


to competency, and enhancing performance in 
leading teams of teachers in school improvement 
tasks (Page and Hulme with Payne, 2005). No 
matter the coaching method selected, Knight 
(Winter 2009) notes eight commonalities among 
quality coaching options: “focus on professional 
approaches, job-embedded, intensive and ongoing, 
grounded in partnership, dialogical (includes 
reflective dialogue), nonevaluative (focuses on 
nonjudgmental discussion), confidential, and 
facilitated through respectful communication.”

What Conditions Lead To Coaching Results?
Across coaching programs, there is general 
agreement on the factors that lead to the success 
of coaching efforts. It is imperative to ensure that 
these elements are in place:

Training – Coaches need training and ongoing 
support to develop and refine their skills as 
coaches. They need training in coaching skills 
such as identifying performance criteria, assessing 
strengths and weaknesses, analyzing performance, 
planning, goal setting, providing effective feedback, 
communicating effectively, and establishing 
relationships of trust. Research shows “instructional 
coaches need ongoing training in three general 
content areas: their particular content area, such 
as literacy or mathematics; pedagogical techniques, 
particular to the population their teachers are 
working with; and general coaching strategies, such 
as conducting post session meetings”(Steiner and 
Kowal, 2007). Currently, the Georgia Professional 
Standards Commission (2008) is conducting a 
coaching task force that will set rigorous content 
standards for coaching training programs in 
Georgia. Once coaching standards are in place, 
districts and schools will be empowered to select 
coaching programs whose training meets the 
standards. 

Selection Criteria – Establish criteria for the 
selection of the right coaches. For example, if 
schools are seeking coaches to develop literacy 
skills, it makes sense that coaches have a track 
record of success in this area. Credible coaching 
programs frequently outline the knowledge, skills 
and dispositions of professionals more likely to 
succeed in the coaching role. The desire to “give 
back” to the profession is an example of a desirable 
disposition, while content certification, evidence 
of proven practice, leadership experience and 
recommendations may identify knowledge and 
skills.
 
Sanctioned Time – There must be protected, 
ongoing time for the coach and novice to work 
together to plan, set goals, and assess progress 
(Knight, April 2006). The novice must have 
sanctioned time to practice and receive feedback 
from the coach.

Commitment – District leaders must 
demonstrate their commitment to coaching in 
setting priorities, clarifying expectations for 
coaching support, selecting and compensating 
coaches, and nurturing and supporting novices 
with a coherent support system that includes 
coaching. At the local level, principals must 
allocate time to meet with coaches, clarify roles, 
coordinate activities, ensure time for practice, 
and run interference as needed to remove 
barriers (Page and Hulme with Payne, 2005). 
The roles of supervisors are critical to coaching 
success.

Confidentiality – Agreements must 
be established up front that protect the 
confidentiality of the coaching process. Novices 
need assurance that “practice” will not be 
used for evaluative purposes. At the point at 
which “performance” counts, there should 
be clear signals and a process in place that is 
communicated to all. Coaches must provide 
feedback to administrators who are sponsoring 
the novice, as well as to the novice, so it is 
important to be clear about the nature of that 
feedback. Clarity around these issues builds 
trust.

Roles and Relationships – It is important 
for novices to see there is a team with clear 
roles and responsibilities supporting their 
development. For example, the school leader 
may serve as the instructional leader, while the 
district leader may serve as the overall sponsor 
of coaching. The coach, as Killion and Harrison 
(2006) see it, serves multiple roles including 
resource provider, data coach, curriculum 
specialist, instructional specialist, classroom 
supporter, mentor, learning facilitator, school 
leader catalyst for change and fellow learner. 
The roles and responsibilities of the novice, too, 
should be clarified. Equally important is the 
interrelationship among roles. School leaders 
and coaches must work collaboratively for the 
novice’s success. Building relationships based on 
trust and support is critical to coaching success.

What Does The Coaching Process Look 
Like?
Various coaching models utilize different terms 
for how they divide the coaching process, 
from the straightforward pre-observation, 
observation, and post-observation structure 
suggested by Barkley (2005) to the pre-
coaching, plan, do, check, act cycle advocated 
by the Georgia Leadership Institute for School 
Improvement (Page and Hulme with Payne, 
2005). No matter how different models slice the 
process or name the segments, most follow a 
similar pattern:

Getting Ready for Coaching – There is a fair 
amount of pre-work required of coaches and school 
leaders before bringing in the novice. Novices 
to be coached must be identified, coaches and 
novices must be matched, and the focus of coaching 
established. If the school has conducted assessments 
of the novice, the coach needs to review those and 
learn what the school expects and what the novice 
needs. GLISI advocates an analysis of the work, 
worker and workplace by the coach to identify any 
potential barriers and to resolve these at the outset 
(Page and Hulme with Payne, 2005). The investment 
in this “up front” analysis by the coach makes the 
rest of the coaching process run smoothly. The coach 
often will draft a preliminary coaching plan based on 
this phase.

Orienting – In this phase, the coach meets with the 
sponsoring school leader and the novice in order 
to reach agreement and finalize the coaching plan 
and to review the purpose, outcomes and process 
of coaching. This team agrees upon performance 
criteria (what good performance looks like), 
establishes schedules for practice and observation, 
and reviews resources available for helping the 
novice.

Coaching – Using whatever resources have been 
established, the coach provides support, asks 
effective questions, provides “just-in-time” and 
“just-enough” support, observes the novice practice, 
helps the novice self-assess and develops written 
feedback to deliver to the novice after observation.

Providing Feedback – Many view the giving of 
feedback as the “heart” of coaching. Interestingly, 
Joyce and Showers do not include verbal feedback 
in their model based on their experience that many 
coaches slip into the evaluative mode. While their 
studies found that the absence of feedback did not 
adversely affect implementation, Ferdinand Fournies 
(2000) insists, “Feedback is one of the most critical 
requirements for sustained high-level performance 
of any human act. Without frequent and specific 
feedback, performance varies and often fails.” 
Fournies further asserts that up to 50% of what 
appear to be motivational problems of performers 
are actually feedback problems. As a colleague once 
noted, “Even champions need feedback.”

Setting Next Goals – In the final phase, the coach 
celebrates the novice’s success or redirects the novice 
with different instruction and continued practice 
with specific feedback. At the point of proficiency, 
the coach helps the novice document the success, 
communicates the success to the school leader (and 
sometimes to the district leader), redirects attention 
to the coaching plan, and helps the novice focus on 
the next goal. With this, the cycle is repeated until 
the coaching plan has been accomplished.

Is Coaching Worth the Investment?
With the downturn in the economy, shouldn’t 
districts and schools cut back on professional 
development? In the business sector, the 
median cost of coaching is $500 per hour 
(Mirza, 2009), but in the education sector, 
the cost of coaching is quite reasonable. The 
question is: What will it cost in the long run 
not to include coaching in your cohesive 
support system? The return on investment for 
coaching means that your valuable professional 
development dollars achieve desired results. 
Remember, with coaching added to theory 
and practice, teachers actually make desired 
changes in their behaviors and transfer their 
learning into practice at the rate of 80 – 90% 
(Joyce and Showers, 1982; Knight, 2008). The 
Society For Human Resource Management 
(Mirza, 2009) notes, “What you really need 
to do in a recession is to take the opportunity 
to change people’s behaviors so that they’re 
helping you when you’re in it and they’re better 
(performers) when you come out of it.”

Because education is a teaching and learning 
business, coaching makes sense. As Zepeda 
asserts (2008), “Coaching situates teachers at 
the center of their own learning. Coaching in 
any form breaks the isolation found in most 
Pre-K-12 schools and promotes collegiality. 
Coaching supports teachers as they implement 
new strategies and amplifies the benefits of 
other forms of professional development.” In 
other words, coaching provides an enormous 
“return on investment,” helping new teachers 
adopt desired behaviors, increasing the 
likelihood of teacher retention and guiding 
development from novices to accomplished 
teachers capable of making a positive 
difference in student learning.
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