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Synopsis





A book for anyone working in education with an interest in understanding and developing coaching with purpose. Explore how coaching creates supportive relationships between colleagues, provides educators with opportunities and space to be valued, seen and heard, and personalise professional learning and development. With over 30 international case studies of coaching, in combination with unique perspectives drawn from research and practice, this book will enable you to experiment with and evaluate coaching in your own context. The expertise and insights offered will ensure that coaching supports professionals to make autonomous, situated decisions, find their niche and utilise their talents, and enhance wellbeing and feelings of hopefulness in education communities.
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Foreword





Most of us dedicate a lot of time to trying to get better. We may be trying to cook the perfect omelet, or improve our parenting, or play Beethoven’s Hammerklavier Sonata, or lose a few pounds, but right now, most of us, I suspect, are trying to get better at something. In fact, the act of getting better, learning how to do something new, to notice aspects of life we’ve never seen before, or how to improve at the things we do every day, that act is so common to humanity that I suspect it is a universal longing in people. No matter where we are, or who we are, most of us want to be better parents, spouses, teachers, people. And when we get better, when we are able to see or do more, it can feel joyful.


My experience, at least, reveals that learning is life-giving and something we want to share with others. I remember when I first learned how to use an internet browser (it was Netscape) to get on the internet. It was such a joy to be able to find so much information at my fingertips. I was teaching a course on contemporary authors, and each week I used to spend an evening at the Toronto Library doing research on the author we were going to study. After the internet, I could learn in a few minutes what it used to take me an entire evening to discover.


Part of the fun of learning how to use Netscape was sharing it with my friends because when they saw how the internet could help them do what they wanted to do, they, too, felt the joy of learning. They would enthusiastically thank me for sharing this new amazing tool just as I had thanked my mentor who helped me get access to the internet. My Netscape experience reveals a lot about how learning and getting better work. It is joyful and life-giving to get better, and it is also joyful and life-giving to share that learning with others.


Since getting better is such a huge part of our lives, we naturally seek out ways to get better at getting better. One of those ways, and perhaps the most popular one, is to work with a coach. In the past decade, interest in coaching has exploded. Most people recognize, as Atul Gawande wrote in 2011, ‘Coaching done well may be the most effective intervention designed for human performance’ (Gawande, 2011). Today, we can get coaches to help us with just about anything. There are nutrition coaches, sleep coaches, wilderness survival coaches, and lucid-dreaming coaches. In fact, coaching is so ubiquitous that there probably should be coaches that help us choose our coaches.


Many coaches work in professional fields, such as education. In fact, coaching is one of the most popular forms of professional learning in education globally today.


Some approaches to coaching are grounded in the research, traditions, and writing on forms of conversations that help people get better. Other approaches, unfortunately, appear to be hastily constructed to cash in on a popular trend. Educators can find it difficult to know how to distinguish between snake oil and a powerful force for change. That’s why I’m so grateful for this wonderful book, Coaching with Purpose, by Rachel Lofthouse, Trista Hollweck, and Jasen Booton.


In Coaching with Purpose, the authors don’t propose one simple approach to coaching. They provide us with a wealth of resources so that we can make our own sense of coaching. This shouldn’t be a surprise because sensemaking is one of the authors’ foundational concepts. The book contains four sections so that we can understand the traditions, research, and lived experience of coaching in four different ways:


Part 1. Foundational Concepts revealing coaching as a mutually humanizing relational and reflective practice fostering agency, trust, and professional growth;


Part 2. Lived Experiences and Insights where the authors discuss their own successes and challenges designing and implementing coaching;


Part 3. Case Studies from over 30 educational settings showing the power and diversity of coaching, and;


Part 4. Context, Efficacy, and Change describing the potential for coaching in educational settings.


Lofthouse, Hollweck, and Booton describe and draw upon many different models and traditions of coaching, but there are some key ideas that recur throughout the book. For the authors, coaching is a human-centered, dialogical way of interacting that helps people achieve purposeful goals so they can make lasting improvements in teaching, learning, and organizational culture. The authors also describe a variety of pathways to those goals, describing several different coaching models. Finally, the book demonstrates the power of learning communities as many of the ideas in the book come from the CollectivED network of educators.


At its heart, Coaching with Purpose is about what truly makes coaching effective—relationships, reflection, and meaningful conversations that lead to real growth. Lofthouse, Hollweck, and Booton don’t offer a one-size-fits-all solution. Instead, they provide a rich, research-based exploration of coaching that honors the complexity of learning and change.


This book reminds us that coaching, when done well, is a profoundly human endeavor. It’s not about imposing solutions but about partnering with others to make sense of challenges, build trust, and create lasting improvement. Whether you’re a coach, a teacher, or a leader, Coaching with Purpose offers insights that will deepen your practice and expand your understanding of how coaching can transform education. If you’re serious about coaching, this book deserves a place on your shelf—but more importantly, it deserves to be put into practice.


Jim Knight


February 2025


Gawande, A. ‘Personal best’. The New Yorker. (3 October 2011)


https://www.newyorker.com/magazine/2011/10/03/personal-best






















Introduction





Choosing to read a book about coaching has the potential to change you, change others and change organisations. It is not the act of reading that matters; it is the agency you have as a reader to determine what you are curious about and how open you are to provocation, support and challenge. Indeed agency underpins coaching, too, influencing what learning we bring to it and take from it, in either role. We invite you to bring agency to your encounters with this book.


You will find that this book is not a quick read, and actually it might warrant slow reading. It has certainly come about slowly: it has taken over three years to write and is based on many more years of work. We open the book by setting the scene on coaching in education and the significance of purpose. We provide insights into how our individual roles in coaching, teaching and leading and in supporting teachers’ development and learning have been influenced by encountering coaching and how this has been influential in forming our understanding and evidence base. As co-authors we have invited fellow members of the coaching community, many of them part of the CollectivED network, to share examples of coaching, and they make a unique contribution to this book, and we feel really privileged to have explored, discussed and reflected upon these contributions. The book concludes with a focus on coaching context, coaching efficacy and purposeful change.


As you encounter this book it is worth recognising its origins. As co-authors based on both sides of the Atlantic we have shared the writing process and see this book as a way of sensemaking from our own knowledge and experience related to coaching in education. Our knowledge originates from four key sources, all of which have been drawn on in our writing:




	
our engagement with the coaching literature, both peer-reviewed and professional sources




	our own systematic research in the field of coaching in education, as doctoral students, as academics and pracademics, as individuals, in collaboration with each other and in wider project teams



	our engagement with practitioners and researchers currently working in the field, primarily through CollectivED, of which we are all members, but also through our work with organisations such as Growth Coaching International (based in Australia) and Instructional Coaching Group (based in the USA), Erasmus+ research and development projects with European partners and the ICSEI community (International Congress on School Effectiveness and Improvement)



	our own direct practice as coaches, teachers, school leaders and teacher educators, in education advisory roles, as programme leaders of professional development and master’s and PhD level courses in coaching, and as supervisors and examiners of postgraduate scholarship and research related to coaching.





In addition to our pre-existing knowledge and experience, writing this book has itself been a research process. We have gathered new accounts of coaching in education, we have undertaken thematic analysis and we have been in conversation with current coaches and leaders. This has been undertaken in line with ethical approval gained from Leeds Beckett University.




Navigating the book





The book is written in four parts. Each part is introduced with key elements to look out for and a summary of the chapter contents. Many of the chapters include ‘encounters’. Each encounter is an example of coaching in an educational setting. There are a small number of coaching encounters that are returned to several times across the parts of the book. This is because we use them to illustrate key developments or ideas which reflect the progress of our work on coaching.


In part 1 we explain the use of our term ‘learning encounters’ and introduce the ways that we have experienced, researched and built community through our encounters with coaching in education. We provide definitions, a brief history and theoretical underpinnings of coaching in education and acknowledge a range of coaching approaches, skills and stances. We also focus on purpose and use this as a way to explore the roles that coaching can play.


In part 2 we draw on our own lived experiences and how we have encountered coaching as researchers and practitioners. In each chapter in this section we reveal more detail about coaching approaches, the intended purposes of coaching, the design and difficulties of implementation and the tensions and affordances that emerge.


In part 3 we extend the evidence base by sharing a wide range of case studies of coaching gathered through the extended CollectivED community from diverse education contexts. These examples are presented as individual encounters and organised under themes that emerged through our analysis of them.


In part 4 we focus on context, coaching efficacy and change. These 3Cs are significant if the potential of coaching to support positive and purposeful improvement is to be realised. We need to situate and adapt coaching in more sensitive ways, not just add it as another burden, we need to make sense of its actual impacts, not just account for it in simple metrics, and we need to understand the educational ecosystems that coaching intersects with and can shape over time. Finally, we draw together key themes and insights from the four CollectivED focus groups that were held to discuss the chapters on context, coaching efficacy and change to make connections between their coaching and purpose.


As you read the book you will find that the chapters have different styles. This is partly because of our shared writing process, but also because they have different origins and evidence bases, and serve different functions. Some chapters provide historical context, exploring how coaching in education emerged over time, and include our own narratives of engagement with coaching. Some chapters are heavily rooted in research, giving insights into how coaching has been studied and developed using research methodologies and analysis, and drawing on a wide literature base. These chapters therefore also provide windows into the expanse of further possible reading. Others create opportunities to learn from the curated case studies of an international and cross-phase coaching community, with the integrity and authenticity of their individual voices maintained. Some chapters articulate our sensemaking or synthesis in relation to contemporary issues of coaching in education.


Considering we describe our own encounters with coaching through research and practice in part 2 of the book using the metaphors of ‘kaleidoscope’, ‘patchwork quilt’ and ‘wayfinding,’ it makes sense that the varied chapter styles and foci reflect a complex and dynamic collage of ideas and encounters. We provide ‘endnotes’ at the end of each chapter. The endnotes are a reflective space. We add final thoughts as co-authors, and in some endnotes include reflections from members of the CollectivED community. We have added possible talking points for you to use in conversation with others and ideas for action. References are provided at the end of the book. Writing from different geographical contexts, we have encountered some differences when it comes to some wording and spelling. For any shared writing in this book we defer to using standard British English spelling and phrasing, but you are likely to notice that we also include the original spelling used by the authors in our quotations. We have done our best at the start of each section of the book and in the chapter endnotes to offer you, our readers, a golden thread that we hope helps to stitch this coaching story together.


Our book is a call to action and advocacy for coaching. Even a well-researched and hopefully well-read book is just a text. The difference it can make is in the hands, minds, hearts and actions of its readers.
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Part 1
Coaching in education







What to look out for in part 1








In this section you will encounter:




	an exploration of CollectivED as a space of reflection, gathering, inspiration and learning



	a discussion on how coaching is defined in CollectivED and the broader literature base, along with some of the approaches, frameworks and models used in education



	a description of the roots, history and theoretical underpinnings of coaching



	an outline of core coaching elements, skills and principles, and an introduction to conceptual tools to support sensemaking



	an examination of purpose and what this means for coaching in education.








We open this book by sharing some of the ways that we have encountered coaching as educators in our multiple roles and contexts. These have been formative learning encounters. Our engagement in coaching spans decades, and while the current use of coaching across education settings fascinates us, we acknowledge the significance of the history of coaching and the theories that have underpinned its development or explain its impact. Coaching is often advocated to support educational change, but it is not always defined with clarity. This may be because a short definition cannot summarise what is a complex activity, or perhaps because as coaching has become branded it is used as a means of commerce and for organisational and policy influence. We illustrate a range of coaching approaches in part 1, seeking out similarities and underlying principles that might help create a coherent sense of what coaching is (and what it is not). We are not interested in coaching in education sustaining and perpetuating hierarchy or silos.


As educators there are motives and values which give meaning and purpose to our work. To accept the status quo is to believe that what we have created and sustained so far is enough for the future. It would be an anomaly for educators to not want to see new communities empowered by learning, the talents of individuals nurtured and scaffolded to create promising futures, and to lead and contribute to organisations which have a positive impact on society. We have deliberately considered the title ‘Coaching with purpose’ and dedicate a whole chapter in part 1 to what we mean by ‘purpose’. This matters because if we invest in coaching, we invest in people, and people have the power to bring about purposeful change. But not all change has equal merit. Coaching may be a popular addition to education, but we do need to be conscious of the opportunities that it affords and the impacts of the changes that result.


Coaching is an activity that allows for the individual. It gives them a protected space, a chance to think and focus, a source of inspiration for future decisions and actions. While it should be person-centred, coaching is not individualistic and it is not an indulgence. Coaching might be experienced as a privilege, but one that is not unique to a few. Coaching can create a growth zone, personally and professionally. Despite its potential, the adoption of coaching in education should not herald another round of non-negotiables, add further burdens or lessen the choices that individuals have. Engagement in coaching should be possible but not obligatory. Coaching can also create growth zones in organisations, through developing shared understanding, shared ambition and shared purpose. We see growth as a desirable outcome of coaching and we value the opportunities for divergence rather than the safety of convergence as it continues to develop.


In part 1 we set our foundations for the book in five relatively short chapters. The chapters can each be read separately or combined to get the full understanding of what we mean by our book title ‘Coaching with purpose: Learning encounters for educational change’. Whereas chapter 1 explores the idea of ‘learning encounters’, chapters 2, 3–4 focus on coaching in education, and chapter 5 examines ‘purpose’. We hope that together they create an opportunity for you to revisit and build on your existing knowledge and experience of coaching in education.

























Chapter 1

Learning encounters
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Teachers are not performers in the traditional sense of the word in that our work is not meant to be a spectacle. Yet it is meant to serve as a catalyst that calls everyone to become more and more engaged, to become active participants in learning.


bell hooks (1994, p. 11)







Encountering coaching with purpose





We know that in most education settings the overwhelming sense is one of expectation. As educators we are expected to generate opportunities, to create conditions in which others can achieve, to corral available resources for greatest impact, to demonstrate we are both evidence-informed and responsive to the here and now. So, when there is so much to do, and so much to prove, is it legitimate to ask ‘why coaching’?


We extend bell hooks’ proposition about teachers acting as catalysts not performers to our beliefs about ways that coaches can work with purpose in education. As such we invite you to read this book as a way to explore the ways that coaching can create educational change across a wide range of settings. We believe that coaching can bring ideas and talents into focus, can disentangle dilemmas, can weave together research and practice, and can create positive momentum for change. We invite you to engage with the evidence base, the professional development practices and the impacts of coaching as you read.


We would like this book to help you to start and continue conversations: as coaches, as teachers, as leaders, as decision-makers and as researchers. Like the most engaging conversations we encounter, we hope that this book offers an experience of connection, provides new insights and provocations, allows a sharing of perspectives, creates opportunities for affirmation and helps to refine focus or generate ideas that have impact.


We do offer a starting point. Through our work individually and through CollectivED we promote coaching because we advocate for teachers and leaders as learners. We believe that coaching offers a unique opportunity for educators to have powerful conversations about their own work. Coaching can help educators to create supportive professional relationships based on trust and curiosity. Coaching can reconnect educators with each other, with a sense of purpose and perspective and with their potential. Coaching can create a time and space to focus the mind, which is essential in the busy lives of educators.


As such, coaching can play a significant role in helping educators make sense of how to create the conditions which enable children and young people to flourish. In doing so, coaches help educators remain in learning mode. Teachers and leaders can become:




	more open to new ideas



	more able to connect knowledge and experience



	more confident to face challenges



	more curious about others.






Coaching is an emerging field in education which has gathered momentum in recent years. The implications of this are that many models have developed, some of which are linked to programmes or initiatives while others are stand-alone. Some of the common educational coaching models, frameworks and approaches are discussed in more detail in chapter 2.





Learning encounters as authors, contributors and readers





This book acts as an invitation to engage thoughtfully and creatively with the phenomenon of coaching in education. Without doubt, coaching has become more common. In different education contexts it has become connected with leadership development, been deployed alongside mentoring as induction and support for early career teachers, become associated with enhancing and embedding specific teaching and learning routines, enabled individuals in underrepresented groups to gain promoted posts and been developed as a way to support children and young people and their families. We write with all of these in mind, but of course we also write with limitations. We cannot cover all bases, all research, all coaching models. We do intend to write with purpose. In that way, our writing mirrors our belief that coaching can create opportunities to find, refine, heighten and to achieve our purposes as educators.


There are three authors of this book and many contributors. Collectively we have many years of experience during which we have researched, designed and undertaken coaching in multiple contexts. We recognise that in education coaching has plural meanings and we also appreciate that it can become conflated with other activities including mentoring, consulting, training and counselling. In order to make this book make sense to others we have to first make sense of coaching for ourselves. We are doing so by deliberately building on the work of the CollectivED community, drawing on the legacy of our engagement in and with research and practice, and making sense of the current opportunities that coaching can create in education.


This book will be appreciative. We will acknowledge that coaching can make a positive difference, that coaches can bring value to educational communities and settings, and that one of the joys of coaching is that it is still an evolving practice. We do not anticipate that this book will answer all the questions that you may have as readers about coaching, but we hope that you read this book as a ‘learning encounter’ itself.


As authors we will bring authenticity and honesty to writing this book. We are ourselves educators and we are still learning. We offer insights rather than presume expertise. As authors we have taken time in conversation with each other long before writing. We have worked tentatively towards greater clarity. We have expected to learn from each other, to challenge each other’s thinking and to share the writing load with a sense of solidarity. The shape of this book has evolved significantly since it was first conceived, and that is as a result of these ongoing encounters.


As authors we engage in formal and informal learning contexts; we teach coaching in professional postgraduate courses; we meet with the CollectivED communities and hear their coaching insights and dilemmas; we create new opportunities to support educators who want to make a positive difference through coaching. We also coach, and have coached, students, teachers and leaders. Our networks, coachees and partners are local, national and international and we value the diversity and breadth of knowledge we draw on. As researchers we have created opportunities to learn with and from others. We come to writing this book with a background in undertaking research, including on coaching, but with a determination to keep an enquiring mindset. This book gathers together case studies of coaching, many of which have not previously been published. We have also conducted focus groups to explore the themes of the book and incorporate the multiple perspectives gained from these within the book.


As readers we invite you to encounter coaching with us. You may have read many books on coaching, or indeed none. You may have been coached, been a coach or even dismissed coaching in the past. You may compare and contrast what we offer here with what you have encountered elsewhere. You may find yourself using what you learn to add to your advocacy of coaching or you may find yourself responding ‘yes, but…’ to some of what we write.


As readers we ask that you encounter this book with learning in mind. We are not offering neat coaching packages for consumption, we are not pitching for business and we are not picking over what is offered as coaching through other platforms or organisations. We hope that you will read with curiosity and compassion. Our case-study contributors are working with curiosity and compassion in their own contexts. They share their experiences with a generosity of spirit and as learners. They are not handing over a coaching formula but instead opening a window into their work.


Above all, we encourage you to read with a sense of purpose. When reading, view this book as a sensemaking tool, just as we have in writing it. Take ideas that challenge you and dwell on them for a while, explore them in conversation with others and use them to develop your own reasoning and practice. Find ideas that resonate with you and reflect on why they do and how they might enrich your work. Explore coaching as an organising concept to augment your understanding, rather than as a blunt tool to win an argument. Use the book to encounter coaching in education and judge how you might use it to create purposeful learning encounters with others.





Encountering each other as learners





Perhaps the unexpected element of our book title is ‘learning encounters’. It surprised us as authors when it emerged through our conversations. We were drawn to it as an expression which unlocks a world of possibilities and hope. We describe coaching as a relational space in which we can encounter a sense of purpose, opportunity, hope and achievement. Our experience, research and encounters with others working in this field show us that as educators experience positive, fulfilling and impactful change in their own work, they can feel more optimistic about their own capacities and the value that they bring to the lives of their learners. This is why coaching matters.


Engaging in coaching often provides a chance to focus, to create motivation for action and to reorientate decisions to purpose, thus coaching can feel re-affirming. However, coaching is not an end in itself. Within education settings and in support of education capacity building, coaching is deeply concerned with learning. Coaching should enhance the opportunities for, experiences of and outcomes from learning. We consider the learning of adults and young people in education settings to be reciprocal and equally significant, and that coaching offers growth opportunities for both.


In very simple terms there are probably two key ways in which we as authors conceptualise learning: learning can be convergent and divergent. These determine how we design learning environments, through curriculum, pedagogy, resource allocation and policy. They also determine how learning is assessed and how achievement is acknowledged.


Convergent learning is typically learning in which we anticipate, seek out and reward convergence. In professional learning terms this might include an expectation that colleagues are exposed to the same knowledge, acquire the same skills and implement them with fidelity to an overarching schema or pre-determined set of behaviours. In contrast to this, more divergent learning welcomes and plans for a wider range of possible desirable outcomes. In professional learning terms this might create conditions in which engagement with breadth of knowledge is privileged and a repertoire of skills are recognised as valid in context, so that greater autonomous decision-making and self-determination are encouraged.


In terms of teacher learning the difference might also be framed as a desire for ‘adherence’ – learning to do the right thing – or as the promotion of ‘enquiry’ – learning to make sense of teaching (Lofthouse et al., 2020). In reality, of course the contexts in which educators work are probably aided by both a degree of adherence and an openness to enquiry. An interesting question is how coaching objectives align with adherence or enquiry conceptualisation of professional learning and as such whether they encompass, encourage or constrain convergent or divergent learning outcomes.


In connecting the ideas behind our book we start with the ambition that in education we can use coaching to create and sustain learning encounters through which we find and support the knowledge, skills and humanity in ourselves and others. As such, coaching is a practice which can help create, develop and sustain human activities, conducted by individuals and groups as a response to evolving contexts and situations. This is because practices (noun) are influenced by individual values and beliefs, decisions, experience and expertise. They are dynamic actions which embody language, relationships and physicality. Practices can stagnate, but they can also be altered through practising (verb), allowing them to be understood and refined with intent (Lofthouse, 2019a). Coaching can create the opportunity for this refinement.


We see this in reality in the work undertaken and illustrated in our case studies. They represent coaching as collaborative, relational, iterative and developmental and as such they demonstrate how coaching can create conditions for individuals to use their talents to flourish, for organisations to experience sustainable growth, for heightened professionalism and for community building in education.






Beyond encounters to change





Our reflections on learning encounters may not easily align with your experiences of coaching in busy educational workplaces. You may reflect on them as desirable, but not achievable. You may wonder how they fit with tight teacher training schedules, non-negotiable teaching routines, high-demand leadership roles, accountability and a constant call to lever up ever-increasing educational performance. You may even dispute our premise. If that is so, we encourage you to pause and reflect a little.


The risks are that coaching could just become the next additional burden in educational workload; that the outcome of its implementation is increasing or reducing the perceived status of colleagues; or that it is introduced as a package without offering the school community a sense of ownership and an opportunity to attune it to their setting.


To avoid these issues we hope that this book gives you a chance to think about how coaching can help educators to articulate their values, gain confidence in their work and shape the purpose of education and to feel valued and sustained by others. By conceptualising coaching as learning encounters, our purpose is to emphasise the relational dimension of coaching. We see coaching as a way that educators can work and learn together, unleash their potential and build a legacy of compassion, expertise and hope.


Perhaps the most original part of this book is the development and evidencing of a new dynamic model of educational change. This is articulated in part 4 (chapter 17) and is based on five phases of change, which go from ‘awareness’ to ‘advocacy’. In our synthesis of existing research and an analysis of the examples of coaching gathered for this book we have been able to conceptualise this framework. We explore it through two lenses. As coaching itself evolves as a professional learning and support practice in education settings, the five phases of change can be detected in how coaching develops and becomes integrated into the setting, aligned with purpose and changing the ways that the education community work with and for each other. In addition we recognise coaching as one of the underlying mechanisms which foster the five phases of change to support the broad alignment of purpose, practice and culture in settings.


Thus, while this book stresses the importance of encounters, we do not limit these to fleeting moments or occasional conversations or temporary working relationships. We see encounters as the foundation for the evolution of educational practice and the flourishing of individuals in sustainable flourishing settings and systems.





CollectivED as space for learning encounters





This book arises out of CollectivED, building on research and practice development undertaken both individually and collaboratively by the authors and the wider CollectivED community. CollectivED is a research and practice centre based at Leeds Beckett University in the UK. Since 2017 we have built an international community of educators with a shared interest in coaching, mentoring, supervision and professional learning and development in education. Part 3 of this book contains a curated collection of coaching case studies from the CollectivED community.


The CollectivED community forms a network or ‘collective’ which aims to expand the available knowledge base on coaching, mentoring and collaborative professional learning and to work and meet together to develop new approaches, to share experiences, insights, ideas, research and practice. CollectivED members are invited to gather, learn with and from one another and to contribute to a variety of knowledge mobilisation activities, such as virtual and in-person meetings, professional development opportunities, working papers, podcasts and research presentations. Contributors to CollectivED outputs, including working papers and engagement events, are invited to become CollectivED Fellows and we also host the CollectivED Award, which is the thematic focus of the case studies curated in chapter 12. We refer to the CollectivED community as ‘rhizomatic’. It is a non-hierarchical, non-linear, complex and dynamic network with its members creating new and often unexpected opportunities and collaborations with and for one another.


The values and purpose of the CollectivED community include increasing the opportunities for positive educational change through enhanced professional agency and wellbeing. As such, coaching is a common thread running through much of our collective work. CollectivED has evolved over time rather than through strategic or operational planning. Its story to date is based on conversations between educators. These conversations can take place in a single moment, span projects over time and segue into a range of contexts and opportunities for engagement.


Through CollectivED, research, enquiry and development are activated, and several local, national, online and international projects and partnerships have focused on coaching. In particular we have undertaken:




	collaborative action research and co-creation projects focusing on developing coaching approaches and partnerships to enhance pedagogy and decision-making



	publication of open-access working papers, think pieces and blog posts contributed by over 100 educators, creating a significant archive based on research and practice in coaching, mentoring, collaborative professional learning and supervision in education



	research and analysis of coaching in education with a focus on coaching characteristics, efficacy and context.






The work of CollectivED and its community forms an integral part of this book and it is situated in a wider review of coaching and educational purpose.





Encountering emergent expertise within a rhizomatic community





When we first planned this book, we thought of asking the perceived coaching experts and thought leaders to add their reflections. In the time it took to write this book we continued to meet informally with coaches, leaders and mentors through the CollectivED community who frequently shared powerful thinking from their use and development of coaching in multiple contexts, and in reality they are our experts. Expertise is not a commodity, it is not bounded and it is not static. Expertise in coaching cannot be traded, codified and canonised. Coaching insights, coaching confidence and coaching impact are contextual and develop over time, through participation, engagement with a range of sources and emergence within coaching communities. This depends on the opportunities for such encounters and the capacity to remain curious and develop critical and creative thinking in relation to coaching. That is the premise of this book.


The CollectivED community has become a critical mass allowing practice, research and innovation to be shared and co-constructed through an organic, reciprocal and emergent professional learning community. Unlike many professional development programmes educators have discretion about participation in CollectivED opportunities and make deliberate decisions that they recognise as having value for them. This has helped to build momentum and motivation for individual practice-based developments away from the network. Through its rhizomatic character the community has become curriculum (Cormier, 2008); it is neither linear nor simply objective-led. It is in this space, and others like it, that so much interesting work on coaching has evolved and change has happened.





Chapter 1 endnotes







Final thoughts


We opened this chapter with a quote from bell hooks, an American educator and theorist. Thirty years ago she urged teachers to see themselves as catalysts not performers, enabling ‘everyone to become more and more engaged, to become active participants in learning’. It is hard to envision teachers’ capacity for engagement of others without themselves being active participants in their own ongoing learning. While there are many forms of professional development, active participation is a personal stance and cannot be assumed. In a recent think piece Rachel suggested that as educators:




[…] we create our own golden threads […] features of our working worlds which sustain our commitment; help us create meaning and allow us to navigate some of the inherent tensions and complexities in our education contexts and roles.





She went on to propose that:




[…] teachers’ internal golden threads create their own lived curriculum through which they experience unique professional development. […] coaching has the potential to contribute to this golden thread, [as] meaning-making, intentional conversations, through which the values that educators hold about their work, their students, wider community and future society can form part of the personal and professional sense-making.


Lofthouse (2024, pp. 108–109)





The lived curriculum experienced by teachers is thus based on learning encounters, including those enabled by coaching, and within both organisational structures and rhizomatic communities, in collaboration with others and as individuals. We hope that our encounters with coaching and coaching communities in education, which have formed our lived curriculum and are the basis of this book, now contribute to yours.





Talking point


We use the term ‘rhizomatic’ to describe the engagement, learning and impacts of the CollectivED community. You might like to explore together the idea of rhizomatic learning experiences. How have you encountered them in your personal and professional lives? How do they contribute to your insights, skills and sense of self as an educator? What might limit your own or your colleagues’ engagement in rhizomatic learning communities, and would you want this to change in the future?





Ideas for action


Why not try to make sense of your own ‘golden thread’ or help a coachee to do the same? To do this you might select a specific area of your work and trace back the ways that it has evolved over time. What role (if any) did coaching play?




























Chapter 2

Encountering coaching in education
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If coaching is the answer, what is the question? (Christian van Nieuwerburgh)


Rachel Lofthouse and Christian van Nieuwerburgh (2019, p. 68)





‘So, what is coaching, exactly?’ is a question you may have asked or been asked. In this chapter we define coaching, describe how coaching differs from mentoring and other collaborative professional learning activities, and acknowledge some of the different coaching in education processes, frameworks and models you may have come across. Although you may read this chapter independently from the others included in part 1, we do build upon this foundation in the following two chapters.





Defining coaching





Coaching is a co-created, collaborative and respectful learning relationship. This growth-oriented partnership of ongoing support and challenge evolves over time through structured conversations and ultimately (when done well) leads to positive change. Coaching is ‘inherently multifaceted and ambiguous’ (Gallucci et al., 2010, p. 922). Perhaps this ambiguity is not surprising as coaching can be found in a multitude of disciplines with varying conceptualisations and definitions, including business, leadership, medicine, human resources, philosophy, psychology, organisational development, sport and education.


As introduced in chapter 1, we describe coaching in education as a relational, positive and appreciative space in which educators can encounter a sense of purpose, opportunity, humanity, hope and achievement. It is a human-centred process of sustained and focused professional dialogue in which the coached educator (coachee) is given an opportunity to develop their pedagogical practice by gaining greater insights and/or developing specific skills to enhance their professional repertoire. In a nutshell, coaching is ‘personalised professional support to teachers through discussion about their practice’ (Lofthouse et al., 2010a, p. 7). As an inside-out process, coaching is led by the coachee and scaffolded by the coach. As a growth-oriented and reciprocal learning process, both the coach and coachee are provided with opportunities for reflection and responsive decision-making. Importantly, coaching is not a ‘done to’ process; it can lead to educators gaining enhanced self-awareness and a better understanding of the teaching and learning context.


Descriptions and definitions of coaching which resonate with us include:




	partnering with clients in a thought-provoking and creative process that inspires them to maximise their personal and professional potential. The process of coaching often unlocks previously untapped sources of imagination, productivity and leadership (International Coaching Federation, 2024)



	a collaborative solution-focused, results-orientated and systematic process in which the coach facilitates the enhancement of performance, life experience, self-directed learning and personal growth of individuals and organisations (Grant, 2006)



	the process of equipping people with the tools, knowledge and opportunities they need to develop themselves and become more effective (Peterson and Hicks, 1996, p. 14)



	a human development process that involves structured, focused interaction and the use of appropriate strategies, tools and techniques to promote desirable and sustainable change for the benefit of the coachee and potentially for other stakeholders (Cox et al., 2010, p. 1)



	a form of helping relationship, where one person builds a relationship with another (or a team or group) with a view to supporting them to make positive changes in their life and situation (Adams, 2016, p. 5)



	calling someone forward to learn, improve and grow, rather than to just get something sorted out (Bungay Stanier, 2016)



	the art of facilitating the performance, learning and development of another (Downey, 2003, p. 21)



	unlocking people’s potential to maximise their own performance. It is helping them to learn rather than teaching them (Whitmore, 2009, p. 11)



	a method of work-related learning that relies primarily on one-to-one conversations (de Haan, 2008, p. 19)



	a collaborative process of facilitating a client’s ability to self-direct learning and growth, as evidenced by sustained changes in self-understanding, self-concept and behaviour (Stober and Parry, 2005, p. 14)



	a managed conversation that takes place between two people that aims to support sustainable change to behaviours or ways of thinking; focused on learning and development (van Nieuwerburgh, 2014, p. 5).






Many of these coaching developers and authors have also influenced the wider CollectivED community and you can read more about how and why in part 3.





Role of contracting in coaching





Contracting within coaching is fundamental, although not always as explicit in education settings as in other contexts. Central to this is the fact that coaching is not a ‘done to’ process. Participating in coaching should always be with informed consent rather than by obligation. In the teaching profession the workforce is typically managed, hierarchies of leadership responsibility exist, and there are expectations of engagement in continuing professional development (CPD). This can lead to an assumption that practices such as coaching can just be applied without consideration of the ethical issues associated with contracting. Writing about executive coaching, in which a balance is sought between the individual coachee and the organisation, Lee (2013) acknowledges that while contracting is central, it remains poorly defined. This same balance is common in education. Lee suggests that ‘executive coaching rests on a foundation of assumptions that give purpose and shape to the contracts’ (p. 41) and given that this book deliberately links coaching and purpose we consider an awareness of the characteristics of contracting as worthy of consideration. For Lee (2013), there are four underlying issues: formality, balance, clarity and trust.




	Formality indicates that coaching in its truest sense is distinct from the ‘myriad of casual conversations people have with each other’ (Lee, 2013, p. 41) as well as from other practices such as mentoring, consulting or being supervised.



	Balancing the sometimes complex relationship between individual and organisational goals and the advantages gained by coaching, and issues of funding and access to coaching are pertinent.



	Clarity is dependent on all parties understanding the roles and responsibilities, expectations and purpose of coaching. Clarity can be confused with being deliberate about outcomes from the outset and this is not always helpful when coaching often allows for issues to emerge along the way. Having said this, there are essential components that need clarification if informed consent is to be truly given, such as issues related to confidentiality, and if a coachee is going to be able to actively participate.



	Contracting should create a platform for trust, which a safe psychological environment in coaching depends on. Despite this, contracting can also be perceived as a barrier to trust, especially if the start of the coaching is dominated by the formality of a coaching agreement rather than the establishment of a trusting relationship over time.





Writing about developing coaching contracts, van Nieuwerburgh (2014) suggests nine topics to consider in a coaching contract, although the level of recommendation for each one is dependent on the nature and context of the coaching. His suggestions are operational issues (number of sessions, location, etc.), shared understanding of coaching, financial arrangements, agreement and withdrawal, ethical conduct, confidentiality, competence, permissions and personal style. In their school guide to coaching teachers Lofthouse et al. (2010a) acknowledged that every school in their research (based on secondary schools in several regions of England) had a unique version of coaching teachers, but that these were commonly based on cycles. Rather than always focusing on contracts specifically, schools had paid attention to establishing the ‘coaching partnership’ and ‘climate’, which often addressed the relevant ‘contracting’ issues proposed by both Lee and van Nieuwerburgh above. These included enabling a sense of ownership by the coachee (rather than overt direction from the school), having a degree of choice regarding coaching pairings, being provided with assurance of adequate time to conduct coaching, with an agreed schedule being developed for coaching cycles, the confidentiality of coaching conversations, and with agreed mechanisms for sharing outcomes of coaching.





Understanding differences in coaching approaches





Within the field of coaching, there are many different and effective ways that coaches work with colleagues. One way to describe the differences between the different coaching in education processes is to examine the extent to which the coach’s expertise and ideas are brought into the learning conversation, which can be categorised as facilitative, directive, dialogical or transformational.




	A facilitative coach is often referred to as the ‘sounding board’. Coachees are seen as capable individuals with strengths and resources and the ability to develop their own insights. The coach uses a range of skills to facilitate reflection, analysis, observation and experimentation and supports the coachee to learn new ways of thinking and being (Aguilar, 2013, p. 23). As much as possible, coaches refrain from sharing their own expertise or suggestions and encourage reflective practices, personal responsibility and self-directed learning through questioning, active listening and appropriate challenge in a supportive and encouraging climate (Campbell and van Nieuwerburgh, 2018). Cognitive (Costa and Garmston, 1994, 2016), ontological (Sieler, 2010), solutions-focused (Jackson and McKergow, 2007), evocative (Tschannen-Moran and Tschannen-Moran, 2010, 2018) and GROWTH (Campbell and van Nieuwerburgh, 2018) coaching are often described as facilitative processes.



	Directive or instructive coaching is also known as the ‘master and apprentice’ model. In many ways, directive coaching is the opposite of facilitative coaching: the directive coach has specialised knowledge and shares their expertise. The relationship between coach and coachee is respectful, but not equal. Directive coaching works from the assumption that the coachee may not know how to use best practices and generally focuses on changing a coachee’s behaviour. This type of advocacy coaching is often used to support the implementation of new initiatives or programmes and is sometimes referred to as, or overlaps with, mentoring. Responsive coaching (Goodrich, 2024) falls into this category.



	Dialogical coaching involves ‘thinking partners’. The coaching relationship is equal and neither coach nor coachee withholds their expertise, strategies or ideas. At times, the coach may model or teach specific evidence-based practices, but they aim to balance advocacy with enquiry. Dialogical coaches use coaching conversations or ‘dialogue’ to challenge and support the coachee in describing precisely what they want to achieve, setting goals and examining how to get there. Instructional coaching falls into this category and is described by Jim Knight (2018) as ‘coaches partner with teachers to analyse current reality, set goals, identify and explain teaching strategies to hit the goals, and provide support until the goals are met’ (p. 3).



	Transformational coaching works to surface the connections and leverage change between the individual, the institutions and systems in which they work and the broader educational and social systems (Aguilar, 2024). Drawing on the coaching work of Hargrove, this type of coaching is grounded in systems thinking (Senge, 2006), which looks for how interrelationships and patterns of change across different levels in a system and context can have an impact on an individual’s way of being. Elena Aguilar outlines transformational coaching in her new book Arise (2024), and systemic coaching (Hawkins and Turner, 2020; discussed further in chapters 14 and 17) would also fall under this category.





Although the purveyors of different coaching models emphasise how their model differs from others, coaching is best seen as a ‘big tent’ (Woulfin et al., 2023) aligned with multiple theories and shared features. We find it helpful to think about the different types of coaching as part of a ‘continuum’. At one end of the continuum, coaching conversations are described as ‘less directive’ (i.e. facilitative) and, at the other, ‘more directive’ (i.e. instructive). Munro and Campbell (2022, p. 29) offer the following diagram that helps to conceptualise a continuum of learning conversations (see Figure 2.1).
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Figure 2.1 A continuum of learning conversations







Extended Descriptions

Diagram shows a horizontal arrow labelled ‘stance of conversation leader’, pointing from ‘Less Directive’ on the left to ‘More Directive’ on the right. Below the arrow, three stances are described: On the left is ‘Facilitative stance’, characterized by ‘Tapping into conversation partner's resources’ and ‘Adopting a ‘beginner's mind’, where the ‘Conversation partner as ‘driver’ (decision maker)’. In the middle is ‘Dialogic stance’, which involves ‘Thinking together’ and ‘Sharing and exploring options’. On the right is ‘Directive stance’, described as ‘Advocating the way forward’ and ‘Providing direction and advice’, where the ‘Conversation partner as (temporary) passenger’.




Depending on the context, relationship, coaching process and needs of the coachee, the coach might move along the continuum and adopt a different ‘stance’ (Booton et al., 2023). Stance is described as ‘a combination of how the conversation leader consciously “shows-up” – their way of being; and what they do in the conversati – how they use coaching’ (Munro and Campbell, 2022, p. 30). Stance is dynamic, agile and responsive. The coach is confident and capable of offering a discerning ear, hand or thought according to the needs, wants, resources and energy of the coachee. A coaching way of being is described in more detail in chapter 4 and referenced frequently throughout the book.





Differentiating coaching from other collaborative professional learning





In the process of defining coaching, it is also important to highlight how it is similar to and yet different from other collaborative professional learning activities such as mentoring, supervising, training and consulting. In CollectivED, we believe that each of these collaborative relationships can play a role in teachers’ continuous professional learning and development and improve school effectiveness. What becomes important, however, is to understand when, how and with whom to use the different activities. Using the same continuum presented above, supervising, training and consulting would obviously fall on the more ‘directive’ end of the continuum due to their hierarchical nature and core activities of instructing, leading, teaching and evaluating. When it comes to situating mentoring on this continuum, things get a little trickier. In CollectivED, we categorise mentoring as a directive and formalised process whereby a more experienced and knowledgeable educator (mentor) provides guidance and support to a less experienced colleague (mentee). One helpful way to think about the difference between these different collaborative-based relationships is the role of advice-giving. For Michael Bungay Stanier (2020) ‘building a coaching habit is about staying curious a little longer and rushing to advice-giving a little more slowly’ (p. 3). This is in obvious contrast to supervising, training and consulting where the expectation is that advice will be given. Similarly, advice-giving is a welcome part of the mentoring process since, as Rachel notes in her personal narrative in chapter 7, it is mentors’ understanding of the training or working context and of the expectations that this places on the mentee that forms the basis of their mentoring work.


In the educational research and practice literature, the terms ‘mentoring’ and ‘coaching’ have conflicting interpretations and usage and can be used interchangeably. The terms can even be understood differently by people working within the same context and programme. Although there are clear similarities between the two collaborative professional learning processes, we see them as distinct but interrelated and complementary. As discussed in chapter 7, in her doctoral research, Trista (Hollweck, 2017, 2019a) used a Möbius strip to represent the multi-faceted and fluid nature of mentoring and coaching within a teacher induction context (see Figure 2.2).
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Figure 2.2 Mentoring and coaching in teacher induction. © Trista Hollweck, 2017







Extended Descriptions

Diagram titled ‘Teacher Induction’ explains the relationship between Mentoring and Coaching. At the top, it states: ‘Mentoring and Coaching are anchored in a collaborative and reflective relationship. Both are focused on a personal and professional growth based on trust, empathetic listening, safety, mutual respect, curiosity and confidentiality.’ Below this, a Mobius strip-like ribbon illustrates the interconnectedness of ‘Mentoring’ and ‘Coaching,’ with ‘Clarity of Intent ... Conscious Stance’ written in the middle where the ribbon crosses. Underneath the ribbon, two boxes detail the characteristics of each: ‘Mentoring’ is described as involving a ‘Specialist/Master teacher’, ‘Mentor as expert’, ‘Advocacy and approach’, ‘Sharing and telling’, ‘Advising and advocating’, ‘Informal/more responsive’, and ‘Long-term/ongoing’. ‘Coaching’ is described as involving a ‘Generalist/Trained coach’, ‘Coaches as expert’, ‘Inquiry approach’, ‘Asking and goal-setting’, ‘Facilitating thinking’, ‘Formal/more structured’, and ‘Short-term/time-bound’. Below these boxes, a double-headed arrow indicates a continuum, with ‘More directive’ on the left and ‘Less directive’ on the right, suggesting that mentoring is more directive and coaching is less directive.




Rather than present mentoring and coaching statically on a continuum, the Möbius strip ‘reflects the human quest for continuity and infinity within the bounds of space and time’ (Tschannen-Moran and Tschannen-Moran, 2018, p. 42). Although we are aiming for definitional clarity in this book, we believe what is most important is that those responsible for and participating in collaborative professional learning and development activities such as mentoring, coaching, consulting, training and supervising have a shared understanding of what the different terms mean and how they differ. One way that helps us navigate this complexity is the concept of accompaniment which we discuss in more depth in chapters 4 and 8.





Coaching processes, frameworks and models





There are many different coaching processes, frameworks and models that are used in education. These structures can be best understood as an overarching framework that helps structure and signpost a coaching conversation and help move a coachee towards their goals or achieve change (van Nieuwerburgh and Love, 2019). As coaching tools, they provide shape, direction and guidance and often are presented in a step-by-step manner. Our research and coaching experiences have shown that it takes time and practice to get comfortable with a coaching model. It can feel very mechanical and awkward at the start, but as the coach gains confidence and competence, a model can be a powerful coaching tool. Different coaching frameworks speak to different coaches and we encourage coaches to learn about and try different models. Much depends on the resources and training provided, but it is possible for coaches from the same school or jurisdiction to prefer different approaches or even design their own bespoke process like some of the case studies presented in part 3. Using the curated CollectivED case studies in this book and our own coaching experience, we offer the following broad but not definitive list of common coaching processes, frameworks and models:




	GROW model: one of the most common coaching processes. Co-created by Alan Fine, Alexander Graham and Sir John Whitmore, the GROW model was popularised in the 1980s in Whitmore’s Coaching for Performance (2009). The GROW acronym stands for goal, reality, options and will (or Way forward). As a model, it helps the coachee to think about their situation and instil a sense of personal responsibility and forward momentum. Additional letters have been added to the model in different coaching provisions, such as I (issues) in I-GROW (Wilson, 2011), T (topics) in T-GROW (Downey, 2003) or T (tactics) and H (habits) in GROWTH used by Growth Coaching International (Campbell and van Nieuwerburgh, 2018).



	STRIDE model: developed by Will Thomas (Thomas and Smith, 2009), it stands for strengths, target, reality, ideas, decision and evaluation. Anchored in an appreciative stance, the framework starts with and celebrates the coachee’s strengths and aims for the process to be a positive experience.



	Impact cycle: integral to instructional coaching (Knight, 2007), the impact cycle is described as a dialogical process for helping teachers set and hit powerful PEERS (powerful, easy, emotionally compelling, reachable and student-focused) goals. The three parts of the impact cycle are identify (identifying a clear picture of reality, goal, strategy), learn (research, explain, model strategies) and improve (confirm direction, review progress with data, make adjustments, plan next steps).



	Thinking environment: based on the work of Nancy Kline (2009) the thinking environment is a philosophy of communication that forms the basis of a teaching pedagogy and coaching approach. Its ten components or principles are attention, appreciation, ease, encouragement, diversity, information, feelings, equality, place and incisive questions. As described on the ‘Time to Think’ website, ‘The quality of everything we do depends on the quality of the thinking we do first. The quality of our thinking depends on the way we treat each other while we are thinking.’ Chapter 13 provides a more in-depth discussion of Kline’s thinking environment.



	5Ps model: also referred to as the ‘see it, name it, do it’ coaching model (Bambrick-Santoyo, 2016), this is a directive coaching process that includes classroom observations and feedback. The 5Ps are ‘Provide precise praise, probe, identify problem and concrete action steps, practise, plan ahead and set a timeline.’ This model informs incremental coaching or BASIC coaching (Buck, 2020).



	LEAD model: part of evocative coaching (Tschannen-Moran and Tschannen-Moran, 2010, 2018), LEAD stands for listen, empathise, appreciate and design. This facilitative process uses David Cooperrider and Diana Whitney’s (2005) appreciative inquiry SOAR (strengths, exploring opportunities, framing aspirations and identifying results) process and 4D model of discover, dream, design and destiny from design thinking.



	OSKAR model: this solution-focused process (Jackson and McKergow, 2007) is an acronym of outcome, situation, know-how, affirm and action, and review. It focuses on solutions and finding what works rather than analysing an issue or problem. This model has also been referred to as OSCAR (Gilbert and Whittleworth, 2009) with the C representing choices rather than know-how.



	Dialogic orientation quadrant (DOQ): developed by Haesun Moon (2022), this solution-focused brief coaching model is a quadrant with the x-axis focused on timeline (past–future) and the y-axis on the content of the coaching conversation (negative–positive) described as positive/preferred future (Q1), positive/resourceful past (Q2), negative/troubled past (Q3), and negative/dreaded future (Q4). The DOQ is featured in the purposeful progress model we present in chapter 5 and referenced again in chapter 14.



	Cognitive coaching conversation map: cognitive coaching (Costa and Garmston, 1994) is a three-step process of a planning conversation, an observation and a reflection conversation that helps teachers explore their assumptions or ‘invisible thinking’ behind their practice. Conversation maps are used in each step to: clarify goals; specify success indicators and a plan for collecting evidence; anticipate approaches, strategies, decisions and how to monitor them; establish personal learning focus and processes for self-assessment; reflect on the coaching process and explore refinements.



	Four phases of transformational coaching: the transformational coaching (Aguilar, 2024) process has four phases: surface (current reality), recognise (impact), explore (emotions) and create (new practices). A transformational coaching conversation takes, alternately, both facilitative and directive stances and is anchored in five principles of compassion, curiosity, connection, courage and purpose.



	SPACE model: the SPACE model (Weiss et al., 2017) stands for social context, physiology, action, cognition and emotion and is used for assessment and intervention in cognitive behavioural coaching and therapy. Each of the components in the model is equal and explores the interconnected areas of behaviour, mind, mood and body, and their relation to environment.





As authors and in CollectivED, we strongly believe that there is no one ‘right’ coaching process, framework or model. Rather, research has shown that it is the coach’s belief in their selected process that can lead to a successful coaching partnership (de Haan, 2008). Our suggestion is for coaches to explore a variety of approaches, play with them in your coaching conversations and adapt the one(s) that works best for you, your coachee and your context.





Chapter 2 endnotes







Final thoughts


This chapter outlines a breadth of coaching approaches which have contributed to coaching in education. Given this diversity, a critical component of success is how well linked the coaching approaches adopted are to the purposes intended for coaching. Establishing relevant and reliable coaching partnerships, which may include contracting, with appropriate attention paid to suitable arrangements and clarity of shared expectations, is essential for purposeful activity. Ensuring coaching is undertaken with informed consent promotes forms of agentic, active participation. Contracting can seem like a business-like approach, and the term is not always used in education coaching. Indeed few of the encounters with coaching in this book, including those from the CollectivED community, explicitly refer to contracting. This does not imply a lack of care for the clarity and shared understanding that successful coaching requires, as our case studies illustrate. Such care and consideration form the basis of the ethical dimensions that should underpin coaching and we invite you to engage with this book with this component in mind.





Talking point


We opened this chapter with a quote from van Nieuwerburgh which he commonly asks during conferences and workshops, ‘If coaching is the answer, what is the question?’ Considering that this book focuses on coaching with purpose (a concept further explored in chapter 5), you might find it helpful to post this question in conversations with others. As you enquire into their perceptions of what coaching might be ‘the answer’ to, you may expand your own thinking about the potential of coaching in education.






Ideas for action


If you work in a setting that uses coaching already or you are a coach, you may like to review the definitions and key features applied to the work and consider how they align with those identified in this chapter. You might start with the definitions of facilitative, directive or instructional, dialogical and transformational coaching. In doing so you should also take the opportunity to check that the terms that you use are appropriate or whether concepts and practices of coaching have drifted over time.
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