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Abstract

This article accounts for an approach to coachliegelopedy a teacher who ia Olead practitioner® in

a secondary school as well as benmember of the HertsCam Tutor Teahhe article outlines the 6

stages and key features of the model that emerged. These include the collaborative nature of the process
based on an informal, conversational style of knowledge exchange. AltA@mmhMurphy ledthe

project in school, thpaper ceauthoredwith his father who acted as an adviser.

The continuing professional developm€BPD) of teachers remains an enduring priority as
with any other professional group. However, challenges for the teachingsiwafes aesult

of a range of issuesnd perhaps especiallyide-ranging changes to thexam system, the
national curriculum aoh teachersO pajHarrison 2013) does lead to a situation where many
teachers believe that their own development is apioarity. In contrast, it camlso be argued

that these very issues lead toeed for professional development that has rarely been greater
for teachers.

This paper describes a moder professional development designedtake account of, and
complementthe already demanding role of teach&he focus of tls programme was model

designed to develop teachersO skills as they relate to their students, to their colleagues and to
their own professional development in generddrough a framework of mutualgport and
coaching The six stages of the programme are described and the ratmuhissues for each

stage are elucidated. It is proposed that such a model can bring major benefits to the teaching
staff, the quality of their professional practice, amtimately the learning capacity of the
organisation.

The two proposers of the model have jointly authored this p&jmevever it is written in the
first person narrative as the intervention took placthéschool within which T. Murphya(
lead practibner with wholeschool teaching and learning responsibilitibas worked since
2005.

Developing mutual support

The encouragement of teacher collaboration in professional development is necessary for
effective professional learning to occur (Harri80@), and is linked with improvements in both
teaching and learngn(Cordingley Bell, Rundell and Evang2005). In addition, Hargreaves
(1998) argues that traditional dissemination of good practice in schools often fails because it
runs against the graiof how teachers do their work; they do mainply acceptuncritically

drastic changes to their work whémey aresuggested from sources other thhair fellow
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teachersOPeecoachingd has been a feature of teacher CPD in the United States for many
years and was defined birobbins (cited in Rhodes and Beneicke, 2@32)

a confidential process through which two or more professional colleagues work
together to reflect upon current practices; expand, refine and build new skills; share
ideasEor problem sotle(Jcited in Rhodes and Beneicke, 20028).

However, creating the conditions for such mutual support can present a challenge for many
schools, where effective collaboration is not prevalent. Rhodes and Beneicke (2002) write of
the challenges foischod leadershipteams in embracing mechanisms that develop trust
between colleagues; for example the careful selection of individuals as coaches, engaging
commitment and the use of an accurate ne@ddysis as a preequisite for deploying support.
Furthermaoe, in order to effectively utilise human resources, the goals set must be realistic in
terms of the schoolOs capacity and the external context (Davidoff and Lazarus, 1997).

The initiative

Our story takes place im moderately sizedcomprénensive shool in Hertfordshire, with
around 120members ostaff. In addition to the normal challenges of such a school, it also has
responsibilities fosupport, research and development and teacher training across a collective
of around twenty schoglsis a recentlgesignated OTeaching Schodlhin the schoolthe
continuing professional development ¢éachersand the development dhe school asa
Gkarning organisatidiSenge, 19904re considered key priorities.

Our first challengeas a leadershippamwasto allocate the appropriate time to ensure that a
development plan could be appropriately implemen#é believedthat a poorly delivered
programme would in itself beedtructive to moraleas well as sacrificing very valuable time.

A key aim was to assgsome ofthe contracted hours for which teachers were employed
within the school year. As such it was decided to reduce the school calendar by one day in
order to release up ® hours of timdor each member dftaff to use within the programme

The stréaegy was notionally calteOThe Learning Group StrategyOwarsdlainched with both
teachers andomesupportstaff in September 2012. Initiallytime was dedicateduring a
scheduledraining session to a workshop entitled OEffective Coaching@aitiig came as a
response to Gardner and KorthOs assertian that

while businesses are looking for employees who can work effectively in

teamsEschools are being criti@g for not preparing employees with the necessary
teamrelatd skills(2010:2833).

We explored approaches to coaching and the essential features of a successfaliesiach/
relationship with emphasis on unlockingotential As such, our participantwere given the
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opportunity to explore effective questions that a coach wouldeitio empwer the clienin
the manner described iasearch from the Centre by Creative Leader@hignkovelgia, 2010)

It was proposedo the participantsthat these kinds of informand supportive relationships,
based sometimes on nothing more than a briefexsation in a corridor, would be essential to
the success dhis programmeThere would beix key phaseas set out below (Figure 1).

Figure 1: The Learning Groups Programme overview

Phase 1:
Meet your group, nominate a group facilitator, write a @eatdevelopment plan

Phase 2:
Personal development peri@desearch

Phase 3:
Feedback on personal development to group and plan a personal development activity

Phase 4:
Carry out personal development activity

Phase 5:
Feedback to group and share feag

Phase 6:
Whole school sharing and celebration of development

Phase 1: Creating the learning groups

One of the most critical elements of this first stage of the process was to identify the small
group structures, whichwould serve as the vehiclerfahe development experiencén
initiative at the University of Portlan@Rigelman,2010)placed trainee teachers in OtriadsO with
colleagues and more experienced staff to develop collaboration and deniilgmas to support
learning during the trainingprocess; in this model it was crucial that the groups would
cooperate and as such the experienced colleague played a crucial facilitative role

We askedparticipantsin advance, to select a Opersonal learning, goal@ reserve choictor

the comingyear, specifically tied to the development of teaching and learning. These were then
categorised into more gener@hssifications so that each individual could be grouped with
colleagues with similar development neetistook significant effort to agre¢hese small
groups (3-5 people, as it was believed thahé right mix of needs, skills and leadership
capacity was critical to achieving meaningful outcon@seconsequencef this process was

the heighteiing of our understanding of owolleaguesO persd development needs arid

turn, how best to support them.



At the Olaunéh meetingf the strategywith participants we outlined theprocess of personal
contracting and mutual coachisg that there was clarity in the geaf the experiencdéach

group nominated a Ogroup facilitator® who would simply take responsibility for arranging the
meeting times and venues for their group; but would have no accountability for outGtmes.
participants were also asked to complete a Opersonal develofanénsipg a preprepared

tool, in order to clarify their aims for the process and identify any potential barriers to success.

Phase 2: Research, reading and observation

Following the initiallaunchof the pogrammeandthe coaching discussipwe introduce the
second stepThis requiredthe small groups, having identifiettheir own personal learning
priorities typically one or two pieces of behaviour which the individual could identify and
which the rest of the group supporténol carry out some degree ofquiry. General reading on
the nature and value of coaching was supplied to each gralwas also the focus of informal
discussionshrough the second phada addiion, we askedygroup memberso observe each
other carrying out a particular activityThese activitiestogether withany aseciated new
learning would then be shared with the other graupmbers formally at the firgeview
meeting organised by the group faitdtor at an appropriate point (PhaseR)r the leadership
team it wasmportant that these group meetings were mgaaised centrallyfor effective self
development and coaching to oceus believed thait was essential that the groups remained
selfdirecting during this period. Group facilitators were askemlveverto ener the dates of
their meetingson a central recor@dnd in this way it was possible to track which groups were
making progreswiith their development planand which needed encouragement to do so.

Phase 3: Group feedback

During this stage of the learningrocess, our participants were asked to arrange their own
meetings in order to share their initial progresth their group If the groupmembers wante

to allocate additional persontaine to the activitiesand indeed to develop more detailed plans
then this was their decision. Conversely, if the group members wantedoordyiew their
plans and progress at tfemal group meetingghen this again was their choice. In this way,
each individual and each growas ableto identify the bestelarning pocess for themselves,
hopefully leading togreatemotivationfrom the teachers, many of whom were carrying heavy
workloads and signitant personal commitments. A process that provimehl structure and
flexibility is best suited to the needs of a btesychingstaff and large school; angtervention

that does nibrecognie the existing pressures and tensions in the contemporary school
environment idess likely to be effective and may even be counterproductive to theofyoal
creating a Olearning® ofsation. This is supported by Mihell and Sackney, who claithat



creating a learning community is about building tagacity of people in schodis relate to
each other in communitarigrather than bureaucratic imdividualistic ways(2001).

Phase 4: ‘Do one thing’

One early principle that was réamced from the beginning of discussions watrticipantsvas

that each participanwould be expeed to do at least @®thingO; this would be an activity or
process, which responded to the persorahiag goal set at the start. For many colleagues this
would be a relatively simple, smaltale innovation; for example to trial a new assessment
process with a specific class of studersthough on a smaller scale, this concept was fyreat
inspired bythe successful teachkd development worknodel used successfully within the
HertsCam Network (www.hertscam.org.ulhis one goal would be a piece of behaviour
which couldbe clearly seen and supported as a development need, relating directly tanmpact
the classroomit was difficult for any membeof staff to argue that there was either no area
where they neextl to develop or that there was insufficient time on which to work on this
issue. Equally, the Oone thingO focus provided for a veignéfiiroup discussion, as well as
great clarity both fothe individual who was to work on the behaviour and in the support to be
obtained from the ot@r group members along the way. Furthermasepart of broadestaff
performance managemeitt contributel to creating a climate where developmers well as
assessment, was the subject of appraisals.

Phase 5: Reflecting, sharing and learning

In Phase 5, the groups met for a final time to discuss and share their le#/aihgped that

the coaching eleménand group accountability of the process would have contributed
emphatically to any individual succe3$e sensehat the whole community was engaged i

this journey was also recogais as a saue of momentumAs each participarttad the same
requiremat Dto Odo one thinglthen it wa believed that there would besense that weere

Oall in this togeth®r Moving a wholeorganisition forward is always a challenge especially
where, as in the case of teachistgff, there are generally fragmenteddavery individual
performance goals and objectives. Again, the overall energy and commitment to the
programme would be enhanced by the process adopted both at the individual and group level.
A useful albeit coincidentalinput into this was taa schooltraining eventduring the yeaat

which thespeaker quoted th@reat Britain Olympic Cycling Coaclgir Dave Brailsford, as

saying that it was the QOaggregation of marginal gainsO that led to the teamOs success at Londa
2012. There were clearly parallels thithe Odo enthingd concept employed here; if every
colleague was able to make a small improvement to their personal practice, then this would
likely result in largerscale impact to the success of the school.



Phase 6: Networking at a celebration event

At the end ofthe year a @etworking evenbwas held atwhich the best practicedeveloped
during the processis well aghe lessons learngdere sharedl'his event wagsgainbased on a
networking model utilied by the HertsCam Networkyithin which participants in the
programme regularly attend Onetwork eventsO at which they discuss the progress of their
developmat work and share good practidhe aim being that the network ¢uiatisesO the
classroonas well as providing form of Osocial validanO for the sharing of effective practice
(Hargreaves, 1998: 389). At our event, ach OlearningroupOwas asked to reflect on their
individual and groupearning during the period ange a tablktop display to show evidena#
development in any formincluding examples of student worl:his process ofapturing the
learning, recogniag creative ideaand acknowledging progressrved many purposes. While
there wereclear advantages at the individual level in termshadringbest practiceit was
hoped thatat the schodevel, it might contributeto the creation ofvider networks withinour

staff and broadeithe sphere of learning from the small groups that were initially established.
Ultimately this initiative is one that can advance the compgtehthe individual teacheand,
perhaps more significantly, propel the school forvasa Olearning orgaatisnO.

Photographs 1,2: Photos from the celebratory Onetwork ewhadingcolleaguesfrom a
range of school departments sharing their depeient work

Evaluation

Falowing the Onetworking event® we agiaticipantsthrough anonline surveyto help us
evaluate the impact of thjgrocess Participants were asked to rate the degree to which they
agreed with short statements, and also pi®vnore operended feedback on impact and
potential improvements to the programme. The outcomes were overwhelmingly positive, with
over three quartersf participantsagreeing that the programme had impactetheir practice

they had benefited from it,nd they were looking forward to repeating the process again.
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Openended feedback also indicated that the programme had a positive impact on personal
developmentComments included the following

It has stimulated conversations that have sparked ideas.
(Teacher A)

It has forced me to be more resourceful regarding promoting literacy.
(Teacher B)

The developmentEmight have got lost in competing priorities, without the nudge.
(Teacher C)

The quality of my marking has improvedE.l now enable students tectedh their
work in a more meaningful way.
(Teacher D)

Comments regarding improvements to the prognamainly centred on support for the group
facilitators; as somehad struggled tasuccessfully coordinate group meetings without
intervention. A caple of participants felt thagroup interests were perhaps too diversethatl

this had presented a barrier to collaboratigk.couple of insightful comments reflected that
certain elements of the OcoachingO® process had been lost in the driveup witha good

idea. This feedback provides a form of validation for HargreavesO (1998) assertion that CPD
processes need to be explicitly managed, so that Oprofessional tinkering® (1998:41) is turned
into more effective knowledge creation.

Conclusion

Schod leaderdace a constant challenge in any educational context to provide opporttorities
the prdessional growth ofeachersand as Brandt (2003) suggestseatea school culture that
invites deep and sustained professional learrivag will have apowerfd impact on student
achievement. The pressure of curriculwmange,the need for higher levels of measured
attainment and extreurricular responsibility does mean that there is little time available for
teachers to engage in sdivelopmentHowewer this does not absolveembers of staffrom

the responsibility of ensuring that they maintain their own personal and professional
progression

More effective use of contracted hoursprovides a vehicle for enabling professional
developmat, although asBrandt (2003) proposes, therogrammecontent muststill be
meaningful andncludeopporturities for social interactiong.he use of &tructuredramework
involving mutual support and coachingn emphasis on Odoe thingd and a mechanism for
accountabity together with a process for sharing best practice as desatimaek appeas to
meet the needs of professional growth within the context of a very busy school envirdnment.
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addition networks of personal and professional developmare created aoss the school
community and contributeto bah school morale and capaciit this schoqlit is evident that
following a yeaflong trial of this programme, foundations have been laid that will facilitate the
continued development of a learning andatodirative ethowithin the schootommunity.
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