PART 1:  COACHING DEFINITION AND THEORY

Objectives:  

Participants will read, analyze in writing and apply theoretical bases, and specific behaviors that impact the effect of instructional coaching.

1.1	Participants will explain to a partner a one sentence summary of coaching and feedback framework for transformation.  

1.2	Participants will explain in writing their definition of coaching.

1.3	Participants will explain in writing the implication of coaching on teaching, learning and professional development.

1.4	Participants will explain in writing the relationship of Situational Leadership Theory and instructional coaching.

1.5	Participants will explain to a partner how the 80-15-5 Formula relates to their school and/or district.

1.6	Participants will compare and contrast the types of coaching through a metaphorical non-linguistic representation that portrays the relationships among the models.

1.7  	Participants will explain to a partner the relationship of Adult Learning Theory and Situational Leadership.

1.8  	Participants will explain in writing how Adult Learning theory impacts instructional coaching. 

1.9	Participants will explain in writing how Conceptual Systems Theory can be used when coaching adult learners.

1.10	Participants will explain in writing the relationships among Adult Learning Theory, Conceptual Systems Theory, Situational Leadership and the Will/Skill Matrix and how they can be applied within their school and/or district.


1.11	Participants will write and discuss the importance of building trust when coaching and determine a personal goal to build trust within their school and/or district.

1.12	Participants will explain the importance of building rapport when coaching and write actions to building rapport within their school and/or district.

1.13	Participants will explain to their partner the importance of listening as an instructional coach and practice identified listening skills.  

1.14	Participants will explain to their partner the impact of non-verbal communication has on instructional coaching.






































Introduction to Coaching:

This model of coaching for transformation is based upon the work of several historic and current day researchers and practitioners. The heart of the model emphasizes the need of coaches to adapt their coaching style or preference to the needs of the person or program being coached. This coaching framework is a hybrid model that focuses on individualized needs of educators and programs. These strategies are designed to be deployed with individuals working to improve others’ instruction, directors working to increase program implementation, administrators leading whole school reform, coaches coaching classroom management or other strategies – a wide variety of coaching opportunities. Based on the extensive experiences of CSAP staff members coaching thousands of individuals and programs annually, the subsequent model delineates the best practices formulated by numerous coaching programs, authors, and researchers. Every effort has been taken to give credit to the program or author referenced throughout this module. 

Primary Theories and Models

Influencing change in an individual’s attitudes, beliefs, and behaviors is the crux of transformational leadership (Bass & Riggio, 2006; Northouse, 2010) -- a powerful theory and style of leadership for leaders to aspire to. At the same time, few school leaders and coaches actually take the time to assess changes in beliefs and attitudes explicitly, instead measuring teachers and program changes through changes in behaviors. While this model does not advocate working on behavioral changes solely, it does often rely on using outward behavior changes to indicate movement in internal attitudes or beliefs. Rather than solely relying on transformational leadership, this coaching model is primarily aligned with situational leadership theory (Hersey & Blanchard, 1977; Northouse, 2010). The fundamental underpinning of situational leadership theory is there is no single best style of leadership. Effective leadership is task-relevant, and the most successful leaders are those that adapt their leadership style to the ability of the individual and the task at hand. Blanchard and Hersey’s theory is supported by a strong empirical base that encompasses, in their terms, both telling – or coaching which they characterize as close management – and delegating or lose management. In educational coaching vernacular this same premise is often referred to as reflective or cognitive coaching and directive or instructional coaching (Costa & Garmston, 2002; Bloom, Castagna, Moir, & Warren, 2005). The coaching model in this module embraces all those aspects or styles of coaching. Madeline Hunter embraced this style of supervising in the late 1970s (Hunter, 1980). More currently, two books promote the idea of using a variety of coaching models and strongly influenced this module on coaching are The Art of Coaching (Aguilar, 2013), Blended Coaching (Bloom, Castagna, Moir, & Warren, 2005) and Comprehensive Mentoring Programs for New Teachers (Villani, 2009).

Secondary Models and Theories

Villfredo Pareto, an Italian sociologist from the late 1800s noted that 80% of Italy's land was owned by 20% of the population (Pareto, 1895). He developed the infamous Pareto Principle stating that in most situations roughly 80% of effects come from only 20% of the causes. The Pareto Principle has been applied to almost every human enterprise, from software development to investing. We apply this theory to the work of coaching teachers as it informs advice on how much time should be spent coaching, where the coaching should take place, and how frequently the coaching school occur. Two more current references developing Pareto Principle into practice include Gladwell’s The Tipping Point (2002) and Moran’s Differentiated Literacy Coaching (2007). Look for ideas from these authors to surface when this module addresses formats for coaching and differentiating for teachers or anything else that references time, structure, or placement of coaching. Finally, much of the work in this module is influence by the work of Lev Vygotsky (1978) and his theory of the Zone of Proximal Development. This theory addresses the nature of experiences and social contexts and their impacts on learning. This coaching model promotes experimenting with behaviors and ideas in order to produce results – changing experiences or contexts -- oftentimes prior or parallel to changing beliefs or attitudes about an idea, program, or practice.
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Activity:  Read the following excerpt from Robyn Jackson’s book, “Never Underestimate  Your Teachers:  Instructional Leadership for Excellence in Every Classroom.” (2013)
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**(STOP READING AT “WHY MASTER TEACHERS?”

Quick Write:  After reading the excerpt and the quote below, respond to the following question:  Do you believe that all adults are capable of learning at a high level? Why or why not? Record your response in the space below.

“If we truly believe that all children can learn, then we must believe that all educators can learn, even in the face of contrary evidence.”
Roland S. Barth, On Common Ground

	














1.2 	What Coaching is and What Coaching is Not?

What Is Coaching?

Coaching is creating change in a teacher’s attitudes, beliefs, and actions. Change, after all, is only another word for growth, another synonym for learning. We can all do it, and enjoy it, if we want to. All we have to do is change our attitudes, our habits, and the ways of some of our institutions. -- Charles Handy

Professional dialogue is conversation in which people think together in relationship with one another.  It is a conversation that focuses on purpose and significance, and evokes understanding which makes a difference to student and adult learning.  It is a conversation about what is worthwhile.  It is a conversation that is purposefully planned by the coach who uses inquiry questions to elicit ideas, opinions, and problem-solving for the purpose of enhancing teacher and student performance. -- Tabor, 2001

Coaching is the new buzz word for professional development in education and has become a popular model for professional development in schools (Poglinco & Bach, 2004). Wood and McQuarrie (1999) describe effective coaching as one of the most promising new approaches to professional development in education; however, coaching is not a new concept. Students and adults have been coached for years. Coaching is a conversation in which the coach provides the teacher with specific feedback on his or her performance in order to change or improve the performance and/or maintain the effectiveness of the performance. According to Costa and Garmston (2002)…”Skillful cognitive coaches apply specific strategies to enhance another person’s perceptions, decisions, and intellectual functions. Changing these inner thought processes is prerequisite to improving overt behaviors that, in turn, enhance student learning.”

In Hargrove’s book (1995), Mastery Coaching Extraordinary Results by Impacting People and the Way They Think and Work Together, he describes coaching as following:

A coach is someone who (1) sees what others may not see through the high quality of his or her attention or listening. (2) is in the position to step back (or invite participants to step back) from the situation so that they have enough distance from it to get some perspective, (3) helps people see the difference between their intentions and their thinking and/or actions, and (4) helps people cut through patterns of illusion and self-deception caused by defensive thinking and behavior.

Masterful coaches inspire people by helping them recognize the previously unseen possibilities that lay embedded in their existing circumstances.

Feedback is essential for learning at the individual, group, or organizational level. It is feedback that can help people see the discrepancy between what they think they are doing and what they are actually doing. It is feedback that can interrupt the defensive reasoning or routines that happen with individuals and groups. It is feedback that allows people to recognize and eliminate error and thus allows learning to occur. It can show people where new skills and capabilities need to be developed and lead to insights into ways to improve work processes.

In education, coaching sometimes is viewed as a new concept, because the only feedback teachers receive on their ability to teach comes in the form of an evaluation rather than as a means to learn how to improve the quality of classroom instruction. Hasbrook and Denton (2005) point out that coaching in education is essential because it is an effective and efficient way to strengthen classroom instruction and provide teachers with the necessary knowledge to improve the quality of instruction. Flaherty (1999) says coaching is a process that allows for teachers to change, become more competent, and to increase excellence in instruction. In addition, the research of Joyce et al. (1989) indicates when schools incorporate coaching as a major part of their professional development program, student achievement increases.

The goals of coaching in education are to help teachers learn how to provide high quality instruction and increase student learning and achievement. Speck (1996) states, “[Adults] need to receive feedback on how they are doing and the results of their efforts. Opportunities must be built into professional development activities that allow the learner to practice the learning and receive structured, helpful feedback.” One of the best ways to provide specific feedback to teachers is through a verbal interchange facilitated by a coach or administrator. When done effectively, teachers learn how to change or improve their ability to teach and/or maintain the effectiveness of their instruction and when teaching is effective, there is more student learning and achievement.



Activity:  Triad read “What Coaching Isn’t?” Use the boxes below as a note taking guide. Partner A reads aloud. Partner B highlight important details. Partner C writes questions for discussion. After reading, discuss the questions from partner C.



What Coaching Isn’t?
Adapted from Bloom (2005)

Coaching isn’t training. Coaching addresses the needs of the individual. Coaching can and often does support training activities; however, training many times is top down. Coaching by contrast is centered on context and designed to respond to the needs of the individual learner.

Coaching is not mentoring. The terms “coach” and “mentor” are sometimes used interchangeably; however for our purposes, we define mentor as an organizational insider who is a senior expert and supports a novice. Mentors show newcomers the ropes and share procedures such as where to stand for duty at recess, how the lunch line is organized, and the dates for progress and report cards. A coach, on the other hand, provides continuing support and nurtures professional growth through a process that unfolds over time. Coaching is a professional practice; mentoring is typically voluntary and informal.

Coaching is not therapy. Coaching focuses on the accomplishment of professional goals rather than on an individual’s psychological function. Therapy involves understanding an individual’s past; coaching helps the individual change an organization’s future. Coaching occurs within the boundaries of normal professional issues. It is important that coaches be aware of these boundaries.

	Coaching is not training.
	Coaching is not mentoring.

	Coaching is not therapy.
	Questions




Activity:  Explain your definition of coaching in the space below.

	

























1.3	What can Coaching do for a School?  Why is Coaching Effective?

Activity:  As you read the excerpt below from Aguilar (2013), annotate your reading for key ideas and findings that impact coaching, professional development and classroom implementation.  (READING BEGINS AT “WHAT CAN COACHING DO FOR A SCHOOL?”)
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**(READING STOPS AT “THE NECESSARY CONDITIONS”)

Activity:  Write a quick summary of the text you just read and how you can apply this information to your school setting.  Record your response in the space below.

	

















Activity:  Read the text below highlighting research by Joyce and Showers (2002), as you read annotate for implications for improving teaching and learning.


Why Coaching Is Effective
Joyce and Showers (2002)

Many of the research states that teachers have more effect on student achievement than any other factor, including school management, resources etc.  To improve achievement we must improve teaching, and only teachers can do this.  So we must get teachers to experiment.
In their book Student Achievement through Staff Development, American researchers Bruce Joyce and Beverly Showers argue that professional development often assumes that once teachers learn and develop a skill, they will automatically use it in the classroom. Yet their research reveals that learned knowledge and skills rarely transfer to the classroom.  They do, however, report a noticeable increase in transfer when coaching is added to a teacher’s training. They argue that professional development supported by coaching that allows for a transfer of skills into instructional settings is crucial for meaningful and lasting professional learning.
According to Joyce and Showers (2002), the degree of proficiency attained in knowledge, skill, and application is determined by the following training design. The strength of coaching rests on total cumulative effect of theory, demonstration, practice, and coaching. It takes an average of 23 practices to change a teacher behavior.

The first few attempts with a new method may fail, and the teacher may then be tempted to abandon further experiments – this is where the support provided by peer coaching is so vital.  Teachers are very capable learners, but all learning requires time, practice and support, and the time for change has been greatly underestimated.

Below is a table that outlines Joyce and Showers research:

	Training Effectiveness

	Training
Steps
	Mastery
	Skill
Acquisition
	Classroom Application

	
Theory & Lecture
	Medium 
85%
	Low 
15%
	Very Low
5-10%

	+
Demonstration
	Medium
85%
	Low
18%
	Very Low
5-10%

	+
Practice
	Medium
85%
	Medium
80%
	Low
10-15%

	+
Coaching
	High
90%
	High
90%
	High
80-90%




There is more to coaching than advice and guidance on the implementation of improved teaching strategies.  However, a good coaching session is inspiring, it fosters a blame-free culture where initial failures are inevitable and seen as valuable learning experiences.  It shows how to make ideas work in the challenging reality of the classroom.  Teachers often leave coaching sessions with their determination to succeed redoubled.

Joyce and Showers’ (2002), review of the research, makes some other telling points.  They insist that the goal of professional development should not be simply to get the teachers to adopt new methods and practices.  Rather, it should aim to change the way the teachers think about teaching.  The experience should model and appeal to fundamental principles of good teaching and learning.  Once teachers think in a new way about teaching and learning, they will often find multiple ways to apply these principles.
Activity:  Highlight 1-2 quotes that are the most impactful regarding improving teaching and learning.   Write the quotes below and explain why you selected them.  Be prepared to share with your partner.



Quote #1:   




Why I selected this quote?






Quote #2:




Why I selected this quote? 





1.4	Situational Leadership Theory and Coaching


Situational Leadership Theory
The situational leadership theory,is a leadership theory developed by Paul Hersey, professor and author of the book Situational Leader, and Ken Blanchard, leadership guru and author of The One Minute Manager, while working on the first edition of Management of Organizational Behavior (now in its 10th edition).[1] The theory was first introduced as "Life Cycle Theory of Leadership".[2] During the mid-1970s, "Life Cycle Theory of Leadership" was renamed "Situational Leadership theory".[3]
In the late 1970s/early 1980s, the authors both developed their own models using the situational leadership theory; Hersey - Situational Leadership Model and Blanchard et al. Situational Leadership II Model.[4]
The fundamental underpinning of the situational leadership theory is that there is no single "best" style of leadership. Effective leadership is task-relevant, and the most successful leaders are those that adapt their leadership style to the maturity ("the capacity to set high but attainable goals, willingness and ability to take responsibility for the task, and relevant education and/or experience of an individual or a group for the task") of the individual or group they are attempting to lead or influence. Effective leadership varies, not only with the person or group that is being influenced, but it also depends on the task, job or function that needs to be accomplished.[5]
The Hersey-Blanchard Situational Leadership Model rests on two fundamental concepts; leadership style and the individual or group's maturity level.
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Situational Leadership Theory
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Activity:  After reading and discussing Hersey and Blanchard’s “Situational Leadership Theory,” describe your thoughts on the relationship between this leadership theory and instructional coaching.  Be prepared to share.  Record your response in the space below.

	













1.5	80-15-5 Formula 

80-15-5 Formula

The 80/20 Principle was first discovered by Pareto in 1897 when he determined that 80 percent of the wealth was enjoyed by 20 percent of the population. According to Koch (1998), “The 80/20 Principle states that there is an inbuilt imbalance between causes and results, inputs or outputs, and effort and reward” (p.21). This Principle is has also been studied by Curwin, Mendler, Mendler, (2008) and in Malcome Gladwell’s, book (2002) “The Tipping Point: How Little Things Can Make a Big Difference.”  This could possibly mean that in schools, 80 percent of student growth comes from only 20 percent of the teachers.  Let’s discuss how the 80-15-5 Formula works with coaching. 

	80-15-5 Formula for Teachers
Adapted from Curwin, Mendler, and Mendler (2008), Gladwell (2002)

	
80%
of teachers need
	


	
15%
of teachers need  
	


	
5%
of teachers need 
	





1.6	Coaching Models

Activity:  As you read the excerpt below from Aguilar (2013), annotate your reading for key ideas, similarities and differences of the various coaching models described below. 
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Activity:  Using all the information presented, on a separate sheet of paper, with a partner create a non-linguistic representation of the similarities and differences of the three types of coaching.  Be prepared to explain your thinking. After viewing additional representations, in the space provided below, write a summary of the types of coaching models.


	


















1.7  	Andragogy:  Adult Learning Theory


Andragogy:  Adult Learning Theory

Knowles, Holton, and Swanson (2011) in their book address the concept of andragogy -- which they defined as “the art and science of helping adults learn” -- into American adult education literature. They assert that adults require certain conditions to learn.  Knowles, Holton, and Swanson (2011), contrasted andragogy with pedagogy (defined as the art and science of teaching children), which was the traditional teaching method for all learners, regardless of age, prior experience, or developmental level. In their work they further identified five primary assumptions about the characteristics of the adult learner, which are widely accepted and implemented by practitioners in this field. The five primary assumptions are, in general, adults:

· Tend to be self-directing
· Have a rich reservoir of experience
· Are goal-oriented
· Have a problem-centered orientation to learning
· Want practical, how-to information

Knowles in his later work conceded that four of andragogy’s five key assumptions apply equally to adults and children. One difference exists however, children have fewer experiences and pre-established beliefs than adults and thus have less to relate. One other difference to note is adults’ reasons for learning are very different than children. It is important to know and use the principles of andragogy when working with adults in a learning situation in order to facilitate adult learning and growth.


Activity:  Quick Write

Why would coaches need to know about adult learning theory? Record your response in the space provided below.

	















31
	 

Andragogy and Coaching
 (
Adults have a problem centered orientation to learning
Adults generally desire practical, how-to info
Adults tend to be goal oriented
Adults have a rich reservoir of experience
Adults tend to be self directed
How to Addres
s Andragogy – Adult Learning 
Theory
 --
 While Coaching
)
1.9	Conceptual Systems Theory

Conceptual Systems Theory

Conceptual Systems Theory by Harvey, Hunt and Schroder (1961) is a framework that describes how people relate to their experiences. The four stages of the framework are characterized by differences in cognitive complexity or the degree of abstractness, the ability to differentiate and integrate new information, the ability to discriminate among conflicting situations, and interpersonal maturity.

	How is Conceptual Systems Theory helpful to coaching? Applying this theory puts the coach in a stronger intellectual and emotional state for dealing with challenging behaviors, mustering positive intent, and applying effective interpersonal skills. Most importantly, understanding an adult’s theoretical approach to their experiences, allows the coach to better match the type of coaching appropriately with each individual.




Level I: Unilateral Dependence
At this level, adults are concerned with the pragmatic and concrete. Their behavior is in response to external conditions. They have little or no ability to deal with ambiguity or different points of view. They view concepts as absolute and concrete. They have less flexibility in problem-solving and tend toward extremes in their responses. They depend on authority figures for new information and often implement new learning through routinized reenactment of the trainers’ directions or demonstrations. They do not internalize new learning. They tend to be ego-centered and focus on basic survival in the classroom. They struggle with maintaining control of the class and being liked by students. They want only to feel confident and successful. They want specific direction about training.

What are the needs of an adult at this level? What type of coaching would work best with this adult?






Level II: Negative Independence
Adults at his level oppose control and rules from external sources. They break with dependency and test limits. They often are ambivalent, inconsistent, and critical. They willingly express their point of view, but are unable to understand others’ perspective. They often lack stability, avoid dependence on anyone and question authority. They engage in controversy intentionally and often appear critical and negative in learning situations. At this stage, adult learners experience cognitive dissonance. New information disrupts the equilibrium of their existing conceptual 
schema. They view new information that does not fit their existing information system as suspect and less valued and try to resist accepting it as potentially useful. As they attempt to handle this disequilibrium, they exhibit discomfort and insecurity. Disagreeing and resisting are coping mechanisms for them.

What are the needs of an adult at this level? What type of coaching would work best with this adult?
















Level III: Conditional Dependence and Mutuality
At this level, adults begin to build their own concepts. They accommodate contradictory information by balancing or connecting diverse ideas. These adults also are self-reflective and view themselves as responsible for their own behavior. At this stage, adult learners separate themselves from the external environment and begin to combine and compare different conditions, situations, and possibilities. They test concepts and principles they begin to form and adopt an empirical attitude. They become more self-reflective and view themselves as causative agents. As these learners shed their ego-cententric perspective, they begin to appreciate others’ point of view. They are more flexible, adaptive, tolerant, and effective.

What are the needs of an adult at this level? What type of coaching would work best with this adult?








Level IV: Interdependence
Adults at this level are able to synthesize information, review numerous alternatives before making decisions, adapt easily to changing environments, and establish their own means of regulating and evaluating their behavior. Learners at this point form multiple concepts and continually recombine and evaluate information. Mutuality and autonomy naturally blend together at this stage. Flexibility and adaptability are hallmarks of this stage of development. Adult learners can accommodate new information and experiences by designing their conceptual schema. They continually synthesize, apply, and create new patterns of thinking and acting, and revise these by gathering new data about their effectiveness.

What are the needs of an adult at this level? What type of coaching would work best with this adult?











1.10	Will/Skill Matrix

Reading Activity:  As you read the following excerpt from Robyn Jackson’s, “Never Underestimate Your Teachers:  Instructional Leadership fro Excellence in Every Classroom,” annotate for the relationship between Conceptual Systems Theory, Situational Leadership and the Will/Skill Matrix and their implications for instructional coaching.
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Activity:  Take a moment and determine where most of your teachers fall on the Will/Skill Matrix.  Discuss at your table how you might use this matrix to help improve teaching and learning.  Record your responses below.

	
















1.11	Building Trust
Building Trust
Adapted from Bloom (2005)

Trust is difficult to achieve. People must engage in consistent hard work to obtain it, for trust grows slowly. Because of the complex dynamics surrounding trust, it cannot be built in a short period of time and have lasting value. It takes time, physical presence, and human energy. However, as trust between people grows, behaviors change and interpersonal dynamics are transformed. As trust grows, the barriers that prevent candor and openness lessen. People become more expressive, impulsive, frank and spontaneous. Their communication is efficient and clear. They risk conflict and confrontation, opening doors to deeper communication, involvement, and commitment. – Chartier (1991)

According to Aguilar (2013), building trust is essential for a coach’s success.  She claims that because so much hinges on a coach’s ability to gain and maintain trust, it is critical that a coach has a reflective practice. 

 What is building trust and why trust is significant in coaching?  Building trust is on-going attention to professional and personal skills of sincerity, reliability, competence.  Coaches must cultivate the ability to provide useful feedback that will fuel a teacher’s ongoing reflective practice. None of this is possible if the coach lacks basic affinity for trust and rapport with teachers. 
 

Activity:  Think of someone other than a family member or personal friend in whom you have a high degree of trust. List the characteristics of the individual that supported the establishment of trust. Share the list with a partner.

	Characteristics of a Trusted Individual…


















	 

Concept Map for Building Trust
 (
What you think it is
...
)
 (
What it is not…
)

 (
Building Trust
) (
Examples…
) (
Definition…
)
	
Activity:  Below are two different sets of steps to build trust.  Read the information and determine which step/s you could strengthen. Write a short, personal goal to improve in that area.

What are the steps to building trust as a coach? (Bloom, 2005)
Demonstrate sincerity:
1. Be fully present in the coaching relationship
2. Demonstrate basic personal regard
3. Be truthful
4. Ask for permission
5. Admit mistakes
6. Maintain confidentiality

Demonstrate reliability:
1. Clarify expectations
2. Keep commitments
3. Behave consistently
4. Be available

Demonstrate competence:
1. Let the teacher know about your expertise and experience
2. Find outside expertise in cases where you don’t possess it
3. Remember that your job is to be a competent coach, not a competent principal (Unless, of course, you are the principal.)
4. Have high expectations of yourself and of the coaching process

Ten Steps to Building Trust (Aguilar, 2013)
1. Plan and Prepare:  The first meetings should be carefully planned.  Pre-plan and anticipate possible questions.  Determine the possible outcomes. Rehearse if possible.
2. Cautiously Gather Background Information:  Be careful about with whom you speak to gather impressions about a potential client.  Go into the first meeting with positive feelings.  
3. Establish Confidentiality:  Make sure the client is aware of exactly what will and won’t be communicated and how it will be communicated.  Suggestion is to share the teacher, time, topics and tasks.  Client must feel confident that you will not share information with his/her supervisor.
4. Listen:  Practice deep listening for the purpose of understanding where the client is coming from.  Listen with acceptance.  
5. Ask Questions:  Coaching questions can help shift a client’s perception and enhance their understanding.  Clarifying questions can reveal their thinking.
6. Connect:  Make personal connections.  This can help see your client as a person.
7. Validate:  Uncover the client’s assets and bring them to the forefront.  Validation must be sincere.  Help your client see their strengths.
8. Be Open about Who You Are and What You Do:  Share your vision and why you do what you do.  
9. Ask Permission to Coach:  Asking permission often times help build trust.  It is respectful.
10. Keep Commitments:  Fulfill the promises we make.  Only commit to what you are willing and able to do.  It is better to underpromise and overdeliver.





	My personal improvement goal for building trust is to…









1.12	Building Rapport

Building Rapport

Being in rapport is the ability to enter someone else’s model of the world and let them know that we truly understand their model. – Brooks (1989)

	What is building rapport? Rapport is a mutual understanding between individuals that they share each other’s concerns.

Why is building rapport important in coaching? In order for teachers to respect the coach and actually participate fully in the coaching conversation, the coach must establish at least a minimum of rapport with the teacher. Sharing a few common professional concerns helps communicate to the teacher that you understand their work environment – the context in which you are asking them to change practice.





	How to Build Rapport
	How to Build Rapport Coaching 

	
Share personal and professional connections
	

	
Be fully present in the conversation
	

	
Be aware of your body language
	

	
Listen impeccably
	

	
Communicate acceptance
	




1.13	Listening
Listening

Listening is an art that when done well delivers tremendous benefits. The goal of listening well is to achieve win-win communication. 

Listening is a skill, and like any skill it can be practiced and improved…But it also needs to be looked at another way, as an outgrowth of an attitude of caring and concern for other people…showing that you care, suspending your own interests, and making yourself available to others takes some effort. It means devoting alertness to another’s words.

Listening well is often silent but never passive. – Nichols (1995)

	What is listening? Listening is an active activity that involves receiving, deciphering, and perceiving a message with intent to respond. Planning ahead for a conversation improves a coach's ability to listen to a message.

Why is listening important as a coach? Listening carefully to a teacher helps the coach determine where the teacher is in terms of the change process, the implementation of a new practice, and/or the attitude hindering the coaching. 




5 Questions To Ask Yourself As You Listen

1. What are the facts and details embedded in the speaker’s words?

2. What do the speaker’s words convey?

3. Are the spoken messages free of generalizations, bias, of blame and finger pointing?

4. Is the speaker reasoned in the choice of words used to describe the event or person involved?

5. Are there patterns of language or comments that tell us about the speaker’s way of thinking?


Activity:  With a partner, read “Comments of a New Teacher” and analyze what the teacher is saying using the “5 Questions To Ask Yourself As You Listen.”  Be ready to share your analysis with the whole group.

Comments of a New Teacher

I think things are going well so far. I do have a bunch of kids who will not pay attention, and are behavior problems, they’re just bad kids and don’t want to learn. The other teachers at my grade level agree with me, and they feel sorry that I have to deal with all of them in one classroom. I’ve tried calling the parents, but they are no help at all, so if the kids want to fail, then that’s their choice. Maybe when they get those bad grades, then they’ll start to shape up.

	
1 .

2.

3.

4.

5.





Activity:  With a partner, decide who is A and who is B. Partner A speak and partner B listens. Partner A speak for two minutes reflecting on personal learning and insights from this workshop thus far. At the signal, stop talking.

	Partner B uses the “5 Questions To Ask Yourself As You Listen,” as a reference and verbally reflects on the speakers comments.

	Reverse roles for the second round.





















1.14	Non-Verbal Communication


Nonverbal Communication

Only 7% of the emotional meaning of a message is communicated through the exchange of words. Some 38% is communicated by vocal intonation, and the remaining 55% is expressed through gestures, posture, facial expressions, and other physical cues. -- Bloom (2005)

When we speak (or listen), our attention is focused on words rather than body language. But our judgment includes both. An audience is simultaneously processing both verbal and nonverbal cues. Body movements are not usually positive or negative in and of themselves; rather, the situation and the message will determine the appraisal. -- Givens (2000)

I can never bring you to realize the importance of sleeves, the suggestiveness of thumbnails, or the great issues that may hang from a bootlace. -- Sherlock Holmes to Watson in "A Case of Identity"

He even walked like a crab, as if he were cringing all the time. -- Elia Kazan, commenting on actor James Dean (Dalton 1984:53)

	What is nonverbal communication? Nonverbal communication is a broad term used to describe any method of transferring information without words and may include body language and facial cues, fashion and personal grooming, hand gestures, and graphical signs and design. 

How is nonverbal communication important to coaching? Nonverbal cues may provide the coach with hints that a teacher is resistant or does not understand. Knowing a few clues about body language may cue the coach to check for understanding or probe for specificity. The coach should also be aware of his/her own body language in order to send physical messages that support the verbal coaching messages and the precepts of trust and rapport.

Tips: Information about reading body language can be greatly over-generalized. The point of studying body language in the context of coaching is to provide the coach with one, of many, interpersonal communication tools. 

The best use of reading body language is for the coach to check for understanding. For example, if a person leans back and folds their arms it may signal the person is resistant to the coaching message. The coach might say in response, “How might I further clarify what we’re talking about?” Or, the reclining and folding of arms may simply mean the teacher’s back aches. Either way, the coach might probe the nonverbal clue by checking for clarity (“How might I further clarify what we’re talking about?”) and then simply move on with the conversation. 

In general, the coaches’ own body language should be open and forward. See details about this below.






Open Closed Forward Back

OPEN and CLOSED gestures are the most obvious. People with arms folded and legs crossed and bodies turned away are often signaling they are rejecting messages. People showing open hands, fully facing you and both feet planted on the ground are most likely accepting them. 

	Acceptance -- open body language -- might be indicated by: standing erect, sitting with legs apart, open palm, raised eyebrows, smiling, arms uncrossed, nodding, eye contact.

Rejection -- closed body language -- might be indicated by: hands clenched, frown, head down, legs crossed, sitting or moving back, slumped posture, doodling, finger or foot tapping, arms crossed.




FORWARD and BACK gestures indicate whether people are actively or passively reacting to communication. When a person is leaning forward and pointing towards you it is a strong indication s/he is actively accepting or rejecting the message. When they are leaning back, looking up at the ceiling, doodling on a pad, cleaning their glasses they may be either passively absorbing or ignoring it. 

	Acceptance -- forward body language -- might be indicated by: leaning forward, head tilted, sitting up, extended arm or hand.

Rejection -- back body language -- might be indicated by: slumped posture, hands on hips, leaning or moving away.






Activity:  With a partner, review the photos below and indicate if the body language is Open, Closed, Forward, and/or Back. The first two are done for you.
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PART 2:  Coaching Planning, Practicing and Formats 

Objectives:

2.0	Participants will explain in one sentence the contents of today’s workshop.

2.1	Participants will draw non-linguistic representations and explain in writing various methods for collecting the data.

		
2.2 	Participants will write an analysis of the data.


2.3	Participants will write an objective for a coaching conference.


2.4	Participants will write an outline planning the conference.


2.5	Participants will write a summary of the theories behind differentiated coaching messages.


2.6	Participants will conduct a coaching conference.


2.7	Participants will explain in writing key concepts of various coaching formats and determine which format is most applicable for given settings.	
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and consistently than teachers working alone.
Coaching supports teachers to improve their
capacity to reflect and apply their learning to
their work with students and also in their
work with each other.

A second finding from the Annenberg report
is that effective embedded professional
learning promotes positive cultural change.
The conditions, behaviors, and practices
required by an effective coaching program can
affect the culture of a school or system, thus
embedding instructional change within
broader efforts to improve school-based
culture and conditions.

Coaching was also linked to teachers'
increase in using data to inform practice.
Effective coaching programs respond to
particular needs suggested by data, allowing
improvement efforts to target issues such as
closing achievement gaps and advocating for
equity. The Annenberg report found that
coaching programs guided by data helped
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create coherence within a school by focusing
on strategic areas of need that were suggested
by evidence, rather than by individual and
sometimes conflicting opinions.

Another key finding was that coaching
promotes the implementation of learning and
reciprocal accountability. Coaching is an
embedded support that attempts to respond to
student and teacher needs in ongoing,
consistent, dedicated ways. The likelihood of
using new learning and sharing responsibility
rises when colleagues, guided by a coach, work
together and hold each other accountable for
improved teaching and learning.

Finally, the Annenberg report determined
that coaching supports collective leadership
across a school system. An essential feature of
coaching is that it uses the relationships
between coaches, principals, and teachers to
create the conversation that leads to
behavioral, pedagogical, and content
knowledge change. Effective coaching

7%
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distributes leadership and keeps the focus on
teaching and learning. This focus promotes
the development of leadership skills,
professional learning, and support for teachers
that target ways to improve student outcomes.

Additional research studies indicate that
effective coaching structures promote a
collaborative culture where school staffs feel
ownership and responsibility for leading
improvement efforts in teaching and learning.
Coaching attends to the “social infrastructure”
issues of schools and systems that often
impede the deep and lasting change that
school reform requires. These issues include
school climate, teacher isolation, insufficient
support, and limited instructional and
leadership capacity. In 2010, the Elementary
School Journal published eight studies on the
impact of coaching on teacher practice and
student achievement. This included a three-
year study on literacy coaches working in
grades K—2 in seventeen schools. In these
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schools, they found that student literacy
learning increased by 16 percent in its first
year, 28 percent in its second year, and 32
percent in the third (Biancarosa, Bryk, and
Dexter, 2010).

Another study investigated the effect of
coaching on new teachers in a high-turnover
school. It found that schools with coaching
programs saw significant improvement in
measures of teacher practices and student
outcomes compared to schools without
coaching programs. The findings suggest that
new teachers benefit from teaching in schools
with strong coaching programs in place, and
that coaching programs could have an added
benefit in high-turnover urban schools
(Matsumura and others, 2010). Reflecting on
the eight different studies, the Elementary
School Journal editors write: “Many in the
field have trusted that intuitive feeling that
putting a knowledgeable coach in a classroom
to work with a teacher will result in improved
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teacher practices and increased student
learning. The jury of these researchers and the
peer reviewers of their work have delivered its
verdict: while coaching may be new, it is no
longer unproven” (Sailors and Shanklin,
2010).

As the field of coaching in schools develops,
it is critical that we identify and gather sets of
qualitative and quantitative data that can
reveal the impact of our work on student
learning. We need to track the changes we see
in teacher and leader practice and gather
evidence that our work is resulting in
improved student learning. This can be an
exciting and validating effort—it is these data
that help us feel effective and that let us know
objectively that we're doing good work. In
order to do this, we need to make sure that the
scope of our work is defined and narrow, that
we're gathering data on how our clients make
progress, and that we're articulating these
findings. A highly effective, comprehensive
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coaching program in a school or district
supports coaches to systematically gather a
range of evidence to illustrate the impact of
coaching on teachers, administrators, and
students.

The Necessary
Conditions

The potential for coaching within the
education system has yet to be reached for
several reasons. First, in most schools and
districts, there is no formal pathway or
training for entering a coaching role. The
majority of coaches were strong teachers who
demonstrated mastery of content and
pedagogy and who were encouraged, or self-
selected, to pursue coaching. While content
and pedagogy are foundational knowledge for
a school coach, there are many more skills and
capacities required for working with adults.




image9.png
iPad = 2:56 PM. 779 @

< ] greeks.cofc.edu e I O +

The Situational Leadership Model ShopTalk_Spr_09.pdf

The Three Steps of the Situational Leadership Model

Step 1: Identify the Most Important Tasks or Priorities

l

Step 2: Diagnose the Readiness Level of the Followers

l

Step 3: Decide the Matching Leadership Style
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Step 1: Identify the Most Important Tasks or Priorities

Suggestions to consider when deciding your three most important tasks or priorities:

1. Focus your three priorities or tasks on big picture items that will require participation and
commitment from the entire chapter. This doesn’t mean you should eliminate a possible
priority just because you fear the chapter won’t go along with it; it simply means that your
priorities should be big enough that executing them will require the chapter’s involvement.

2. Your three priorities should be fundamental to the success of the chapter. For example,
“Creating a new recruitment slogan” is not as important as “Creating a working Kai
Committee.”

3. Whenever possible, be specific! For example, “Recruitment” is a vague priority, but “Create
and execute a year round recruitment model resulting in a 25 man pledge class next fall” is
specific.

4. Sometimes our best priorities are things we should STOP doing. For example, if your chapter
has high-risk social practices (i.e. providing hard alcohol to underage guests), it is a worthy
priority to “Eliminate high-risk social factors and create a new culture of social conduct in the
chapter.”

5. Don’t hesitate to go after bold tasks such as winning the “Top Chapter” award on campus,
achieving a 3.0 chapter GPA, or increasing your membership size to 75 men. All of these will
require participation and commitment from the rest of the chapter.

6. Don’t worry about how you will achieve the priorities just yet. Decide what they should be
first!

7. You may need to brainstorm a list of 5-10 priorities and then narrow the list to your top three.
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The Four Types of Situational Leadership
-

Directing - This leadership approach is most appropriate when the followers have low
willingness and low ability for the task at hand. When the followers cannot do the job and
are unwilling or afraid to try, then the leader must take a highly directive role. Directing
requires those in charge to define the roles and tasks of the followers, and supervise them
closely. Decisions are made by those in charge and communication is one-way. If the leader focused
more on the relationship in this situation, the followers would become confused about what must be
done and what is optional. Directing is often used when the issue is serious or comes with drastic
consequences if not successful. The leader maintains a directive position to ensure all required actions
are completed.

Coaching - This leadership approach is most appropriate when the followers
have high willingness but low ability for the task at hand. Like Directing,
Coaching still requires leaders to define roles and tasks clearly, but the leader
seeks ideas and suggestions from the follower. Decisions remain the leader's
prerogative, but communication is much more two-way. Followers needing
coaching require direction and supervision because they are still relatively
inexperienced, but they also need support and praise to build their self-esteem, and
involvement in decision-making to restore their commitment. While Coaching, the leader spends time
listening, advising, and helping the follower gain necessary skills in order to do the task autonomously
next time.
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304 Supporting — This leadership approach is most appropriate when the followers have ®
low willingness but high ability for the task at hand. Supportive leadership works when
the follower can do the job, but is refusing to do it or showing a lack of commitment. The @\‘ bl
leader need not worry about showing them what to do, but instead should be concerned 010 -
with finding out why the followers are refusing and work to persuade them to cooperate.
The key to supportive leadership is motivating and building confidence in people! Clarification on the
details of the process won’t matter, as the follower already knows what to do but lacks the motivation
to act. Supportive leadership involves listening, giving praise and making the followers feel good when
they show the necessary commitments for success.

Delegating — This leadership approach is most appropriate when the followers
have high willingness and high ability. Leaders should rely on delegating when the
follower can do the job and is motivated to do it. There is a high amount of trust that
the follower will do well, and the follower requires little supervision or support.
Delegating still keeps the leader involved in the decisions and problem-solving, but
execution is mostly in the hands of the followers. Because the follower has the most
control, he is responsible for communicating information back up to the leader.
Followers at this level have less need for support or frequent praise, although as with
anyone, occasional recognition is always encouraged.
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Different
Coaching Models?

New coaches tend to focus on the actions,
behaviors, and outward indicators of coaching,
such as questioning techniques, observations,
and giving feedback—the doing of coaching.
Below the surface of what we do is what we
think and believe about what we're doing.
Finally, below that layer of beliefs and
thinking is a layer of being—who we're being
when we're coaching. The art of coaching is
doing, thinking, and being: doing a set of
actions, holding a set of beliefs, and being in a
way that results in those actions leading to
change. These are the three things that can
make coaching transformational.

Let's first consider coaching models through
two lenses: those that support only teachers
and leaders in changing their behaviors, and
those that support teachers and leaders in also
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considering changing their beliefs and ways of
being. Directive coaching, which is also
sometimes called instructive coaching,
generally focuses on changing behaviors.
‘When a coach suggests that a teacher circulate
around the classroom while students are
responding to a discussion prompt, her
coaching is directive. Facilitative coaching can
build on changes in behavior to support
someone in developing ways of being or it can
explore beliefs in order to change behaviors.
When a coach asks a teacher to explain her
decision making behind the delivery of a
lesson, her coaching is facilitative. Finally, I'll
describe transformational coaching, the model
that I'm putting forth in this book and that I
believe offers the greatest possibility for
transforming our education system.

Coaches are much more effective when they
can name the approach they're taking at a
particular time. Having that awareness allows
us to make decisions and take actions that are
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aligned to a specific model. We can also
determine when shifting into a different
approach might be more effective.
Directive (or
Instructive) Coaching

An Example of Directive
Coaching

Tania, a first-year teacher, collapsed into her
chair when I entered her room. “I am
completely overwhelmed,” she said, her head
dropping into her open palms. “I don't know
if Ican do this.”

“What's going on?” I asked. We were three
weeks into the school year.

Tania described a day that was typical, in
‘many ways, for a novice teacher: struggles
with classroom management and
organization, lessons that were partially
completed, a frustrated parent after school,
and her own fatigue and insecurities. “I don't
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know what to do,” she said, after relaying
these challenges. “Just tell me. Tell me what
todo!”

Although I am not inclined to be a directive
coach, I recognized this as a moment in
which I needed to dojust that.

“OK, Tania,” I said. “Let's start with a couple
of high-leverage areas.” I decided I would
identify these areas based on what I know
about teaching—1 could have guided her
through a process to think about what she
already knows, and arrive at what would
probably have been the same areas that I
settled on, but because of her emotional and
physical fatigue, I decided to name them.

“Let's deal with some organizational and
classroom management strategies,” I said. I
‘made various suggestions and then
encouraged Tania to make decisions about
what she felt she could do. I did not tell her
what to do or what I had done as a teacher,
but I did name two or three strategies that
“many teachers find effective.”

Tania was relieved at the end of our ninety-
‘minute meeting, She had a solid plan for the
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next day on how she'd address behavior and
organize materials for her lesson. “I think I
can do this,” she said as we wrapped up. “I
can implement this plan. I can get through
tomorrow. And I can actually see how
eventually I might just be able to o this
teaching thing.” This comment was the
evidence I needed to validate my decision to
be instructive in my coaching.

Directive (or instructive) coaching (the
terms are used interchangeably in the
literature) generally focuses on changing a
client's behaviors. The coach shows up as an
expert in a content or strategy and shares her
expertise. She might provide resources, make
suggestions, model lessons, and teach
someone how to do something.

This kind of coaching is frequently practiced
by those who coach in a particular content,
discipline, or instructional framework. For
example, a district may adopt a new
curriculum and provide coaches who will help
teachers master the material. Or a school may
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take on a behavior management program and
hire coaches who can support implementation.
As the United States transitions to the
Common Core State Standards, I anticipate
many schools will hire coaches to support
teachers in putting these standards into
practice. In this model, the coach is seen as an
expert who is responsible for teaching a set of
skills or sharing a body of knowledge.

Directive coaching strategies are relevant
and necessary at times, as in the case Tania at
the beginning of her first year of teaching.
However, these strategies are also limited.
Directive coaching alone is less likely to result
in long-term changes of practice or
internalization of learning. A coach may notice
that she returns to visit a teacher she worked
with, only to find that the teacher has given up
using the strategies that she appeared to have
adopted in coaching. “What happened?” the
coach might bemoan.

Such a scenario is often seen when a coach
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limits her coaching tools to directive
strategies; the coaching did not expand the
teacher's internal capacity to reflect, make
decisions, or explore her ways of being. What
was accomplished was a change in practice,
for a limited time. For coaching to have deep,
long lasting impact, it is imperative that a
coach uses additional coaching strategies that
support educators to explore, develop, and/or
change their beliefs and ways of being.

Facilitative Coaching

An Example of Facilitative
Coaching

It was early March of Tania's first year
teaching.

“Today's lesson went so well!” she said as I
walked in. “I wish you'd seen the first part.
They were in teams and were totally engaged
in analyzing the document I gave them. They
asked each other great questions and

E STRATEGIES FOR SCHOOL TRANS!

challenged each other.”

“Tania, it's so great to hear that you're feeling
able to design a learning sequence that
challenged your students. I'm also hearing
that you felt they worked well in their teams.
Congratulations!”

“It really was satisfying. I'm just afraid it was
a fluke and it won't happen again.”

“Can you identify what you did to set up the
lesson and group work to make it effective?”
Lasked.

“Well, I made my expectations very clear.
The directions were projected on the wall.

The documents were relevant and interesting
to kids. And I scaffolded the packets they had
to complete so that they could be successful.”

“Tania, when I was in here last week I
observed a lesson on group work and the
different roles that students need to play in
order for them to function well. Do you think
that helped?”

“Yeah, of course. And another thing—
Yesterday one group modeled doing an
assignment in a fishbowl. The whole class
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watched and commented. That was really
helpful.”

“That's great, Tania! So what could get in the
way of this being repeated?”

“I guess I'm just afraid. Teaching s so hard! I
feel like for every good lesson I teach, there
are four duds.”

“That's to be expected for new teachers. But
because you can identify what you did to set
up a successful lesson, there's a greater
possibility that you'll have more days like
today. Does that seem like a possibility to
you?”

“Sure, it does. It's definitely a possibility.”

Facilitative coaching supports clients to
learn new ways of thinking and being through
reflection,  analysis,  observation, and
experimentation; this awareness influences
their behaviors. The coach does not share
expert knowledge; she works to build on the
client's existing skills, knowledge, and beliefs
and helps the client to construct new skills,
knowledge, and beliefs that will form the basis
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for future actions.

An essential concept in many coaching
models, including facilitative coaching, is the
zone of proximal development (ZPD), which
was developed by the Russian psychologist
Lev Vygotsky. The ZPD is the difference
between what a learner can do without help
and what he can do with help. It is the range of
abilities that one can perform with assistance,
but cannot yet perform independently. When
a learner is in the ZPD, if he is provided with
appropriate  assistance and  tools—the
scaffolding—then he can accomplish the skill.
Eventually the scaffolding can be removed and
the learner can complete the task
independently. A learner's ZPD, therefore, is
constantly shifting; the teacher or coach needs
to have an acute understanding of it.
Scaffolded instruction is also known as the
gradual release of responsibility.

Coaching is the art of creating an
environment, through conversation and a
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way of being, that facilitates the process by

which a person can move toward desired

goals in a fulfilling manner.
Tim Gallwey (2000, p. 177)

A number of coaching models lie within the
broad domain of facilitative coaching.
Cognitive coaching is a foundation for
facilitative coaching because it addresses our
ways of thinking and aims to build
metacognition. It focuses on exploring and
changing the way we think, in order to change
the way we behave. Cognitive coaches
encourage reflective practices and guide
clients to self-directed learning.

Ontological coaching has also deeply
influenced facilitative coaching. It emerges
from the philosophical study of being and
focuses on how our way of being manifests in
language, body, and emotions. Our
perceptions and attitudes are seen as the
underlying  driver of behavior and
communication, and coaching focuses on
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exploring these. Resources for learning more
about these coaching models can be found in
Appendix E.

Figure 2.1 What Is Transformational

Coaching?
Trastormations coscin s 3 process that xplores the llowin: ]
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Transformational coaching, the model
that I'm putting forth, has not been widely
used in schools. It draws from ontology, the
philosophical study of being, from Robert
Hargrove, the author of Masterful Coaching
and a pioneer in using transformational
coaching in the business world, from the work
of Peter Senge and the field of systems
thinking, and from Margaret Wheatley's
writing and teachings. Transformational
coaching incorporates strategies from
directive and facilitative coaching, as well as
cognitive and ontological coaching; what
makes it distinct is the scope that it attempts
to affect and the processes used.

Transformational coaching is directed at
three domains and intends to affect all three
areas:

1. The individual client and his behaviors,

beliefs, and being

2, The institutions and systems

(departments, teams, and schools) in
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which the client works—and the people

who work within those systems (students,

teachers, and administrators)

3. The broader educational and social

systems in which we live

A transformational coach works to surface
the connections between these three domains,
to leverage change between them, and to
intentionally direct our efforts so that the
impact we have on an individual will
reverberate on other levels. Transformational
coaching is deeply grounded in systems
thinking. Systems thinking is a conceptual
framework for seeing interrelationships and
patterns of change rather than isolated events.
Systems thinking helps us identify the
structures that underlie complex situations
and discern high- and low-leverage changes.
By seeing wholes, we are much more effective
in working toward transformation (Senge,
1990).
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teacher to find ways to reach students even in
the face of huge obstacles. It's about
persistence, trying strategy after strategy until
one succeeds. Teachers with very high levels
of will see teaching not as a job but as a
vocation.

Will is what drives the teachers who
continually refine and hone their craft, reflect
on practice, and embrace data and feedback.
It’s why these teachers set high expectations
of themselves and their students, why they
are not content with the status quo. They
want their students to keep growing and
reaching, and they model that in their own
practice. Teachers with high levels of teaching
will understand the importance of relation-
ships and work hard to make sure that every
student in the room is safe, engaged, and
connected.

An individual teacher’s will is affected by
countless  factors, including  working
conditions, personal problems, relationships
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with colleagues, passion about a particular
subject, district constraints, school climate,
and student attitudes. Will can fluctuate
throughout the course of a career, a school
year, or even a day. Teachers often start their
careers with high will but, because they don’t
receive the right kind of support, become
discouraged and frustrated and lose their will
over time. Conversely, a teacher may begin a
school year with low will and meet a group of
students that is so inspirational that the
teacher’s will skyrockets during the course of
the year. Teaching will is not static and must
constantly be nurtured if it is to be sustained.

The Will/Skill Matrix:
‘Where the Path to Profes-
sional Development Begins

Given that teaching comprises both skill and
will, and that teachers possess varying
degrees of each, considering where an
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individual teacher falls on a simple matrix of
skill level and will level (see Figure 1.1) gives
us a new way to think about that teacher’s
professional development needs.

Figure 1.1 The Will/Skill Matrix

High Will
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I High will
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|
|
|
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Low Will Low Will
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‘
|
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|
|
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The matrix allows us to identify four teacher
profiles or "types"—high will/low skill, low
will/low skill, high will/high skill, and low
will/high skill—and these designations offer
an approach to the analysis and development
of masterful teaching that is far more useful
than the familiar stereotypes and the same
old received wisdom. Each type of teacher has
a different set of needs and, thus, needs a
different type of instructional leadership.
Understanding where teachers in your school
fall on the Will/Skill Matrix will help you
identify a leadership approach that directly
addresses their individual needs.

Let’s take an initial look at the four general
types. You'll learn more about each in the
pages to come.

High Will/Low Skill

High-will/low-skill ~ teachers are often
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enthusiastic about teaching. They know that
they have areas they need to work on, and
they want to improve. They often seek out a
supervisor’s feedback, enthusiastically
participate in professional development, and
try new strategies or ideas in their
classrooms. But because their practice is not
rooted in principles, their reliance on
strategies makes their instruction disjointed.

High-will/low-skill teachers tend to be new to
the profession. However, veteran teachers
who have not found ways to integrate their
teaching knowledge over time can also fit the
profile. High-will/low-skill teachers often
have very lofty ideals about teaching, which
unfortunately can lead them to implementing
instructional strategies that do students more
harm than good. Or, in their eagerness to
improve, they may try out several instructio-
nal strategies without giving much thought as
to appropriateness for their students.

High-will/low-skill teachers are willing to

IMATE YOUR TEACHERS

learn. With the right kind of support, they can
quickly get better. The danger is that without
the right kind of support, these teachers can
quickly lose their enthusiasm and become
low-will/low-skill teachers.

Low Will/Low Skill

Low-will/low-skill teachers have, in many
ways, simply given up. They see teaching as a
job rather than as a profession or a calling.
Many are "retired on the job" or are biding
their time until they can move on to other
things. They "phone it in" and do not seem
invested in their craft. Low-will/low-skill
teachers do not buck the status quo; theirs is
a more passive resistance to change. They
tend to stay out of the way and do only what
is absolutely necessary and no more. They do
not volunteer for additional duties. They
participate marginally on teams, letting
others take on the bulk of the work, and
passively attend meetings without contribu-
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ting anything. They work hard at being
invisible.

In some ways, the low-will/low-skill teacher is
the most difficult to move toward mastery.
It’s very challenging to try to address both
will and skill at the same time, so you need to
determine which to take on first. If it appears
that low will has resulted in low skill, it makes
sense to work on will first. But other times
these teachers have lost their will over time
because they have been repeatedly
unsuccessful in the classroom. In that case, it
makes sense to work on their skill first; as
they become more successful in the
classroom, their will increases.

High Will/High Skill
High-will/high-skill teachers are master
teachers. They are adept at both the art and

the science of teaching. Not only are they
highly motivated and committed to their
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students’ success, but they have the
knowledge and skill to make their students
successful.

High-will/high-skill teachers operate
according to the principles of effective
instruction. They have integrated their
practice to the point where it seems that they
instinctively know the right thing to do. But
they are not content to rest on their laurels.
Their high will means that they are constantly
refining their practice, learning new ways to
reach students, and seeking input and
feedback from others to hone their craft.

The danger with high-will/high-skill teachers
is that without the right kind of leadership
and support, they can become bored and seek
new opportunities elsewhere, or become
frustrated and grow cynical over time.
Because they are so effective with students,
they take on more responsibilities or work
with the most challenging students. Many
want to do a good job and will work hard
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even in the most impossible of circumstances,
but over time they can become burned out. In
that case, a valuable high-will/high-skill
teacher can become a low-will/high-skill
teacher.

Low Will/High Skill

Low-will/high-skill teachers understand the
science of teaching but have neglected the art.
They know their subjects and have fairly
decent pedagogy, but they lack the soft skills
that make teaching truly masterful. They have
the skills to be effective teachers, but for a
variety of reasons they simply do not do what
is best for their students.

Because they are fairly effective teachers, they
may have an inflated view of their own
practice. They may think that because they
have to some degree mastered many of the
skills of teaching they have mastered teaching
itself. This makes them particularly
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unreceptive to feedback, especially if it
highlights areas where their practice needs
improving.

Low-will/high-skill teachers can sometimes
become the saboteurs of the school and of any
attempt at change. Because they don’t feel
that they need any improvement, they may
actively resist efforts to provide feedback,
institute reforms, or start new programs—
often to the detriment of students. They also
can become very cynical, identifying ways
that this strategy or that reform won’t work
rather than finding ways to make it work.

The good news is that many low-will/high-

skill teachers started out as high-will/high-

skill teachers who experienced some
disappointment or frustration that has sapped
them of their will. Thus, there is every reason
to believe that with the right kind of
leadership and support they will once again
function at the master teacher level.

It is important to understand that a teacher’s
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"type" is fluid. Teachers may shift from one
quadrant to the next as they move through
their careers, change courses or subjects,
switch schools, move to different grade levels,
work on different teams, or experience
different events in their personal lives. Thus,
you cannot label a teacher as one teacher type
and expect that label to still apply in a few
months or years. To truly help every teacher
become a master teacher, you have to be
aware of what quadrant they occupy on any
particular day, semester, or year. This means
continually examining data, both formal and
informal, and knowing what to look for.

Checkpoint Summary

Take the first steps toward supporting every
teacher’s progress toward mastery by
figuring out their "type"—where they fall,
right now, on the Will/Skill Matrix.

NEVER UNDERESTIMATE YOUR TEACHERS
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Leading All Types to Maste-
Ty

It is as critical to provide teachers with
differentiated leadership as it is to provide
students with differentiated instruction.
Tailoring your leadership approach to the skill
and will of the individuals you are leading is
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Introduction: Any
Teacher?

If we truly believe that all children can
learn, then we must believe that all
educators can learn, even in the face of
contrary evidence.

—Roland S. Barth, On Common Ground

My conviction that any teacher can become a
master teacher tends to provoke certain
reactions. Some people smile indulgently and
murmur something about the naiveté of
youth. "You'll learn," they say. Others are
taken aback by the boldness of the statement.

10:03 AM

Never Underestimate Your Teachers

"Any teacher?" they ask incredulously, while
shaking their heads. "You haven’t met some
of the teachers in my building." Still others
eye me suspiciously, as if I am some sort of
huckster offering them a sip of snake oil to
wash down a handful of magic beans.

Even those who agree with me in principle
want to revise the statement. "I'd say most
teachers," they say cautiously. "Not every
teacher is going to become a master teacher.”

This is the perspective that defines much of
the professional development for educational
leaders. It's why we focus more on helping
teachers fix aspects of practice than on
helping them pursue limitless excellence. It
explains why entire curricula and school
programs have been built on the idea that
student achievement can somehow be
teacher-proofed. And this habit of underesti-
mating our teachers is what drives so many
administrators and reformers to spend more
time talking about getting rid of bad teachers
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than they do about transforming them into
good ones. It seems that while we gladly
embrace the idea that all children can learn
successfully, we do not extend the same
idealism to our colleagues. Any child can
learn, but the adults? Well, that's another
story.

The tendency is to separate teachers into two
categories: the silk purses and the sow’s ears.
Although we acknowledge that a silk purse
may occasionally turn out to be a sow’s ear,
rarely does it happen the other way around.
It’s as if we believe that teaching skill is a
static gift: everyone is born with a certain
amount, and it can’t be taught. But this idea
creates a bizarre schism. The foundation of
our work as educators is that we believe in
the human potential to learn, to get better, to
grow. Why do we embrace that fundamental
belief when it comes to our students and yet
reject it as unrealistic when it comes to our
colleagues?

IMATE YOUR TEACHERS

Maybe it’s because, in the experience of most
of us, the really great teachers are a rare
breed. Saying that any teacher can become a
master teacher seems to sully the idea of
masterful teaching, making it, well, common.
And yet, shouldn’t masterful teaching be
common? Shouldn’t every student have the
benefit of a master teacher?

‘Why Master Teachers?

‘While we're asking questions, why are master
teachers so important, anyway? Does
everyone have to be exceptional? Won't a
pretty good teacher or even a not-so-bad
teacher do?

These are legitimate questions, and in order
to answer them we must look at what we
mean when we say "master teacher." The
quickest definition is that a master teacher is
one who helps every student in the classroom
meet or exceed the standards. Every student.
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the floor, allowing my toddler to take more
steps as he was ready, until eventually he was
running across the living room.

‘With our children, we use a gradual release
of responsibility model, providing just enough
help for them to do it, but not so much that
they don't develop the skills by themselves.
When they're nine months old, we don't
scream, “I can't carry you any longer. You
need to walk now or I'm leaving you here!”
Threats and coercion don't work.

In order to transform our education system,
we need to pay attention to the people who
make up this system and all of their needs.
This requires everyone to develop tremendous
patience, compassion, humility, attentiveness,
and a willingness to listen deeply. We need to
meet people wherever they are and then
together devise a “how,” and, most likely, we'll
have to try a few “hows” before we see the
results we want. There's just no other way.
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What Can
Coaching Do for a
School? What
Does the
Research Say?

C

Administrators: this next section will be very
useful if you are considering hiring a coach
or setting up a coaching program.

There's generally an agreement that
educators need more knowledge, skills,
practice, and support after they enter the
profession. Malcolm Gladwell, the author of
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Outliers: The Story of Success (2008),
calculates that it takes ten thousand hours of
deliberate practice—practice that promotes
continuous ~ improvement—to master a
complex skill. This translates into about seven
years for those working in schools. The
majority of teachers and principals want
professional development; they want to
improve their craft, be more -effective,
implement new skills, and see students learn
more.

Opinions diverge as to what professional
development (PD) should look like.
Traditionally, PD has taken the form of a
three-day training, say in August before school
starts, and then perhaps a couple of follow-up
sessions throughout the year. This kind of PD
by itself, which just about every teacher has
experienced, rarely results in a significant
change in teacher practice and rarely results in
increased learning for children. According to a
2009 study on professional development,
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teachers need close to fifty hours of PD in a
given area to improve their skills and their
students' learning (Darling-Hammond and
others, 2009). While the research on the
ineffectiveness of “one-shot” PD continues to
pile up, a search is under way for PD that
might work. Learning Forward (the
international ~ association of educators
formerly known as the National Staff
Development Council) has developed an
invaluable set of Standards for Professional
Learning that identifies the characteristics of
professional learning that lead to effective
teaching practices, supportive leadership, and
improved student results. It is very useful to
all engaged in designing or leading PD. You
can find these standards online here:
www.learningforward.org/standards.
Coaching is an essential component of an
effective professional development program.
Coaching can build will, skill, knowledge, and
capacity because it can go where no other
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professional development has gone before:
into the intellect, behaviors, practices, beliefs,
values, and feelings of an educator. Coaching
creates a relationship in which a client feels
cared for and is therefore able to access and
implement new knowledge. A coach can foster
conditions in which deep reflection and
learning can take place, where a teacher can
take risks to change her practice, where
powerful conversations can take place and
where growth is recognized and celebrated.
Finally, a coach holds a space where healing
can take place and where resilient, joyful
communities can be built.

‘When considering hiring a coach, principals
often ask the following kinds of questions
about the impact of coaching: What does the
research say about how coaching can
transform a school? Is there a model that is
most effective? Is there evidence that coaching
will result in increased student achievement?

As coaches, it is our responsibility to know

Loc 502 of 7138

THE ART OF COACHING: EFFECT

STRATEGIES FOR SCHOOL TRANSFORM.

what can be expected. We can't go into schools
purporting to raise test scores by 50 percent in
the first year. We need to articulate what we
might be able to accomplish. Fortunately,
there is a growing body of research indicating
that coaching can help create the conditions
necessary for instructional practices to change
and student outcomes to improve. These are
valuable data points for coaches to be aware of
as they help direct the work we do; our work is
not simply about working individually with
teachers to improve their practice—it must
extend farther.

To date, the most thorough and
comprehensive study on coaching was done in
2004 by the Annenberg Foundation for
Education Reform. It reports a number of
findings that offer powerful validation for
coaching. First, the report concludes that
effective coaching encourages collaborative,
reflective practice. Coaching allows teachers to
apply their learning more deeply, frequently,
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