is also important to acknowledge the study conducted by CUREE that led to the National Framework for Mentoring
and Coaching. Their work set out to identify and summarise the core principles of mentoring and coaching from a
wide range of activity and contexts in order to produce a common reference point for practitioners. It also clarifies
how the knowledge and skills developed as coaches or mentors in one context might be built on and applied in
another context.

We know from CUREE’s (2005) study that coaching is increasingly popular within schools in England as both an
important part of CPD and as a vehicle for distributing leadership.

Although the terms coaching and mentoring are often used interchangeably, the evidence from the CUREE (2005)
research suggests that:

—

The focus of coaching is the in-depth development Whilst mentoring can incorporate coaching activity, it
of specific knowledge, skills and strategies. tends to focus upon the individual’s professional role,

. . often as they move into new roles and take new
Coaching does not depend on the coach having responsibilit>i/es !

more experience than the coachee; it can take I
place between peers and staff at different levels A mentor is usually a more experienced colleague;

of status and experience. someone very familiar with a particular culture and role,
who has influence and can use their experience to help

an individual analyse their situation in order to facilitate
professional and career development.

Coaching is usually informed by evidence.




The National Framework for Coaching and Mentoring offers definitions and comparison of mentoring, specialist and
collaborative coaching. (See www.ncsl.org.uk/coaching)

Although our focus in this workbook is on coaching, much of it also applies to mentoring®.

At a whole-school level, coaching may be framed as a dedicated initiative for professional development and school
improvement or be an element within other initiatives such as Investors in People, Assessment for Learning,
performance management or CPD more generally.

Whilst it takes many different forms, coaching is principally a joint enterprise in which one person supports another to
develop their understanding and practice in an area defined by their own needs and interests. The coach will help the
learner to identify a clear focus upon which to work. They will secure a positive rapport with their colleague, listen
intently to their needs and concerns, ask probing questions that help clarify the area for development and ask
challenging questions that raise their awareness of the issue in focus. The coach will help the learner identify new
behaviours and help them embed improved performance. Coaching often involves integrating new or alternative
approaches into the professional’s existing repertoire of skills and strategies.

Coaching interactions of this nature can be short informal learning conversations, as well as longer, sustained and
formally structured CPD opportunities. Although informal, such conversations are most effective when driven by clear
principles that are linked to action.

In a recent NCSL Leading Practice seminar, Richard Boyatzis offered research evidence to show that tapping into
people’s passion and dreams is a crucial first step in motivating the change process. Like Neil Suggett, Headteacher of
Hayes Park Primary School, we believe that:

H""-,
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In order to achieve this within an environment in which there are also strong accountabilities, it is important that
coaching is an appreciative process that builds upon people’s desires and aspirations. This does not mean that tough
professional issues are avoided or the rigour of professional development compromised.
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The CUREE (2005) study showed that the following are important in securing rigour:

the attitude to professional learning of all participants in coaching and mentoring partnerships
the degree of self-awareness of coaching partners
the protocols surrounding coaching

We address each of these later.

? The website www.coachingnetwork.org.uk provides a helpful discussion about a range of subjects, including the
differences between coaching and mentoring.
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“Coaching is about unlocking potential in order to maximise performance — it's about bringing out the best in people.” .

J—
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Coaching and emotional intelligence

Until very recently, most work in the field of coaching took place outside education. Coaching for senior staff is
common in a number of business fields. In many of these developments, the influence of the sporting model of
coaching has been apparent. Yet, as Sir John Whitmore* states, there is very little coaching in sport — what passes for
sports coaching is often instruction.

Instead, he sees coaching as a ‘means of helping people uncover and bring out the best in themselves, their people
and the teams with whom they work’. This resonates with the work of Daniel Goleman, Richard Boyatzis and Anne
McKee (Goleman et al, 2002) who have been highly influential in describing and drawing links between emotional
intelligence and performance.
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John Whitmore claims the following.
Emotional intelligence (EQ) is an attitude, a way of being.

Coaching is a behaviour, the practice of EQ.
Both are invaluable life skills which can be developed.
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Coaching is the practice of emotional intelligence — both are invaluable life skills.
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He sees the two key principles of coaching as raising awareness and taking responsibility. Both these notions are
further explored in this workbook.

By rooting the work of a coach in the dimensions of emotional intelligence, Whitmore argues that, for a coach to be
successful, it is necessary to have a good awareness of self. Only then can the coach begin to build an awareness of
others. In NCSL’s Leadership Programme for Serving Headteachers (LPSH), co-coaching draws on the Johari Window to
help develop greater self-knowledge, bringing more of what is hidden into awareness and offering the potential for
new behaviour.

Area of
potential obe
Known to me Not known to me
1
2 - Change comes through people’s actions.
% ! We cannot or should not seek to
= n i Blind re-bake people.
1
s . They cannot change unless they are aware.
£ é : Confronting unawareness can be a gift.’
= ; The combination of self-awareness and
o self-management leads to the social skills
(] .
S Bl D — needed for coaching.
o
*E Closed Hidden
=
(=]
c
<
IS
=

Author of ‘Coaching for Performance (Whitmore, 2002)" and contributor to our first Leading Practice seminar on the subject.

° With acknowledgement to Robert Wilson.
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Four quadrants of EQ
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This model goes some way towards explaining why coaches derive as much benefit from the experience of coaching as
the learners. Acting as a coach helps develop both your emotional intelligence and professional skills. Indeed CUREE's
work showed that:

“It is widely accepted that the opportunity to learn through becoming a mentor or coach has a dramatic and positive
effect on the skills of the mentor or coach. This is not yet systematically exploited in CPD plans, except within a few
schools active in ITT. Learning to be a coach or mentor is one of the most effective ways of enabling teachers or
leaders to become good and excellent practitioners; current practice appears to concentrate the opportunity amongst
those who already excel.” (CUREE, 2005, p.7)

12



A National Framework for Mentoring and Coaching

Grounded in evidence from research, the National Framework offers 10 principles that will inform coaching
programmes in schools and help increase their impact on student learning. These principles explore the characteristics
of effective professional learning relationships, and apply equally to mentoring and coaching.

Ten Principles - A National Framework for Mentoring and Coaching

———  —— e e . —— u —
A learning conversation Acknowledging the benefits to the mentors
structured professional dialogue, rooted in evidence and coaches
from the professional learner’s practice, which recognising and making use of the professional
articulates existing beliefs and practices to enable learning that mentors and coaches gain from the i
reflection on them opportunity to mentor or coach
=1L - . ~
Setting challenging and personal goals Combining support from fellow professional learners
identifying goals that build on what learners know and specialists
I and can do already, but could not yet achieve collaborating with colleagues to sustain commitment
I i alone, whilst attending to both school and to learning and relate new approaches to everyday
' individual priorities practice; seeking out specialist expertise to extend
! skills and knowledge and to model good practice
| A thoughtful relationship Experimenting and observing
I developing trust, attending respectfully and with creating a learning environment that supports risk-
| sensitivity to the powerful emotions involved in deep taking and innovation and encourages professional
I professional learning learners to seek out direct evidence from practice
Understanding why different approaches work Growing self-direction
developing understanding of the theory that an evolving process in which the learner takes
| underpins new practice so it can be interpreted increasing responsibility for their professional
and adapted for different contexts development as skills, knowledge and self-awareness
increase
R —_ ! m
A learning agreement Using resources effectively
establishing confidence about the boundaries of the making and using time and other resources creatively
relationship by agreeing and upholding ground rules to protect and sustain learning, action and reflection
that address imbalances in power and accountability on a day-to-day basis
— Ty = ——

s ST Ty =

Effective coaching is dependent on the learner’s willingness to be open and honest and to put their plans into
action. The National Framework sets out the requirements for learners as well as coaches. Key responsibilities for
learners include:

understanding their own learning needs

reflecting on their own practice

taking an increasingly active role in their own learning
acting on what is learned to improve pupil learning

13



What skills are needed?

What skills and qualities should coaches have in order to respond to the challenges of supporting
professional learning?

A coach learns to make their knowledge and expertise accessible to professional learners through active listening and
skilled questioning rather than through instruction.

_:—Hx‘-.‘a\“\"-ml"-l'u1'-'-"."-‘-'.I'|"'I.I'L"]-'II.'-.I".'I'u'.l'-.'l_||'| IR LR N

-~ Coaching practice in schools is built on four essential qualities:

a desire to make a difference to student learning =
a commitment to professional learning -
a belief in the abilities of colleagues =

a commitment to developing emotional intelligence

Ii
_Ill l|I|'|||||

The headteacher and other school leaders have an important role to play in promoting everyone’s desire to make a

difference to student learning and their commitment to their own and others’ professional learning. We talk more B
about this later.

||i.-r,|'|.|.'|'|.'r.-J

Coaching is grounded in five key skills: o

establishing rapport and trust =
listening for meaning =
questioning for understanding -
prompting action, reflection and learning 1
developing confidence and celebrating success =
%
5
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Developing rapport and trust between the coach and learner is an essential precondition of effective coaching. In
structured coaching sessions, being clear about the confidential nature of the dialogue and the learner’s ownership of
the process are important starting points. Good coaches develop a feel for when to listen and when to ask the right
questions. Through practice, they understand when to support and when to challenge. They help learners to diagnose
need, design options, experiment with behaviour and consolidate success.

_——

: Coaching at Hayes Park Primary

Hayes Park Primary School has a well-established culture of coaching. Its senior coach believes that coaching
works best when the coach:

— 1 _—|_—|_—||__|_|
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is very focused and is able to relate continually each stage of the activity back to the learner’s goal
is a good listener and can pick up the nuances of the learner’s talk

! is patient and a good judge of when to ask a question and how to ask it

can formulate questions in response to the discussion with the learner

can rephrase questions and prompts when there is a silence

avoids putting forward answers

avoids preset questions

. — -

In successful coaching, both the coach and learner take responsibility for ensuring that new, and improved, practice
ensues. It is also important that successes are celebrated. In addition to promoting the value of coaching as a form of

professional learning, this communicates successful practice to other staff who may wish to experiment with the
innovation in their own area.

15



How are these skills developed?

Coaching skills are best developed through practice throughout one’s career. For some purposes, a basic awareness of
coaching skills, curiosity and a willingness to learn will be sufficient for success. In some circumstances, a specialist
knowledge of pedagogy or curriculum will be essential, whilst at other times, deep understanding of the coaching
process will be the critical element.

There will be a range of opportunities to draw on, for instance:

career mentoring and practice coaching in initial teacher education

the coaching roles of ASTs and Strategy Consultants

the school based coaches in NCSL's Leading from the Middle programme
the co-coaching work in the Leadership Programme for Serving Heads

All these, plus many other coaching and mentoring courses, can be used to develop coaching in the school and
support the career development of staff. Action implication 5 provides further examples.

Expert coaches are not manufactured simply by attending a number of dedicated training days. Becoming an expert
coach is an ongoing career-long commitment to one’s own and others’ professional learning.

What does a coach do?

First and foremost, a coach will have the ability to form and sustain learning relationships. In the NCSL publication
Leadership Development and Personal Effectiveness (West-Burnham and Boyatzis 2005)¢, John West-Burnham argues
that leadership development is rooted in such relationships. To achieve these, coaches need to:

establish high levels of trust
be consistent over time
offer genuine respect

be honest, frank and open
challenge without threat

Important as the relationship is, it is equally important that the coach holds on to the notions of developing
awareness and responsibility in the learner. It is worthwhile, therefore, reminding ourselves of what coaching is not.

® Leadership Development and Personal Effectiveness (West-Burnham, 2006) is an NCSL publication, developed from the Leading Practice
seminar entitled ‘Understanding the Emotional Dimensions of Leadership’ (2004), which was led by Richard Boyatzis and John West-Burnham.
The publication draws on the work of both Boyatzis and West-Burnham.

16



Coaching is not about:

giving answers or advice

making judgements

offering counselling

creating dependency

imposing agendas or initiatives

confirming long-held prejudices
As a general principle, it is not the role of the coach to provide answers or give advice. A core purpose of coaching is
to support the development of the thinking and learning processes of the professional learner. Although specialist
coaches may offer their own knowledge or experience, this occurs in response to direct requests as the learner seeks
out specific information. We cover this area in more detail in action implication 5.

P e — L
N ———— — 1

Integrating coaching, mentoring and performance management

Sweyne Park Secondary School has developed a database of staff expertise which is used to support staff who
wish to develop a skill or practice. Through mentoring sessions, staff are encouraged to observe a colleague who
has been identified as having particular skills in a particular subject or teaching strategy. Staff feel comfortable
about being observed and discussing aspects of their practice where they have identified a problem or where
coaching support has been offered.

17



Who coaches and who is coached?

In the most developed forms of coaching, everyone in school is coached and everyone has the opportunity to coach
and may experience a variety of coaching relationships within schools.

Form of coaching I For example T

informal coaching conversations where a school leader or peer uses coaching principles in short informal ’l
conversations about an issue raised by a colleague. As well as supporting

the development of thinking and practice, this can model professional

learning dialogue

specialist coaching working with a colleague who has specialist knowledge, such as an advanced_'J
skills teacher (AST) or National Strategy consultant. By virtue of their |
experience and expertise, a specialist coach supports development in a |
specific area of practice, for instance in Assessment for Learning or classroom
environment. In addition to specialist expertise, specialist coaches will have
developed an understanding of coaching principles, skills and qualities

P
co-coaching working in a structured way with a colleague on an issue of mutual need
collaborative (peer) coaching and interest, such as using more interactive questioning to develop pupil
literacy. From the earliest point in their careers, staff can be encouraged to
contribute to the support of others. Within the broader area of classroom
environment, for instance, a new teacher could offer expertise in effective
display or access to resources, as part of co-coaching. Individuals will require
a basic understanding of coaching skills and protocols

team coaching working as a department on behaviour management, led by an external or
expert coach with expertise in this area

'_expert coaching working with an expert coach to develop coaching skills, where expert coaches
model and develop coaching skills across the school. Expert coaches can i
help develop one or more lead coaches to provide a focus for coaching as a
key instrument for CPD. Expert coaching may form part of external training
for coaching or be part of in-school development of coaching practice. Expert
! coaches will have, and develop in others, a clear understanding of the adult
[ learning principles that underpin effective coaching in schools and high-
order coaching skills and qualities. They understand and focus upon the
process of professional learning as well as supporting an individual’s focus

pupil coaching promoting pupil-to-pupil coaching is a powerful learning process. Coaching
that works in similar ways at all levels in the school provides a robust
mechanism that reinforces its importance as a learning tool

self-coaching when reflecting on issues of professional concern, coaching principles and
protocols can be usefully used to structure self-coaching

It is helpful to anticipate a progression in coaching experience, skills and aptitudes throughout one’s career.

Tl Padgt o s
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When should we use coaching?

It is important to start where people are at. As mentioned earlier, the work of Boyatzis and others shows the
importance of starting from learners’ own motivations and interests. The same is true for coaches and the school.
There may already be a range of coaching expertise and enthusiasm amongst staff. Developing coaching within the
school may be most effectively developed by working with a small group or department which has an initial interest
in working with coaching. In other contexts, a whole-school approach may be more appropriate. A key role for the

head is to ascertain where to start.

We asked school leaders about the purposes they might use coaching for. Their responses show the wide range of

purposes that might be addressed:

addressing pupil behaviour

improving pupil performance

building teams

creating a success culture

growing the organisation

developing Assessment for Learning
improving the performance of teachers
conducting performance management of
support staff

developing lesson planning

managing workforce reform

dealing with the negative influences of an individual
spreading good practice

supporting a new headteacher

creating an inclusive school

developing ASTs

supporting ITT, GTP and NQT status

responding to serious weaknesses

19




What are the benefits of coaching?
Whether it is framed as a structured initiative or as a professional conversation, coaching can be seen as:

a means of whole-school or departmental improvement
personalised professional learning for staff within schools
a process that promotes self-directed professional learning
a learning-centred mode of professional dialogue

a process that builds capacity for leadership

Recent international research shows that collaborative CPD such as coaching offers significant benefits for practitioners
and pupils.

For pupils there are enhanced: learning outcomes, motivation, organisation, questioning skills and an increased
choice of learning strategies including collaboration.

For teachers there is enhanced: self-confidence, willingness and capacity to learn and change, knowledge and
understanding, a wider repertoire of teaching and learning strategies and increased confidence in the power of
teaching to make a difference.

For school leaders there is enhanced: leadership of learning. That is all of the benefits for pupils and teachers,
together with enhanced organisational effectiveness.
(National Framework for Mentoring and Coaching, DfES, 2005)

In addition to these benefits, there also appears to be better staff retention and loyalty to the school; as well as
reduced variation in attainment across departments. Developing coaching abilities also provides useful life skills that
can be used in non-professional and domestic situations.

20



Leading coaching in schools

What is the leader’s role in promoting coaching?

——— —_— . ——

A good coach communicates a belief in people’s potentials and an expectation that they can do their best. The tacit
message is, ‘I believe in you, I'm investing in you, and | expect your best efforts’. As a result, people sense that the leader
cares, so they feel motivated to uphold their own high standards of performance, and they feel accountable for how

well they do. (Goleman et al, 2002, p.62)

N
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Creating the conditions for successful coaching

David Clutterbuck (2003) argues that leaders who get the most out of their staff spend a high proportion of their time
and energy coaching others. They delegate, create a strong sense of purpose, motivate their teams and attract and
retain talent. Significantly, they free up time in order to focus on strategic activity instead of succumbing to chronic
busyness and continual fire-fighting. A key role is creating a climate that supports coaching across the school.

So what exactly is a coaching climate? David Clutterbuck contends that you have a coaching climate when:

There is good understanding about what effective coaches and learners do.

There are strong role models for good coaching practice.

People welcome and actively seek feedback (even the most senior leaders).

People are able to engage in constructive and positive confrontation.

Coaching is seen primarily as an opportunity rather than as a remedial intervention.

There is mutual responsibility for coaching between leaders, coaches and learners.

People are recognised and rewarded for their activity in sharing knowledge.

Time for reflection is valued.

There are effective mechanisms for identifying and addressing barriers to professional learning.
People look first within the school for promotion.

Personal growth, team development and organisational learning are integrated and the links clearly understood.
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“As a leader it is my responsibility to create the conditions for staff to succeed — coaching is one way to achieve this.” |

Although setting up and maintaining school structures and systems that promote and sustain coaching are important,
school leaders also create a culture for coaching through their actions and words. However, you won't find an action

implication entitled, ‘Get the culture right’ in this workbook. All improvement initiatives refer to the importance of
culture — what creates a culture are the steps taken every day by leaders and others — not just what, but how. The
action implications presented here, therefore, are offered as practical suggestions which, taken together and over

time, support an appropriate culture. How they are acted upon is up to you.
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Action implication 1:
Action implication 2:
Action implication 3:
Action implication 4:
Action implication 5:
Action implication 6:

Action implication 7:

To develop a system, first develop yourself
Make sense of the whole

Create systems

Focus on principles

Equip staff with coaching skills

Review and reward good coaching practice

Use and build external links and networks
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Action implication 1
To develop a system, first develop yourself

“How do | create a culture of coaching?”

Desirable as the practice of coaching may be for the professional growth of staff, organisational development and
pupil learning, it is not without challenges for headteachers and other school leaders. It is important that leaders
model the emotional intelligence required for effective coaching relationships and demonstrate this through coaching
conversations. Through increasing self-awareness, both leaders and coaches build their awareness of others and
support them in taking responsibility for outcomes.

Two major issues are dealt with in this section:

e power relationships
e listening, questioning and learning conversations

Power relationships

One key awareness for school leaders is a sensitivity to the influence of power relationships on professional learning.
The National Framework principles identify the importance of:

agreeing and upholding ground rules that address imbalances in power and accountability

This acknowledges that there will often be power differences within coaching relationships. It is important, therefore,
to be explicit about power differences and to agree ground rules that minimise them. The greater the power
differential, the more important it is that coaches have a high degree of awareness and integrity.

The potential effects of power relationships should not be underestimated, and leaders need to develop an awareness
of the degree to which they are influencing through their position in coaching interactions. This can be particularly
challenging when there is pressure for results, or when the coach feels that they have a better solution than the
coachee might propose. Nonetheless, if leaders are sincere in their aspiration to develop others’ awareness,
responsibility and capability, this represents a critical development for themselves.

23




i H —m —m e —m e e e e e = TP M AR A F e e B T — I F e = g —— —— L - ————r—

As an individual |
Consider the following questions.

e How do | know how open staff are with me about their work?

—_——— e P~ T ad e — — — —

e Which staff give me upward praise and critical feedback? What could they tell me about the barriers that might
exist in a coaching relationship where | was coaching someone lower in the formal hierarchy?

e Do | have other information about my work with others (eg 360-degree feedback)? '

e How can | make myself more alert to interference from power relationships?
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1 With staff I
I : ) : ) I
| Brainstorm a list of responses to the following question. ¢
L]
i e What might the barriers be when a coaching session is being conducted between people who have different |
| status in the school hierarchy? :
I ]
5 r
! |
|
| .
| I
| 1
L
I Then agree the steps that will minimise such potential barriers. !
I I
| Undertake a confidential review of how staff are finding line management coaching relationships. !
[
I I
| |
1 .
| |
1 1
I
! Sy SR .
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: Find below some of the tensions raised by school leaders :'
! e Ask how many of these apply to you. :.
|
! :
|
| i
|
1 e What other tensions are there for you? 1
| r
1 ]
| 1
1 |
|
: e How can you accommaodate such tensions? 1
1 |
1
! r
' r
! |
¢ “l am the one accountable, so how do | hand over responsibility when | am not confident that the other person can 'I
:: a) do it, or b) takes it as seriously as | do?” 1
I
' :
: “The person tries so hard, but they just can't acknowledge their shortcomings — how can | avoid de-motivating them
, by pointing them out?” I
] 1
1 1
I “| have been in their position, | know the answer — | want to give them the solution and save us both a lot of time.” :
L 1
| I
1
! “Being new in post, | find it hard to hand queries back to people — they seem to expect solutions from me.” 1
r
1 |
1 |
: “I can’t afford to let them fail — it must be right — | can’t just hand it over to them.” ;
|' I
r
p ‘I disagree with how they see things — I find myself wanting to persuade them I'm right.” :
| 1
1 f
1

b A e e —E———. ., =~

— ~

oaches hold back their knowledge for the sake of others” (John Whitmore)
(SN - .

.

r “I think that you have to realise as a mentor that in fact your perception of something is not valued. [...] You really
need to understand what the mentee thinks the situation is and work from there, because the whole issue is not to
create dependency.” (George Berwick, Headteacher, Ravens Wood School) |

o o
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“Where does coaching end and guidance, training and performance management begin?”

It is critically important to make clear distinctions between coaching, guidance, advice, training and performance
management. They are not the same thing.

The term coaching can bring an association with sports coaching and directive guidance for improved performance.
Shifting these assumptions is an important first step. Although specialist coaches may offer guidance, it is important
that learners understand that they are responsible for directing their own learning and that the role of the coach is to
support their learning in a non-judgmental way rather than provide answers. Staff must understand that coaching is a
voluntary activity.

The place of advice, guidance and direction is a frequent theme in discussions about coaching. Where coaching
occurs between more and less experienced colleagues, or more and less senior colleagues, the coach should
have great awareness of the impact and implications of their status and of providing solutions and answers to
learner’s dilemmas.

It is also crucial that learners understand the nature of coaching interaction and expect to be supported via skilful
questioning rather than being offered solutions to their problems. As noted earlier, offering ideas, suggestions and
timely information are not in themselves inappropriate, where learners seek guidance from coaches. However, it is
vital that coaches understand that this can discourage self-direction and block sustainable learning.

The willingness of professional learners to trust coaches is related to the extent to which a coach is able to make their
expertise available without engaging in guidance or breeding dependency. (CUREE, 2005, p.6)
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