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Abstract
This research demonstrates how co-coaching is viewed as a form of ‘Continuous Professional Development’ by the headteachers and teachers of two primary schools. The study took the form of a case study and the findings are based on analysis of qualitative and quantitative data. The first data analysis came from transcriptions of coaching conversations carried out by a coaching team as they planned, observed lessons and carried out a learning walk of their respective classrooms. Analysis of the transcriptions allowed me to reflect on the relationship that exists within the coaching team and their ability to enter into honest and reflective dialogue. Further analysis of transcriptions from interviews with the headteachers of both primary schools allowed me to gain a greater awareness of the role school culture plays when setting up coaching teams and how the impact of coaching is evaluated within the schools. Questionnaires were distributed to the teachers of the participating schools and the data gathered enabled me to analyse how teachers perceived co-coaching as a form of professional development. From the data analysis, I was also able to establish how often teachers participated in coaching activities both within their own schools and with others. Finally, I was able to establish the training the teachers had received in order to prepare them for their role as a coach. Both headteachers agreed that co-coaching was currently in the early stages of development but had potential to have a positive impact on future professional development within their schools.
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Chapter 1 – Introduction
In this chapter I have outlined the context, reasons and aims for why I have chosen to undertake this research. I have also provided a brief justification for the approach I have taken and discussed background information on the settings in which the study was conducted. The aim of this research was to find out to what extent co-coaching contributed to teachers’ continuous professional development (CPD) in two primary schools. As stated by Rhodes and Beneicke (2002) questions are now being asked about the effectiveness of external courses and as a result more schools are developing the use of coaching both within their own school and by developing links with other schools. Hill (2013) has also argued that professional development in Wales has relied upon external courses which he states have their place but are more likely to be effective if linked to coaching. Through this research I aim to find out how the schools are using this method for teachers’ CPD and how it was received by the teachers who took part. I also wanted to investigate how prepared staff felt they were for their role as coach and whether they were able to enter into honest and professional dialogue with colleagues.
During the inspection process in Wales, Estyn make judgements on the management of staff and resources. In particular, inspectors will evaluate how well schools achieve a culture of collaboration within and across schools. Inspectors will judge the extent to which teachers are supported by CPD and the opportunities that they have been given to share good practice with other teachers. Both schools in the investigation had received positive feedback in their previous inspections on their ability to achieve a culture of collaboration. The schools used were chosen because a coaching partnership had already been developed. This would enable me to obtain the data I required as a timetable of lesson observations and planning meetings had already been arranged by the coaching team. Using two schools meant that I would be able to follow the coaching process from lesson planning to the reflection process. As interviews and observations are time consuming, using more schools would have made the process more difficult to organise, especially when finding times that would be convenient for all the schools involved.
The focus of this research was to investigate how effectively co-coaching was used by the two primary schools as a form of CPD and how teachers involved in the research felt it had influenced their own practice. As argued by Rhodes and Beneicke (2002) there is increasing uncertainty regarding the effectiveness of external courses as a method of raising standards within schools, as a result more schools are using professional development activities that embrace coaching, mentoring and peer networking relationships. This is also emphasised by the National Strategy for CPD that states teachers learn from teachers. The intention of this research is to investigate whether the teachers involved in the study felt that coaching is a worthwhile form of CPD and how often they were involved in coaching activities in their own school and with other schools. I will also investigate whether they have felt that participating in coaching activities with other teachers had an impact on their on their own practice.
While Forde and O’Brien(2011) state that many programmes make careful distinctions between mentoring and coaching, Kennedy (2005) groups coaching and mentoring together as a model of CPD based on the importance of the relationship between two teachers, which is designed to support CPD. However, Pask and Joy (2007) discuss mentoring in terms of induction, long term training and supervision. They add that it is traditionally associated with individual pastoral support and development. Lofthouse and Thomas (2017) discuss the importance of experience in the relationship and defines mentoring as:-
‘A relationship through which an experienced intellectually and socially valued employee provides professional guidance to less experiences colleagues’ p.13
Forde and O’Brien (2011) add that expertise is a critical feature of mentoring and this they argue stands in sharp contrast to some models of coaching. Coaches they suggest do not need to have expertise in the area of practise and instead the coaching process should be internal and concentrate on developing the learner’s self-awareness and confidence. This they suggest will lead to change in practice. Kennedy (2005) adds that coaching is based upon a less hierarchically threatening manner and instead allows teachers to discuss possibilities, beliefs and hopes. This agrees with the definition offered by Pask and Joy (2007):-
‘A coach is a person who helps me to think through how to get from where I am to where I want to be’ p11
In this form of CPD the relationship provides a supportive but challenging forum. Stevenson (2017) however, describes coaching as a practice that helps participants consider their own work related experiences and arrive at solutions and decisions regarding their own work. This places coaching as a more reflective tool for participants.
For this research I will investigate co-coaching as a model of CPD. As Gottesman (2000) states, most people still believe the supervisor feedback route is the most effective way to promote teachers’ development but while it can motivate some it can have a negative effect on others. Therefore, Gottesman argues that co-coaching is more likely to allow teacher to reflect, grow and change. Murray et al (2009) adds that co-coaching involves a mutual consultation between teachers of equal status, whereas Rhodes and Beneicke (2002) describe it as a confidential process through which two or more colleagues work together to reflect upon current practices. This concentrates more on the confidentiality aspect of the relationship rather than accountability. For this purpose, I have defined co-coaching as:- ‘The process by which teachers collaborate to plan, prepare and observe lessons in order to reflect and feedback upon their practice’. 
Through my experience of co-coaching, both in my own school and in partnership with another primary school, I will investigate the value that teachers place on coaching. The first principle of the National Framework for Mentoring and Coaching (NFMC) states that effective coaching involves structured professional dialogue, therefore Jewett and MacPhee (2012) argue that teachers need to be effective communicators and think deeply about how they would respond to what was being discussed. Holden (2011) adds that teachers need to have the ability to have open and honest conversations which need to be challenging but supportive and calls for teachers to be clear of their role in order to create successful structured dialogue. Through analysis of coaching conversations, interviews with the two headteachers of the participating primary schools and by questioning teachers, I aim to find out whether teachers felt they were able to enter into professional dialogue with colleagues or had sufficient expertise to develop honest and positive collaboration. From the data collected in the questionnaires I aim to find out how often teachers have been involved in coaching sessions both within their own school and with others. I will also investigate the training the teachers had received in order to prepare them for their coaching role.
I first became interested in coaching as a form of CPD two years ago when I participated in a coaching partnership with another primary school within our family of schools. Both schools in the study had applied for a ‘School Improvement Grant’ (SIG) that would allow them to participate in coaching sessions. Teachers from each school were placed in coaching groups according to the age groups they taught. The grant allowed the nominated teachers to receive training in the use of the Gareth Coombes Continua (2013), a self-evaluation toolkit with the aim of improving teaching and learning. Both schools were already using the toolkit for the teachers’ own self-evaluation, but they had not used it with coaching teams before. The training received would enable the participants to have a clear understanding about what good and excellent teaching should look like by following the criteria set out in the Continua. Once the teachers had received the training, the coaching groups used the Continua to plan lessons, agree a focus for lesson observations and evaluating what they had observed. All members of the SIG group presented their findings in a conference attended by the headteachers from the respective schools. The coaching partnership was deemed very successful by all the participants and coaching teams discussed how much they had enjoyed the opportunity to share practice. The impact of this success meant that both schools have been involved in further coaching partnerships on various projects within their family of schools. Also both schools have since developed the use of coaching partnerships within their own school. The schools have continued to use the Continua to evaluate teaching and learning within coaching partnerships when planning and observing lessons.
The methodology I chose for this research was a case study. As stated by Denscombe (2012) a case study suits the study of relationships and processes within a setting and also lends itself to the complexities of real life situations. It provides opportunities to use more than one research method and explores the key issues affecting those participating. Cohen et al (2013) state that a case study establishes cause and effect in real contexts and investigates real life, complex dynamic and unfolding interaction of events in a unique instance. They also add that it is concerned with a detailed description of events relevant to the case and blends this with an analysis of them. As I would be using two primary schools for this research it meant that this approach fitted well with the needs of small scale research. I chose this method over action research because although the information generated would be shared with the participating schools and possible recommendations made following the findings, it did not necessarily mean that any changes in practice would be adapted by the participants.
For this research I used methodology triangulation as it would, as stated by Denscombe (2012) focus on the validation of the findings in terms of accuracy as the alternative methods could be used as confirmation of the findings. It would also produce complementary information from different sources which would allow me to cross check findings. Cohen et al (2013) adds that the use of more than one method in the pursuit of a given objective bridges the issues of reliability and validity. The data methods I chose took the form of gathering both qualitative and quantitative data. This allowed me to approach the research from a different perspective. My first data collection method involved an analysis of a coaching conversation between a coaching team as they carried out a lesson observation and a learning walk of their classroom environment. The second method involved conducting semi-structure interviews with the headteachers of both schools. This would enable me to discover how coaching teams were set up and how the headteachers viewed coaching as a form of CPD within the school and also when partnering other schools. For my final data collection method I used questionnaires which provided me with quantitative data from the use of nominal and ordinal scales. The questionnaires also allowed me to discover the views and opinions of the teachers on the use of coaching as a form of CPD.
The research for this dissertation was carried out in accordance with BERA Guidelines (2011). The schools and the names of the participants are not identified in compliance with the confidential and anonymous treatment of the research data. Approval for the research was obtained from the Ethics Committee at the University of Wales Trinity St David, the headteachers of the schools involved and all the teachers who completed the questionnaires. I felt that it was important to discuss the nature of the questions that I would be asking the teachers to comment on in my research with the headteachers of the schools and also emphases that although I would be able to discuss general findings from the questionnaires, I would be unable to discuss individual responses. I felt this was important as I wanted the teachers to give unbiased responses to questions without fear of reprisal. Both headteachers agreed that the research could be carried out with these conditions. 
The context of this research has been structured into five main chapters. In this chapter I have outlined the aims and reasons for the study, the processes involved and the relevance to coaching in my own school. In the next chapter, I have considered and explored literature appropriate to my research theme using relevant published journals, government documents and texts. I have aimed to identify key ideas and themes that have been debated by academics as well as consider gaps and weaknesses that have been recognised. 
Chapter 2-Literature Review
In this chapter I have investigated key texts that have been written with regards to co-coaching and explored recent research and thinking in this subject. Rhodes and Beneiche (2002) state that there is an increasing uncertainty concerning the effectiveness of external courses with regards to raising standards in schools and as a result more schools are using CPD activities that embrace coaching, mentoring and peer networking relationships. Murphy (2005) argues that most staff development is free standing, short term and does little to improve the teacher’s performance. Hill (2013) adds that professional development in Wales has been in the form of ‘going on courses’ or participating in ‘show and tell’ best practice visits. While he states that these have their place he suggests that there are more effective ways of building up skills, repertoire and learning for classroom teachers. However, Pedder et al (2009) suggest that most teachers’ CPD is not collaborative and often involves passive learning. Servatius and Young (1985) also add that coaching is often neglected by typical training programs because it was seen as being impractical, expensive and not welcomed by participants because they felt threatened. Stoll and Fink (1996) argue it is the role of the school to ensure that the climate is one in which on-going adult learning can flourish and learning needs can be met. They add that the school with its unique culture has the capacity to enhance and support teachers’ learning.
School Culture
Dempster and Bagakis (2009) state that school culture should nurture the learning of everyone not just the pupils but teachers as well. They suggest that in order for teachers to learn about their own teaching, a peer observation framework should be applied as understanding difficulties and sharing good practice with colleagues is an important way to achieve improvement in teaching. Day (1993) adds that teachers need challenge and support if their CDP is to be enhanced and this involves a critical and trusted friend who has the skills to reflect upon their own practice. He also argues that this success will depend on the culture of the organisation and that when values underlying reflective practice clash with the school culture, tensions arise. In collaborative cultures that are genuine, collegiality, critical friendships built on openness and trust, which encourage staff to share problems, will become normal practice. Durrant and Holden (2006) agree that the key ingredients for school improvement include trust, dialogue and collaboration and argue that trust is regarded as the most important factor. Harris (2004) also states that school improvement is a highly emotionally charged process and trust enables staff to develop self-esteem and a capacity to promote learning. Harris adds that this allows teachers to take risks without the fear of failure as we sometimes learn from mistakes. 
In her research Gottesman (2000) suggests that it takes a tactful approach between feelings and how to improve practice. She adds that coaches should not assume that feedback will not be taken personally, especially when data might show cause for concern. Pask and Joy (2007) stress that even the slightest hint that someone needs a coach because they are underperforming, makes the coaching process difficult and affects the relationship of trust and confidence. Gottesman also adds that the relationship between colleagues is more important than the success of one visit and warns that the first hint of any judgement will cause irreversible damage. Furthermore, Pask and Joy argue that if it is short term ‘rescue’ that is required, then coaching should not be employed. They add that without developing confidence and trust at the beginning, the process will be at best of little use, at worse damaging.
Cordingley(2005) states that effective coaching and mentoring involves a learning environment that supports taking risks and encourages teachers to seek out direct evidence from practice. In their earlier research Lofthouse et al (2010a) found that coaching was viewed favourably by the teachers who participated, however they highlighted that teachers often used restraint because they did not want to be perceived as an ‘expert’ or the person who had all the answers. Joyce and Shower (1982) also discussed how teachers felt the need to use restraint and argued that peer teachers wanted to be seen as equal partners. It is for this reason that Jewett and MacPhee (2012) suggest that teachers resisted observations initially as it seemed to position them as experts rather than co-learners. Instead teachers opted for methods such as assessing data, choosing appropriate resources for lessons or watching professionally prepared videos for teaching and learning. Sandstead (2016) argues that teachers are able to invent and build for themselves the environment they want for their students. It is for this reason they find it difficult to allow other adults into their carefully constructed world. Sandstead states:-
‘Being a coach is not about being the expert who knows it all it’s about immersing yourself in teachers’ classroom so you can learn about the world they have created’ p79.
She continues that coaching is about getting teachers to think deeply about where they are and allowing them to move forward. Sandstead discusses that model lessons are an important coaching tool, even if they don’t go well as they are powerful for teachers to reflect on. Furthermore Joyce and Shower (1982) argue that teachers valued the opportunity to enter into discussions with colleagues because that was the most valuable way to learn ‘together’ and create a learning relationship that positioned them as equals. They emphasised the need to think deeply about how they would respond to what was being discussed which highlighted the need to be effective communicators. 
Jewett and MacPhee (2012) discovered that the conversations that accompanied these coaching activities allowed teachers to critically question issues of teaching and learning. As a result of this, they found that as teachers began to learn about peer coaching and reflected on their experience, they found that along with a sense of confidence came a new understanding about coaching and professional development. This confidence allowed teachers to open their classroom doors, ask questions and receive support from colleagues. As stated by Sandstead (2016) all teachers have strengths and needs, therefore the job of the coach is to celebrate these and help colleagues to reach their full potential. She argues that teachers want to improve and by creating trusting professional relationships and asking challenging questions, it will help them achieve their goals.
However, Thomas and Smith (2004) state that coaching is mainly about change and when it is in your control it is easier to cope with than when it is imposed on you by others. They stress that people react to change in different ways with some reacting well and other people experiencing a range of behavioural responses. Therefore, Thomas and Smith argue that coaches will learn a great deal by listening to emotional responses which will enable them to gain important levels of trust. Barkley (2005) adds that coaches should never be seen to judge as this would damage the coaching relationship. In his research Barkley states that eight elements are needed to be present to allow the brain to operate and learn at its best they include :- absence of threat, meaningful content, choices, adequate time, enriched environment, collaboration, immediate feedback and mastery. These he suggests are all present in a coaching environment. He also argues that when it is something the teacher wants to be part of it is more meaningful and therefore leads to mastery. This means that the brain is operating at its optimum in terms of learning and performing productively. Goos et al (2002) also suggests that Vygotsky’s (1978) notion of the zone of proximal development (level of development reached through social interaction), when applied in an education setting, suggests that there is learning potential in peer groups where partners have equal expertise and each has some knowledge and skills but requires the others’ contribution in order to make progress. 
Thomas and Smith (2004) stresses that when experiencing resistance in a coaching set up it is really about managing change. They discuss how most people experience fear, loss and other powerful emotions when change occurs in their lives and therefore coaches need to be aware that resistance can be part of the change process. Morrison (1998) adds that change concerns people more than content and add that the best laid plans depend on the people involved. Therefore, Thomas and Smith argue that understanding this fear will help coaches understand why some people behave in ways that may appear irrational or emotional. They state that resistant people may want to change but are working out how to do it. Morrison also argues that change is more likely to be unsuccessful if it is over complex, poorly communicated and over demanding on the individuals involved. He maintains that managing change should involve the provision of appropriate support for risk taking and training. However, as stated by Forde and O’Brien (2011) many teachers have had experience of being a mentor but fewer have had experience of being a coach and the majority of teachers remain untrained in coaching.

Training
Servatius and Young (1985) state, that coaching is often neglected by typical training programmes because it is seen as being impractical, expensive or not welcomed by participants. Joyce and Shower (1982) argue that when a coaching component is added to CPD most teachers were able to transfer skills learnt to their repertoire. However, unless teachers were able to develop the skills of coaching they had little chance of adding these skills to their armour. Therefore coaching without studying the theory would according to Joyce and Shower accomplish very little. They suggest that coaching teams should be developed during the training process and teams should regularly observe one another’s teaching and provide helpful feedback. Furthermore Forde and O’Brien (2011) warn that peer mentoring cannot just rely on existing good relationships and stress the importance of training which develops a mentoring attitude, interpersonal skills and critical reflection skills.
Smith (2007) states:-
‘The peer mentoring must move beyond storytelling, networking and socializing to a rigorous interaction focused on professional learning where members challenge as well as support one another’  Smith (2007) p280
Therefore, the skills of peer mentoring are important to ensure productive conversations. Joyce and Shower (1982) stress that teachers must be taught how to provide technical feedback. This they suggest will keep the mind of the coach on the business of perfecting skills and working through problems that arise. Carr et al (2005) also discuss the need for training when considering peer coaching as a form of CPD. They stress that co-coaching was found to be more successful when implementing new teaching strategies than when teachers tried to implement changes in isolation. 
Cordingley (2005) argues that effective coaching and mentoring involves developing an understanding of the theory that underpins new practice so that it can be interpreted and adopted for different contexts. She adds that coaching and mentoring is not about picking up tips or adopting schemes and routines used by others; but involves knowing why things work and being able to tailor them to the needs of their own schools and classes. Margolis et al (2017) also highlight the difficulties of taking a singular approach to teachers’ CPD because what is right for one school may be unhelpful or even impossible for another based on local conditions and organisational culture. Therefore Cordingley suggests that it is process skills rather than content knowledge that need to be addressed. Kruse (1999) adds that every coaching effort will benefit if participants are trained on effective coaching techniques. Coaching, they stress is a learned skill and even people who are natural coaches can improve by learning new techniques. Cordingley discusses how these skills are extensive and include relationships, observations, reflecting, modelling and reinforcing the need for learners to have control over their learning. She adds that these skills are difficult to achieve and therefore suggests that they need adapting to fit ideas and practices within schools.
Carr et al (2005) argues the importance of effective planning as without it coaching will not take hold. Joyce and Showers’ (1982) found that 90% of teachers transferred new skills into their teaching when coaching and feedback was implemented during the initial training.

As Barkley (2005) states:-
‘If teachers wow kids someone has to wow teachers now and then too’. P.13
Therefore, Barkley argues that coaching introduces quality to a relationship with coaches supporting the success of teachers. It allows teachers to celebrate and give them recognition. It also allows teachers to try different techniques with a support coach without the fear of reprisal. Cordingley (2005) adds that dialogue alone does not mean effective CPD and that active research with classroom practice was found to be an important element. Guskey (1999) however argues that just because something is planned at school level it does not make it good. He warns that it may be new but equally poor, therefore we must be careful not to mistake interesting activities such as action research for meaningful CPD. He adds it is content that makes the different and well-designed structures do not compensate for inadequate substance.
According to Hill (2013) schools must take responsibility for their own improvement and develop a culture of open classrooms where teachers can observe and learn from each other’s practice. He suggests that external training is more likely to be effective if it is linked to joint lesson planning, lesson study, peer lesson observations, coaching and participating in professional communities. Hill also suggests that ideally joint learning takes place across schools as well as within school. However Lofthouse and Thomas (2017) argue that whereas physical interconnectivity in the professional learning experience provides an additional dimension to learning, there may be logistical issues where distance between schools and teachers is considerable. In Wales, Hill has already observed the work of some of the consortia in trying to develop school improvement approaches that reflect this approach and are starting to develop school to school working that moves intelligence around the system.
Collaboration
Kruse (1999) argues that in a collaborative setting the relationship between teachers is built around communal experiences and is not solely around structures and tasks. Joyce and Shower (1982) agree that companionship is the first function of coaching which allows the possibility of checking perceptions, sharing successes or frustrations and the ability to talk through problems. They discuss how the lonely business of teaching often lacks the companionship achieved through coaching. Mullen and Kealy (2000) also suggest that peer coaching breaks down barriers that meant that teaching moved away from being an isolated practice and instead moved towards teachers finding enjoyment from working together. Clandinin (2001) adds that teachers suffer from professional isolation and collaborative work environments benefits teachers by providing a sense of connection as well as a community for social and intellectual interaction. Furthermore Shannon et al (2015) state that teachers often felt isolated and received little feedback on their teaching practice. Forde and O’Brien (2011) argue that collaboration between teachers helps to develop their understanding and practice, with its strength being a sense of mutual support which allows teachers to explore their teaching with greater confidence. 
Barkley (2005) sees the coaching relationship as an opportunity to share knowledge, skills, support and celebration. He argues that it is the person being coached as being in charge and that nothing gets discussed that the coachee does not want to discuss. The coach in turn steers the person being coached towards achieving their goal. Mullen and Kealy (2000) suggests that mentoring is not authoritarian but instead a healthy and viable arrangement that encourages shared responsibilities and learning. Margolis et al (2017) argue that collaboration enables teachers to engage in more informed decision making and to construct a shared understanding of the nature of the desired learning outcomes. They add that it allows teachers to find out how they can achieve this in their own context. Snyder (2009) also argues that coaching is individualised and communicated to teachers what they were doing well even when they could not see it for themselves. 
Sandstead (2016) states that teachers needed to maintain honesty and sincerity when working collaboratively. She adds that coaches do not need to have all the answers but they need to know where to find them. They should always be on the lookout for outstanding practice that can be shared with others. Sandstead stresses that each teacher has strengths and needs and the job of the coach is to celebrate these and help them realise their potential. As Barkley (2005) states, coaching can make good teachers into great teachers and coaching only ‘struggling’ teachers misses the point. Barkley also adds that good teachers still need to grow, change, improve and enhance their teaching abilities. However Stevenson (2017) warns that the reality is that the per formative culture that frames many educators’ working lives means that corrosive competition often triumphs over real collective learning.
Cordingley (2005) suggests that constraints often limit the impact that professional development has on teaching practice and that the main constraint is the time allowed for teachers to collaborate in order to solve problems and improve practice. This aligns with the research by Jewett and MacPhee (2012) which found that personal and institutional constraints often limited the effect that professional development had on teaching practice and the main constraint was the time for collaborative planning. Therefore, Lofthouse and Hall (2014) stress that it is essential that the time used for coaching, mentoring and professional dialogue is used productively. Kruse (1999) adds that it is important for schools to provide time for teachers to talk and interact but that the demands continually being place on teachers make it harder than ever to find time. However, Jewett and MacPhee suggest that teachers found meeting together unproblematic and were able to search for common ground and engage with peers in a way that was mutually beneficial.
Reflection
According to Forde and O’Brien (2011) coaching and mentoring may be crucial as a way of promoting professional learning and social interaction that utilises the context of the school. They add that in education coaching is perceived more as an opportunity for reflection and this idea of ‘reflective practitioner’ provides the opportunity to support critical reflection. This could, argue Forde and O’Brien, have a profound impact on pupil achievement. However, as stated by Gottesman (2000) the hardest part of peer coaching is not to be judgemental in the early stages and the process should be seen as more of an exchange between professionals. She also states that privacy must be assured and teachers must be made to feel secure from the beginning. Pask and Joy (2007) also argue that confidentiality needs to be an explicit rule. They suggest that teachers need to be able to voice their inner thoughts and feelings without repercussions. Anything discussed must be treated as part of the continuing thinking process.
In their research Rock and Wilson (2005) discussed how knowledge is a result of social interaction through negotiations, reflection and explanation; thus supporting the idea that teachers should engage in activities that require them to communicate often with their colleagues. They argue that by reflecting on their experiences, teachers will be able to explain their perceptions to others. Therefore, Kruse (1999) suggest good coaches need to be good listeners, they do not just dictate the right answer they facilitate other people’s reflections. Murray et al (2009) suggest that clarification, elaboration, justification and critique of their partner’s reasoning are identified as important characteristics and should be considered in a successful peer-partner conference. Rock and Wilson also argue that traditional staff development training did not allow teachers to have opportunities to share their thoughts or understandings of material. 
Day (1993) states, that few discussions on professional development occur without a reference to the role reflection plays in the learning. However Copelan et al (1991) argues that there is very little guidance on how to determine that reflective behaviour exists. Day states that teachers must have the skills necessary to develop their own practical theory on teaching and be able to share them with others. Coaches must be critical friends who possess the interpersonal qualities and skills to reflect upon their own practice. Indeed Snyder (2009) states that teachers admitted being unsure about receiving constructive feedback fearing it might be punitive , however teachers were surprised at the partnership they formed with their coaches and how they came to value their support, presence and constructive feedback. Holden (2011) adds that the key to successful coaching is the ability to have open and honest conversations that challenge but also support. This calls for the teachers to be clear about their role in order to create successful structured dialogue.
As stated by Joyce and Shower (1982) teachers must be taught how to give technical feedback during coaching sessions. Barkley (2005) argues that coaching teams need to be clear about what particular behaviour, skills or techniques they need to focus on. He states the importance of finding out the vision before coaching takes place which is not he argues the same as a goal or objective. Instead he argues it is a desire to be great and move from good to great in their professional development. The schools involved in this research had adopted the Gareth Coombes Continua ‘Self Evaluation toolkit’ (2013) which considers both Estyn and Ofsted advice and guidance on what should be considered when evaluating teaching and learning. The Continua is significantly influenced by the work of John Hattie (2012) ‘Visible Learning for Teachers’. Hattie argues the key point of successful teaching and learning is the teachers’ view of their role. It is critical he states, that teachers see themselves as evaluators of their efforts and that seeking interventions that have a positive effect on student learning should be their goal. The Continua is divided into a number of sub-sections that include planning, learning environment and lesson observations. The teachers and Senior Leadership Team decide on which sub-section of the Continua they are focusing on and after the coaching session a specific development dialogue and feedback is provided against the relevant sub-section.  However Bergeron (2017) argues that when reflecting on the perception of learning or on self-esteem, using John Hattie’s visible learning is not necessarily linked to academic success. Murray et al (2009) also adds that unfortunately most claims for the effectiveness of peer coaching are anecdotal with little empirical data to support any major claims.
Another method used as a reflective tool was the ‘GROW Model’ Whitmore (2009). The GROW model aims to develope the methodology, concepts and techniques for performance improvement in organisations. The GROW Model is an acronym standing for (G)oals, (R)eality, (O)ptions and (W)ill. Working through these four stages will, Whitmore argues, raise an individual’s awareness and understanding of their own aspirations; their current situation and beliefs; the possibilities and resources open to them; and the actions they want to take to achieve their personal and professional goals. However, Bishop (2015) argues that a limitation of the GROW Model is that is fails to consider where people are coming from before considering where they want to go. Whitmore argues that the implementation of the GROW Model, by using carefully structured questions, will promotes a deeper awareness, responsibility and encourages proactive behaviour. It will, he adds, result in practical techniques that will help accomplish goals. Conversely, Lucocq (2015) argues that working with a single model is contrived, constrains thinking and allows little room for interpretation. He adds that it is important to know the limitations of models and know when to change. A flexible approach, he argues, is more effective.
With the Donaldson report (2015) stating that the new reforms in the curriculum in Wales will pose challenges for leadership at all levels. Improving the quality of teaching and learning and ensuring high quality will he states continue to be priority. He also states that the likelihood of success will be ensured if collaborations are increased not just within schools but between schools as well, with schools sharing planning and good practice. According to Forde and O’Brien (2011) coaching may be crucial as a way of promoting professional learning and social interaction utilising the context of the school. Therefore, Breffini (2017) suggests that coaching could offer the answer to developing the professional growth of teacher assistants as well. Day (1993) adds that with the new self-managed system of staff development funding attached to national priorities, schools may form the principle focus for staff development. Donaldson states that the recommendation in his review will have major implications for the professional development of teachers. Therefore, Day states that essential, successful staff development in future will need to embrace responsibility through coalitions and analyse closely reflective processes that are central to learning.
In the next chapter I have identified my chosen methods of data collection and reasons for my choices. When planning my questionnaire for the teachers and selecting questions for the headteachers’ interviews I considered the main themes that I had identified from the literature review.







Chapter 3 Methodology
The main purpose of this chapter is to identify my chosen methods for collecting data to support and justify the overall research strategy. As the literature review mainly identified how co-coaching was regarded both in schools in England and internationally, I wanted to find out the extent co-coaching contributed to teachers’ CPD  in two primary schools in Wales. In order to achieve this I carried out three methods of data collection. For this research I would be using convenience sampling. I selected this method because a coaching partnership had already been developed between the schools and I had limited time to collect qualitative data. Also as suggested by Marguerite et al (2010) I wanted the participants to feel comfortable so that they could speak and act naturally. Therefore using schools that I already had a good relationship would aid the data collection process. Marguerite et al (2010) warn that convenience sampling limits a study’s generalizability therefore the results are only related to the teachers in the two schools. However, Cohen et al state (2013) that the sample size obtained from those available and accessible does not seek to generalise about the wider population. They add the use of a non-probability sample derives from targeting a particular group. When using qualitative data there is an emphasis on the uniqueness of individuals, they only represent themselves, therefore Cohen et al (2013) argue that how far this represents the wider population is irrelevant.
Both primary schools in which I conducted the research are situated in an economically and disadvantaged area with high levels of social deprivation. The first school has 240 children on roll aged three to eleven, with pupils organised in eight classes. Approximately 48% of pupils in the school are entitled to free school meals, which is above the local authority and all-Wales averages. During this research it will be referred to as School A. The second primary school that took part in the research currently has 128 children on roll, aged three to eleven. There are 4 mixed aged classes and a part time nursery. Approximately 26% of pupils are eligible to receive free school meals, which is similar to the local authority average, but above the national average. For research purposes this school will be referred to as School B. The inspection reports for both schools stated that there was a culture of collaboration where staff felt valued and worked together well as a team. It also stated teachers communicated, collaborated and challenged practice effectively with many engaged successfully in peer mentoring and action research. The reports commented on how well the schools worked with other local schools for moderation and action research, with teachers able to share and disseminate good practice successfully. This positive feedback from Estyn encouraged me to find out how the schools were using co-coaching and how the teachers felt it contributed to their CPD. 
For my first data collection method I analysed coaching conversations between two members of a coaching team, one teacher from each of the participating schools. The coaching sessions were carried out on three separate occasions as they planned lesson observations, carried out learning walks in their classrooms and fed back to each other following their lesson observation. Both teachers taught in the Foundation Phase, Teacher 1 had 21 years teaching experience and Teacher 2 had 6 years teaching experience. As stated by Murray et al (2009) co-coaching involves consultation between teachers of equal status and Carr et al (2005) add that coaching requires shared and complementary expertise. I therefore wanted to investigate the relationship between the coaching team and whether there was equal status between the participants.
For my second method of data collection I conducted semi-structured interviews with the headteachers from the two schools. Both headteachers were in their first position and had been in post for 6 years in School A and 5 years in School B. Finally, I distributed questionnaires to the 14 teachers in both primary schools. In school A, 9 teachers completed the questionnaire and 5 in School B. According to Bell (2014) the use of triangulation will allow data to be cross checked and will produce a fuller and more balanced study. Marguerite et al (2010) also adds that as well as providing richness and depth to the study, it increases the validity of qualitative study.
By analysing the coaching conversation, I aimed to find out how the teachers were able to work together with the aim of improving teaching and learning and find out whether they were able to enter into open and honest dialogue. From the answers obtained during the headteachers’ interviews I was aiming to find out how coaching opportunities were set up by the school to allow teachers to share expertise and how the impact of coaching was evaluated by the schools. Finally, from the results of the teacher questionnaires I aimed to develop an understanding of how coaching was perceived as a method of CPD by the teachers.
The first method that I used for data collection involved analysing coaching conversations as a coaching team planned lesson observations, carried out a learning walk of their classrooms and during feedback following the lesson observations. Although I was present to record the coaching conversation I did not carry out any observations with regard of participants’ behaviour. The reason for this was that I wanted to analyse the dialogue during the coaching tasks rather than what they did. Also as stated by Denscombe (2012) observations describe what happens rather than why it happens. It does not deal with what motivates the behaviour. However, Cohen et al (2013) states that observations allow the observer to gather data on the interactional setting that takes place including the verbal interaction. As the format chosen for the coaching tasks had been decided previously by the headteachers, I decided to follow one coaching team during the whole process rather than follow one team for the planning and a different team for the learning walk. As stated by Marguerite et al (2010) I wanted the coaching team to speak and behave naturally so by following the same team I aimed to develop trust and confidence from the participants. I also felt that this would enable me to develop a better understanding of the relationship that existed between the coaching team and whether they were able to enter into reflective dialogue that would allow them to improve teaching and learning. I analysed the dialogue using the method for analysis suggested by Braun and Clarke (2006). The coaching conversations from each session were recorded and transcribed. The transcripts were then colour coded according to the themes identified. The initial thematic map for the coaching conversations has been included in the appendix (p.59). 
I obtained permission from the headteachers and both members of the coaching team before recording the coaching conversation in accordance of the BERA (2011) guidelines. As I would be using 2 primary schools in my research it might be possible to identify the participants in the research. Therefore, I discussed with the headteachers how I would only be able to discuss general findings with them and not individual responses. Also the headteachers would not receive a copy of the final report. Both headteachers agreed that the research could be conducted in their schools under these conditions. As my role during the coaching conversation was as stated by Denscombe (2012) participation as observer, I could obtain informed consent from the coaching team. All parties agreed to allow the research to take place. The recordings taken during the coaching sessions were transcribed and analysed using thematic analysis. As recommended by Cohen et al (2013), the teachers were informed about how the data would be stored during the research and how it will be reported. Denscombe (2012) warns that due to the closeness and intimacy of the researcher’s role, confidential material might be inadvertently disclosed due to the rapport developed between the researcher and those being observed. Therefore consideration will be given to the whether to use material. I will ensure the material will avoid disclosing the identities of those involved and that the use of the material will not cause any harm to participants. The members of the coaching team will receive a copy of the transcribed recording to ensure it is an accurate reflection of their conversation and coaching process. Also, any direct quotes from the coaching conversation that I want to include in the data will be discussed with the coaching team. As this could influence the teachers’ responses, I will discuss with them how the data will be presented and who will have a copy of the final report. Cohen et al (2013) state that the researcher has a responsibility to colleagues and should protect their safety, well-being and reputation. As I had worked closely with the coaching team there was a possibility that teachers would not like to withdraw from the research once it had started. However I will reiterate before each coaching session of their right to withdraw from the research at any time.
The disadvantages of recording the coaching conversation could as suggested by Cohen et al (2013) mean that the data is open to bias and that the coaching team could say what they thought I wanted to hear rather than what they actually thought. Also the data produces non-standard responses therefore it tends to be unique due to the specific context and individuals. Denscombe (2012) suggests the use of the audio recorder could also inhibit the coaching team as it creates an artificial situation where the teachers’ were speaking on the record which could be daunting for them. Simpson and Tuson (2003) also warn about its susceptibility to bias as when the information is interpreted choices have to be made which reflect judgements. To try to eliminate this I gave the participants the completed transcripts so that they could check my interpretations of their conversations and ensure that any inaccuracies in the data were less likely to occur. As the aim of my research was to find out how coaching contributed to CPD, I needed to find out how the teachers reflected on their practice during coaching session. This method, as stated by Simpson and Tuson (2003) would enable me to focus on the teacher’s talk and allow the coaching team to talk about their ideas at length. 
My second form of data collection involved conducting semi-structured interviews with the headteachers of both primary schools. Before the interviews, I compiled a list of questions that I needed to ask the headteachers that considered their views on co-coaching and the processes they had gone through in order to set up coaching teams. It also enabled me to raise any issues and questions that I felt would address the aims of my research and allow me to be more flexible in terms of the order I considered the topics. More importantly it provided the interviewees with the opportunity to develop their answers about any issues raised. A copy of the list of questions can be found in the appendix (p.60). Both headteachers were given a copy of the questions beforehand so they could familiarise themselves with the topics and ideas to be discussed.
As recommended by Bell (2014), I carried out a pilot interview with a member of the senior management team from a school not being used in this research. This allowed me to clarify my questions before carrying out the final interviews. From the pilot study I concluded that the questions would provide me with information with regards to the headteachers’ thoughts about co-coaching and the setup of coaching teams. Before conducting the interviews I obtained permission from the interviewees to record their answers and I also informed them that they had the right to withdraw their consent at any time in the process. I discussed beforehand the use of the data and confirmed that individual identities would not be disclosed in the research. Both headteachers agreed to proceed with the interviews and gave consent for their views on coaching to be shared. Both headteachers were presented with a copy of the completed transcript for them to confirm that it was a true reflection of their account. 
After conducting the interviews and transcribing the recordings I again used the method for analysis suggested by Braun and Clarke (2006). This involved searching through the transcribed interviews and identifying potential themes and patterns in the data that highlighted coaching as a form of CPD. The transcript was colour coded according to the themes identified. A copy of the initial thematic maps for the headteacher interviews has been included in the appendix (p.60) The themes identified included:- relationships, impact on practice, evaluation and training. 
The advantages of using this method of data collection were that it allowed me to gain an insight into the headteachers’ thoughts on the use of coaching as a form of CPD. Also as discussed by Cohen et al (2013), it enables participants to express how they regard a situation from their own point of view and allows the interviewer to press for complete answers to responses. Punch (2003) also adds that it is a good way of accessing people’s perceptions of situations and constructions of reality. I chose this method because there were only two headteachers being interviewed for the research and therefore, the process of transcribing and analysing the data would not be as time consuming. This method would as Denscombe (2012) states, allow me to validate the responses given during the interviews and clarify the meaning of any questions. In addition, Cohen et al add that if an interviewer does their job well and the respondent is genuine, then accurate data may be obtained.
According to Hitchcock and Hughes (1989) the disadvantages of this method is that the headteachers may tell me what they think I want to hear and is not necessarily what they think or do, so the interview becomes subjective. However, Bell (2014) suggests that it is easier to acknowledge that bias can creep into an interview rather than eliminate it altogether and that interviewers are human not machines. Interviews can be time consuming as the data collected needs to be transcribed and coded ready for analysis. The analysis according to Denscombe (2012) tends to produce non-standard responses so data is not pre-coded and has an open ended response to it. Therefore, he argues that the data collected is, to some extent, unique owing to the specific context and this could have an effect on reliability.
The final method of data collection involved distributing questionnaires to fourteen teachers. I chose this method to find out the teachers’ views on coaching because each participant would have a written list of questions which allowed for consistency and precision. Also using interviews would have been time consuming as the data would need to be transcribed and coded for analysis for all the teachers who participated. As stated by Denscombe(2012):-
‘Questionnaires work on the premise that if you want to find out something about people and their attitudes you simply go and ask them’ p.156
As the teachers were familiar with the topics being researched, they could be expected to read and understand the questions without needing that personal interaction. The questions asked required the participants to provide both factual data and give their opinions on their views of coaching as a method of CPD. Although Cohen et al (2013) argue that when using questionnaires there is an assumption that the respondent has an opinion about the matters being discussed and that this is a dangerous assumption to make. I therefore provided the respondents with the opportunity of stating if they did not have an opinion or did not know the answer to a particular question.
Time was taken to develop suitable questions and both closed and open questions were used. Some of the questions asked the teachers to agree or disagree with a particular statement regarding co-coaching and for these questions the teachers were asked to respond using the ‘Likert Scale’. Although, Bell (2014) states the more structured the question the easier it is analyse the responses, as I was not using a large sample, I was able to use open ended questions to find out about the teachers’ views of co-coaching. Cohen et al (2013) add that open ended questions invite honest, personal comments from respondents and might contain important information that otherwise might not be included in the questionnaires. For these questions the responses given by the teachers were listed and categorised into main themes. The themes could then be presented in graph and table form. As with the interview questions I carried out a pilot first where I asked a headteacher and a teacher to complete the questionnaire to ensure the questions asked were straight forward. I discussed how long it took them to complete the questionnaire, whether the instructions were clear and whether in their opinion any major topic was omitted. I limited the number of questions as I did not want the questionnaire to be time consuming for the respondents. Consideration was given to the timescale as unlike interviews they do not provide instant data. 
Permission was obtained from both headteachers of the primary schools to allow me to distribute the questionnaires to the teachers. They were provided with a copy of the questionnaire beforehand and agreed that I could distribute the questionnaires for the purpose of this research. Each questionnaire was accompanied with a covering page outlining background information into the research and explaining the purpose of the study. I outlined how the information would be used but tried not to lead the teachers into a line of answering. The teachers were assured that the questionnaire was to be completed voluntarily. Appropriate instructions were given for each question as the style of questions varied throughout the questionnaire. A blank copy of the questionnaire can be found in the appendix (pages 65-66). Data from the questionnaires was interpreted using both qualitative and quantitative methods. Findings from the data were represented in tables, bar graphs, pie charts and main themes identified. Where open ended questions were used I recorded the teachers’ responses to the questions and looked for similarities, groupings and items of particular significance in the data. 
The main advantages of using this method of data collection as stated by Denscombe (2012) is that they are easier to arrange than interviews and that they are more likely to produce standardised answers as all respondents receive the same questions. Also, where respondents are asked to select answers from a range of options it allows the data to be collated and analysed quickly. Cohen et al (2013) add that data tends to be more reliable because it is anonymous and questionnaires tend to be more economical with time. The disadvantages of using this method for data collections according to Denscombe (2012) is that it does not provide the opportunity for the researcher to check how truthful the respondents have been when answering the questions because the researcher does not meet with them directly. The questions themselves can start to impose a structure on the answer and shape responses in a way that reflects the researcher’s thinking rather than the teachers answering the questionnaire. Furthermore, if the respondent answers a question along a particular line the researcher would be unable to validate the answers especially, as with this research, if the questionnaires were anonymous. Cohen et al (2013) also discuss the factors in the questionnaire itself, whether it is able to obtain what respondents want to say rather than promote the researcher’s agenda. They add that respondents have a right to expect reliability and validity and warn that participants will react if they consider an item intrusive, misleading, biased or irritating. Therefore Bell (2014) suggests it is important to remove ambiguity in questions and decide which type of question to use so that you can ensure you can analyse and classify responses.
The research was carried out within the BERA guidelines (2011) for educational research and the Ethics Committee at the University of Wales Trinity St. David. I gained informed consent and all participants were able to withdraw from the research at any time. All respondents and were told who had access to the data and how it would be reported. They were ensured of confidentiality and anonymity. Interviews and coaching sessions were recorded on password protected devises and the transcribed transcripts were stored on encrypted pen drives. Having identified my chosen methods of data collection and discussed the reasons for my choices, the next chapter will present and analyse my findings from the data collected. 


Chapter 4 - Analysis of the Findings.
In this chapter, data from this research has been presented according to the themes that emerged from the coaching conversations, the interviews with the headteachers and the results from the questionnaires completed by the teachers from both primary schools. Figure 1 shows the number of years teaching experience of the sample.
Figure 1- Participants’ years of teaching experience.

The teachers in the sample had a wide range of teaching experience between them with the majority having taught for 11-15 years. Only one teacher had been teaching for less than 5 years. 10 of the teachers who completed the questionnaire were female and 4 were male. This question was important because I wanted to find out if experienced teachers valued coaching as a form of CDP or whether less experiences teachers valued it more. As stated by Murray et al (2009) co-coaching involves a mutual consultation between teachers of equal status, therefore it was important that all the teachers valued the opportunity to collaborate with their coaching partners regardless of their experience.
My first data collection method involved critical analysis of coaching conversations Rock and Wilson (2005) state that social interaction where teachers have the opportunity to plan, implement and evaluate leads to their professional growth. The focus for the observation involved the use of ‘Assessment for Learning’ (AFL) strategies, as this had been highlighted as being inconsistent across the school during previous lesson observations by the system leader. Through analysis of the coaching conversations two main themes emerged firstly, reflection on practice and secondly collaboration. The themes were identified using the method suggested by Braun and Clarke (2006). The transcripts were coded to indicate potential patterns in the data that had relevance to coaching. These themes were then defined and refined according to the number of times they were mentioned in the coaching conversations.
Figure 1.2- Final thematic map for the critical analysis of the coaching conversations.
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During analysis of the headteachers’ interviews I again identified two themes using the same method for analysis. Following this process two themes were highlighted, that of school culture and secondly the impact of coaching. 
Figure 1.3-  Final thematic map for the headteachers’ interviews.
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Initial thematic maps for the coaching conversations and the headteachers’ interviews can be found in the appendix (page 64). The main themes were also evident in the data gathered from responses to the open ended questions in the teachers’ questionnaires. The final theme that I identified from the questionnaires was training. 
Theme 1 - Collaboration
The first theme to emerge was that of collaboration where teachers were given the opportunity to share knowledge and skills during planning sessions and feedback from lessons observations. When planning the lesson observations, the coaching team identified AFL strategies they would be using in the lessons. The planning session helped the teachers share their knowledge and skills of useful AFL strategies. By sharing this information beforehand it ensured that the coaches knew what they would be looking for when they observed each other’s lessons. Mullen and Kealy (2000) state that this is an example of a healthy mentoring arrangement, as each person participates as a co-learner towards a common vision, which in this case was to develop the use of AFL strategies.
During the lesson observations the coaching team demonstrated enjoyment from the opportunity to work together with teacher 1 stating:-
‘I really enjoyed watching your lesson I didn’t mind you observing me at all it wasn’t stressful’. Teacher 1
As Clandinin (2001) suggests, teaching is often viewed as an isolated practice. Coaching provided the opportunity to break down barriers and teachers found enjoyment in working together to improve teaching and learning.
However during the headteachers’ interviews, Headteacher A discussed that although there had been opportunities to collaborate with other schools in our family of school, he felt it was important to develop coaching opportunities with more schools in the cluster. He added there was huge potential to share expertise but recognised that it becomes more difficult to free up teachers and felt that staff might become overburdened. This agrees with Kruse (1999) who argues that the demands continually being place on teachers make it harder than ever to find time. From the results of the questionnaire when asked how often teachers had taken part in coaching activities with other schools the results were as follows:-

Figure 1.4 –How often teachers participated in coaching sessions.
-Own school

- With another school.

Only 4 teachers had taken part in coaching activities with other schools in the last 6 months and 5 teachers had not taken part in any coaching activities with other schools. This is a contrast to the number of teachers who had taken part in coaching activities within their own school. As Headteacher A discussed in the interview, it does become more difficult to free up teachers in order for them to work with other schools. The Headteacher also discussed how difficult it was to get other headteachers to commit to coaching activities. Headteacher A stated:-
‘I have suggested in cluster meetings setting up more opportunities for staff to work together and all the headteachers agree, but then when it comes down to it they can’t commit to it as they are too busy’
In his report Hill (2013) recommends that joint learning takes place across schools as well as within school. From the results of the questionnaire I could see that there were inconsistencies when it came to working with other schools and the findings show that not all the teachers in the sample had the opportunity. The reason for this could be, as suggested by Shannan et al (2016), that coaching is a time intensive form of CPD. Jewett and MacPhee (2012) also discussed that the main constraint that limited the effect that professional development had on teaching practice was the time for collaborative planning. During this study, time had been allocated for the teachers in the coaching team to meet regularly in order to plan their lesson, observe each other teach, provide feedback on lessons and carry out a learning walk in their classrooms. However as this was part of a SIG project, there was funding allocated to pay for supply teachers so that teachers could be released to participate in coaching sessions.
Theme 2-Reflection
The second theme that emerged from the conversations and teacher questionnaire was the opportunity for reflection. From the analysis of the coaching conversation, I was able to see that the teachers involved were able to enter into professional dialogue that encouraged them to reflect on both their own and their colleagues practice. During the lesson observation and the learning walk, the coaching team had a list of questions provided by the headteacher that encouraged them to reflect upon each other’s practice. These questions were taken from the Gareth Coombes (2013) ‘Continua Self-Evaluation toolkit’. The coaching team used the specific development dialogue and feedback provided against the relevant sub-sections. The coaching team were able to identify good practice that they encountered and offer professional advice where they felt that their colleague could improve on their teaching and learning environment. An example of the coaching conversation shows how the coaching team used the continua when carrying out their learning walk. The continua question invited the coaching team to comment classroom displays, the teachers comments were as follows:-
Teacher 1- Are displays tidy? Definitely all work is mounted and labelled. A target could be to have a numeracy display.

Teacher 2 – Have you got individual targets?

Teacher 1 – I haven’t got room for a display so I have put group targets on the table. Look I’ll show you. What do you think?

Teacher 2- That’s a really good idea because their target will be the same.

Each member of the coaching team was able to make suggestions about how they could improve their practice and there was no evidence that suggested the teachers were using restraint when reflecting on the lesson and the classroom environment. Each person participated as a core learner working towards a common goal. This non-authoritive approach is what, states Mullen and Kealy (2000) creates a healthy coaching arrangement with shared learning, responsibility and authority. This approach is shared by Cordingley (2005) who argues that effective coaching involves structured dialogue and that by sharing experiences and evidence in classrooms, link teachers’ professional learning to their own interests and aspirations. However Murray et al (200) argue that feedback should include self-oriented statements and responses that encourage a peer to reflect on their partner’s teaching. In this coaching situation the conversation was led by the questions taken from the Gareth Coombes Continua, therefore, the coaching teams were reflecting on the questions they had been given. This could as Joyce and Shower (1982) suggest keep the mind of the coach on the business of perfecting skills. However, Headteacher B stated that during the initial coaching sessions that took place in their school, they felt that the teachers were using restraint.

‘We have developed the use of sentence starters to help teachers comment on different areas. Almost like two stars and a wish that we use with the children. I would expect the teachers to use the sentence starters to comment on the positives in the lesson but I would also expect them to include ways to improve the lesson’ Headteacher B
By using this scaffolding approach, Headteacher B stated that they would allow the teachers to focus on providing ways forward that would enable their coaching team to develop further skills and knowledge.
As well as providing the teachers with an opportunity to offer advice on improving their practice the coaching opportunities also provided them with a chance to celebrate their achievements and support each other’s successes. The teachers commented on aspects of the learning environment that they liked and during the lesson observation one teacher commented on a strategy of AFL that they had observed and had thought effective. This according to Barkley (2005) will introduce quality to the relationship and develop confidence.
In the coaching conversations there was evidence of the team reflecting on problems that that they had encountered in their lessons and coming up with solutions to them. 
Teacher 2 - Well I thought you had really good use of AFL. All the things we discussed prior to the lesson were evident. You could see that the children were used to it and that it was embedded. Success Criteria was shared at the beginning, Lolly sticks used for questioning. You made good use of the plenary to access children’s understanding and it was good to see the children feeding back to you. I thought one thing you could have done in the plenary was ask the children to explain how they got their answer.
Teacher 1 - Yes I agree with that I definitely could have used that opportunity to get them to explain further.

Teacher 2 -Right I will add that to the ‘Even Better If’ box.
Suggestions and ways forward were recorded on their feedback sheets that would be presented to the Senior Leadership Team. They also talked through problems they had encountered when setting up the learning environment as both teachers had recently moved classrooms. 
Teacher 2 – (Referring to questions) Cwtch Cymraeg?
Teacher 1 -I have had to have a shared one with Reception in the middle area. I have limited space in the classroom.
Teacher 2 -That’s fair enough because that area is shared between the two classes so it’s good use of space.
This support, as discussed by Joyce and Shower (1982) is one of the major jobs of the coaching team during the early stages.
Theme 3 - School Culture
The next theme I identified was that of school culture. Both headteachers commented on the fact that when they were setting up coaching teams they were mindful of relationships and had selected teachers who could work together and would be able to take feedback from one another. Headteacher B also stated that they did not put strong personalities with a quieter personality as they felt they would not be able to have an equal part in the coaching team. However, Carr et al (2005) states that conflicts that arise between people in schools have more to do with their individual styles of reflecting and interacting. They warn that failing to recognise these differences could lead to missed opportunities. By selecting coaching teams based on relationships could mean that some teachers are missing the opportunity to learn valuable skills from colleagues. Carr et al suggests that a difference in style does not mean people cannot work together. It is often the lack of understanding about how a person with a different style sees things that leads to conflict.
Headteacher A felt that in these early stages of developing coaching, the main aim was to develop relationships in the team so that teachers could get used to watching each other teach and feel comfortable giving constructive feedback. This agrees with Gottesman’s research (2000) in which she discusses the importance of the relationship between colleagues, as without trust and confidence the coaching relationship will break down. Also she warns that the first hint of any judgement will cause irreversible damage. Durrant and Holden (2006) also agree that the key ingredients for sustaining school improvement include collaboration and trust between all parties. Harris (2004) adds that trust enables teachers to develop their self-esteem and their capacity to promote learning. This she argues will enable teachers to take risks without the fear of failure. However, there was no evidence that the teachers in the coaching team were uncomfortable and both members were able to offer advice, support and celebrate achievements. Also, similarly to findings by Lofthouse et al (2010a), the teachers seemed to value the opportunity to share ideas and enter into discussions with colleagues. The opportunity to collaborate with their coach allowed the teachers to think carefully about their own practice, with one teacher stating that they needed to set up challenges for the children in their class. This deep thinking according to Barkley (2005) will lead to improvement in their professional learning. However Snyder (2009) suggests that while teachers commented that coaching sessions motivated changes in their practice, some teachers questioned whether they would continue implementing the tasks when they completed the sessions because the level of accountability would decrease.
The positive view of coaching as a form of CPD was shared by the teachers in the results from the questionnaire. Question 5 asked the teachers whether coaching was beneficial as a form of professional development. The results were as follows:-

Table 1 – Question 5 -Coaching is a beneficial form of professional development.

	Strongly Agree
	Agree
	Neutral
	Disagree
	Strongly disagree

	6
	8
	0
	0
	0

	43%
	57%
	0%
	0%
	0%



Table 1 indicates that all the teachers responded positively to this question. None of the teachers disagreed with statement. The teachers were then asked to give reasons for their answers. The responses given were listed and familiar themes identified. The results were as follows:- 


Figure 1.5 – How coaching benefits teachers’ professional development.



The main theme that emerged from the responses given by the teachers was the impact that it had on their professional development, with 9 out of the 21 responses linked to this theme. Teachers responded with comments such as; coaching allowed them to develop as teachers, learn new teaching strategies and view good practice from colleagues in a non-threatening environment. This agrees with research carried out by Lofthouse et al (2010a) that found that coaching was viewed favourably by the teachers who took part. Although school improvement was commented on by 1 teacher, Murray et al (2009) suggest that any claims that co-coaching leads to improved student achievement are subjective as there is very little data to support this claim.
Both headteachers stated in the interviews that coaching was at the early stages of development in their schools. Question 9 of the questionnaire asked the teachers how they felt that coaching could be developed within their schools with regards to CPD. The results are displayed in Table 1.2. 




Table 1.2- How can coaching be developed within your school?
	Number of respondents
	Type of responses

	6
	More opportunities for coaching.

	3
	Shared planning for lesson Observations.

	1
	Increase feedback given

	4
	Built into SIP/ Performance management.

	1
	Used to support LSAs as well

	1
	Replace formal observations.



The main response from teachers was that they would like more opportunities to participate in coaching sessions where they would be able to plan ideas for lessons and share different strategies. This re-enforces how positively they viewed coaching sessions within their schools. One response also included developing the coaching programme to include Learning Support Assistants’. This could be a way of developing a collaborative culture within the schools. Breffini (2017) suggests that professional development interventions are grounded in classroom practice and focus on specific skills that are linked to improvement in the classroom; therefore coaching could offers the answer to develop the professional growth of teacher assistants. Coaching she adds, provides an opportunity to improve the classroom experiences of the children by strengthening the skills of the teacher assistant. Therefore this could be a recommendation for both schools when developing a coaching culture within their schools.
Theme 4- Impact of coaching
The next theme that I identified from the data was the impact that coaching was having in both schools. Headteacher B discussed the importance of making sure that the coaching had a purpose and that coaching was not carried out for the sake of it. Both discussed the importance of sharing expertise within the school and Headteacher A discussed the advantages of using coaching over external courses with regard to being more cost effective. He also raised the issue that often a member of staff might go on a course but not actually follow up what they had learnt in the classroom or that the school might not have the resources needed. These finding are in agreement with Rhodes and Beneicke (2002) who discussed the uncertainty of the effectiveness of external courses as a method of raising standards within schools. By using coaching, Headteacher A argued that the school would have the resources to put into practice what had been learnt and he would be making use of the expertise in school. However, this approach could run the risk of becoming inward thinking, especially when dealing with a small number of teachers as was the case in this school. Guskey (1999) also warns that just because something is planned at school level it does not make it good and prevention needs to be taken to avoid peer coaching from becoming a ‘shared ignorance’.
In the questionnaires the teacher were asked to suggest the impact that co-coaching had on their practice. There were a range of responses that have been listed in the appendix (pages 67-69). The themes I identified were: professional development, reflection on practice, relationships with colleagues and school improvement. A percentage was calculated for each theme. 
Figure 1.6 -The impact of coaching on teachers’ practice.


Figure 1.6 shows that 40% of the responses given by the teachers were linked to their professional development, with teachers stating that they had developed expertise by learning new strategies and gained ideas by observing colleagues which was a direct result of participating in the coaching sessions. This was evident in the coaching session when Teacher 2 stated:-
‘What I really liked in your lesson was the way you got the children to come up with the success criteria and tell you what they needed to do and what equipment they needed to complete the task. I will definitely be using that idea for future lessons.’
Both headteachers stated that coaching was included in the school improvement plan and that the information gathered during coaching sessions was used to inform future sessions. Question 8 from the questionnaire asked the teachers how the information gathered would be used by the school. The results are as followed:-

Figure 1.7.- Responses for Question 8.


Figure 1.7 shows that the main theme identified was that of reflection. Teachers’ responses included the use of ‘What Went Well’ and ‘Even Better If’ record sheets that were used by the teachers to record their observations. Also the information gathered was used to update their own performance using the Gareth Coombes Continua (2013). Another prominent theme was the impact of coaching. Again, teachers responded by discussing how information gathered was fed into the school improvement plan and the school end of year review. Interestingly, two teachers did mention that it informed their performance management. This goes against research by Mullen and Kealy (2000) who argue that coaching is not authoritarian but instead an arrangement that encourages shared responsibilities and learning. If coaching is linked to performance management could it then discourage teachers from trying out new approaches, as suggested by Cordinley (2005). Also Murray et al (2009) state, co-coaching involves a mutual consultation between teachers of equal status, therefore using this process to inform performance management introduces an element of judgement which could, as suggested, by Gottesman (2000) do irreparable damage to the co-coaching process.
Both headteachers agreed that further work was needed with regards to evaluating how effective the coaching sessions had been, with Headteacher A stating that in future the school would be making further use the Gareth Coombes Continua (2013) so that they could be more specific about the impact it had made on teachers’ practice in the classroom. Headteacher B also discussed that they would normally take a base line observation, where teachers identify areas for improvement and in the follow up observation they would then expect to see that some of these areas had been addressed. 
Theme 5 - Training
The final theme that I identified from the data analysis was that of training. Both headteachers discussed the need for training and although both schools had systems in place they felt more was required. This was particularly the case when it came to entering into professional dialogue, especially regarding improvements that could be made. Headteacher B stated that initially the teachers would only comment on the positive aspect of the lessons they observed and were not comfortable giving suggestions for improvement. This would agree with research by Jewett and Macphee (2012), which discussed how teachers felt the need to use restraint so that they were not perceived as the person who knew all the answers and that peer teachers wanted to be seen as equal partners. Joyce and Shower (1982) stated that teachers must be taught how to give technical feedback, as this will keep the mind of the coach on the business of perfecting skills. Both headteachers felt the need to provide the teachers with questions or sentence starters taken from the Gareth Coombes Continua (2013). These, they stated, would enable the teachers to focus on what they were observing and make constructive comments. 
However, when the teachers were asked to respond to the statement ‘It is easy to provide constructive feedback to your coaching team’, the responses produced the following results:-

Table 1.3.  Results of Question 6.
	Strongly Agree
	Agree
	Neutral
	Disagree
	Strongly disagree

	4
	8
	0
	2
	0

	29%
	57%
	0%
	14%
	0%



Only 2 of the teachers disagreed with the statement. The reason for this could have been as stated in the Headteachers’ interviews, that by providing teachers with a list of sentence starters it enabled them to focus on certain aspects of teaching. Furthermore every teacher was aware that they had to make recommendation for future practice. From the analysis of the coaching conversations I was able to see that the focus of the lesson had been decided and planned collaboratively within the coaching teams. When I analysed the coaching conversation during the ‘learning walk’, they had a clear list of questions that they needed to ask about the learning environment. This careful planning and clear expectations could explain why teachers felt that it was easy to give feedback during these coaching sessions.
This positive response from the teachers about their ability to give constructive feedback contradicts the headteachers response that there needed to be more training, particularly when discussing ways forward. Headteacher B added that they felt that the teachers did not want to offend members of their coaching team by offering constructive feedback. Forde and O’Brien (2010) state that one of the problems of co-coaching was that feedback tended to be overwhelmingly positive. They also found that it was more beneficial for those observing than for the teachers being observed. Therefore, they suggest the process should be more about the teacher reflecting on their own practice and the use of feedback would then be omitted. ‘Question 7’ on the teachers’ questionnaire invited them to comment on the training they had received, in order to prepare them for their role as coach. Joyce and Shower (1982) suggest the importance of training when assisting coaching teams to give helpful feedback. Forde and O’Brien (2011) also agree that training is needed to develop a mentoring attitude and also adds that critical reflection skills are required as coaching should not just rely upon good relationships. The responses given by the teachers with regard to the training they had received were as follows:-

Table 1.4 – Responses given for Question 7.
	Number of respondents
	Responses given

	7
	Continua Self-Assessment toolkit

	2
	Outstanding teacher programme

	3
	Staff meetings

	1
	NPQH

	1
	GROW Model

	1
	SENCO meetings



The training method that the teachers had received mainly involved the use of the Gareth Coombes ‘Continua Self-Evaluation Toolkit’ (2013) that allows teachers to make judgements about their own or others’ teaching based on different sub-sections such as planning, classroom environment, lessons and assessment. The use of the continua was evident during the coaching conversation, when the teachers were carrying out a learning walk of the classroom environment. Other training method mentioned by the teachers were the use of the GROW Model Whitmore (2009) and training programmes, such as the outstanding teaching programme and the NPQH programme. What is evident from the data is that there is not one model that is consistent in both schools and that training for the teachers would often rely upon individual programmes that they had attended. While Lucocq (2015) argues that working with a single model is contrived, constrains thinking and allows little room for interpretation, Whitmore argues that using carefully structured questions will promotes a deeper awareness and encourages proactive behaviour. However what needs to be considered is whether all teachers should receive the same training regardless of which model they are using to ensure a consistent approach when carrying out coaching sessions.
In this chapter I have analysed the finding from both the qualitative and quantitative data collected and identified the main themes. Importantly, the culture of the schools played an important part in the success of coaching partnerships and the teachers’ ability to enter into professional dialogue with their colleagues. However, as discussed in the methodology in Chapter 3, as questionnaires offer little opportunity to check the answers given by the respondents and having analysed the data I would definitely have liked the chance to revisit some of the answers given, especially with regards to the training they received. This I felt needed further discussion, as I would have liked to find out if the teachers felt they had sufficient training rather than just listing the different training programmes they had attended. Conclusions drawn from the data will be discussed in detail in the next chapter.


Chapter 5: Conclusions and Recommendations
The aim of this research was to find out how teachers viewed co-coaching as a form of CPD in two primary schools. Through the analysis of the data gathered from the co-coaching conversations, headteachers’ interviews and the results gathered from the teachers’ questionnaires it was evident that both the headteachers and teachers had a positive perception of coaching as a form of CPD. This agreed with findings in the literature review where both Mullen and Kealy (2000) and Lofthouse et al (2010a) stated that teachers had a positive view and welcomed the opportunity to take part in coaching sessions. Although, both headteachers did state that coaching was in its early stages in their schools, both schools had systems in place which enabled teachers to plan, observe and evaluate teaching within a coaching set up.
The main finding from the study was how much the teachers valued the opportunity to take part in coaching sessions. Every teacher agreed that coaching was a positive form of CPD and that they had learnt new teaching strategies and developed ideas by observing their colleagues. The headteachers also viewed coaching positively, although Headteacher B did state that they had to make sure that coaching sessions were worthwhile and not as they stated ‘just doing it for the sake of doing it’ because Estyn would make judgements on collaboration within and across schools. Headteacher B added that it had to benefit the teachers and contribute to school improvement. The teachers all felt that they had benefited from their coaching sessions and valued the opportunity to see colleagues in a non-threatening environment. The Headteachers also suggested that it was a good opportunity to use expertise within their own schools and felt that the main benefit over external courses was that teachers were more likely to use the strategies they had learnt in their teaching. However the limitations of the using questionnaires was evident here as I was not able to find out whether the teachers, as stated by Snyder (2009), continued to use the strategies they had learnt after the coaching sessions, when the level of accountability had decreased.
Another finding from the research was that although the teachers had all taken part in coaching sessions within their school in the last year, this changed when it came to working with other schools. Hill (2013) suggested that ideally school to school working should be the norm with teachers and schools collaborating to share planning, lesson study and learning walks. This was one area that I could have explored further during the Headteachers’ interviews, as although they discussed how they felt this was an area that needed to be developed in order to make use of expertise within their own cluster of schools, we didn’t discuss how the headteachers made decisions on which teachers took part in coaching activities with other schools. From the teachers’ questionnaires it was evident that some teachers had never taken part in coaching sessions with other schools. Further questioning on this matter during the interviews would have enabled me to find out if, teachers were selected according to the subjects that they held responsibility for or could it be based upon personalities, as discussed by the headteachers when explaining how they set up coaching teams within their own school.
During this research I have developed a better understanding of the culture and thought process that goes into the setting up of coaching teams. Through the interviews with the headteachers, I became more aware of the significance of school culture and relationships between the teachers in the coaching set up. Although aware of how important it would be for the coaching teams to have a good working relationship I was not aware of the thought process the headteachers went through when setting up their coaching teams. This I felt was very important with regard to my own professional development as should I be in a leadership role in the future I would have a better understanding of important decisions made when choosing teachers to work together. I also felt that the fact the headteachers put so much thought into the coaching teams could be linked to the reasons that the teachers viewed coaching positively. 
Another key finding from the research was the fact that the majority of teachers did not find it difficult to enter into open and honest dialogue with colleagues. This goes against the findings of Lofthouse et al (2010a) which stated that teachers often used restraint when providing feedback. This lack of restraint was also evident in the coaching conversations as the teachers’ involved offered constructive feedback using the subheadings from the Gareth Coombes Continua (2013) for guidance. However the results from the teachers questionnaire and coaching conversations contradicts the data provided from the headteachers’ interviews, as one of the headteachers stated that initially the teachers did use restraint when providing feedback and would often neglect to provide the members of the coaching team with areas to develop. This led to the headteacher providing the teachers with sentence starters from the Gareth Coombes Continua that needed to be completed following each coaching session. Again this highlights the limits of the questionnaires because although it provided me with data on how the teachers felt about giving feedback to colleagues, it does not investigate whether this was the case initially as was suggested by headteacher B. Joyce and Shower (1982) argued that unless teachers were able to develop the skills of coaching, they had little chance of adding these skills to their armour. It was interesting therefore to see that the teachers in the study had all received training in some form, mainly in the use of the Gareth Coombes Continua. This meant that the teachers had ideas of good practice when observing lessons and carrying out learning walks. 
Whilst the teachers and headteachers had a positive view of coaching it was clear from the research that the coaching activities were very much controlled by the senior leadership team. All activities were planned by the senior leadership team and the use of sentence starters that the teachers used to provide their feedback ensured that it was very specific. What I did not discover from this research was how this was viewed by the teachers. Forde and O’Brien (2011) state that collaboration between teachers allows them to explore their teaching with greater confidence. Barkley (2005) also suggests it allows teachers to try different techniques without the fear of reprisal. If coaching activities are planned in such a structured way does that then allow the teachers to explore their teaching, especially if information gathered from the coaching sessions is shared with senior management? This runs the risk of the coaching process becoming too judgemental and not the reflective process that it should be. Also the suggestion by some teachers that coaching informed performance management would, according to Gottesman (2000), be detrimental to the coaching process. As argued by Mullen and Kealy (2000) coaching is not authoritarian but a healthy and viable mentoring arrangement.
The findings from this research will be shared with the headteachers and teachers from both primary schools that participated in the study making sure that individuals remain anonymous. As both headteachers discussed how coaching was at its early stages in their school and due to the fact that it has been viewed favourably amongst the teachers, the information in the study would enable the headteachers to develop coaching further and build upon the start that they have made in both schools. Although presently the coaching process is carefully structured one proposal for the schools could be, as suggested by Gottesman (2000), that teachers begin to take more ownership of the process and request help from each other on a voluntary basis. Another proposal could be to ensure that all the teachers have the opportunity to work with teachers from other schools because the results from the teachers’ questionnaires suggested that there were inconsistencies in this area. As stated by Hill (2013) and Donaldson (2015), school to school working should be normal practice for teachers, but as argued by one of the Headteachers, getting other headteachers to commit to coaching sessions was difficult mainly, as stated by Kruse (1999) because of the demands continually being placed on teachers. Also, Shannan et al (2016) adds coaching is a time intensive form of CPD. However, because of the positive way it was perceived by the teachers in the research it would be worth investing the time. A final recommendation could be for the schools to develop a coaching culture which encompasses all staff including LSAs. According to the recommendation by Breffini (2017), coaching develops the professional growth of teacher assistants because it is linked to classroom practice and focus on specific skills.
Through the undertaking of this research not only has it been interesting to find out how teachers viewed coaching as a form of CPD but also allowed me to consider how headteachers manage and set up coaching opportunities. This has been valuable with regard to my own professional development when considering my own leadership role within the school and future leadership opportunities that I may undertake. It has also made me evaluate and seek out further opportunities for coaching within my own school and with other schools. It has made me reflect upon my own teaching and allowed me to discuss problems and seek solutions with colleagues. Not only has this research given me a better understanding of coaching issues it has allowed me to improve my oral communication and given me the confidence to contribute to staff and departmental meetings. This will also allow me to research other educational issues when seeking my own professional development and promotional prospects.
The recommendations I would make following this research is that the findings are only true for the two primary schools that took part in the study and would not necessarily be the same for other schools. Therefore to find out the extent that teachers’ value coaching as a form of CPD I would need to collect data from a number of primary schools. Suggestions that I would make for further research would be to investigate further the role relationships play in coaching teams as both headteachers discussed how important this was. By setting up teams according to personalities could, as suggested by Carr et al (2005), limit the professional development of the teachers by not allowing them to experience the expertise of a range of staff. Further research could highlight the strategies the headteachers would use to deal with conflict if it occurred within the teams. All the teachers stated that it was a positive experience but if they had experienced conflict within their team it would be interesting to find out if they viewed the experience in the same way. During the headteachers’ interviews, areas that I could have explored further could have included how staff had been selected to participate in coaching activities with other schools.
For my analysis of the coaching conversation I wanted to see how the teachers entered into professional dialogue when discussing different aspects of their teaching and classroom environment. Another recommendation for further research would be that having highlighted the importance relationships plays in a coaching set up, it would have been interesting to observe the interaction between the teachers as they carried out their coaching conversations particularly how they might respond to recommendations for future development. This might enable me to find out more about the relationship between the teams. Also during the coaching conversations one of the initial themes that emerged was that of ‘evaluation’. This I felt I could have explored further especially as Guskey (1999) states, just because something is planned at school level it does not necessarily make it good. I could have investigated further the process the coaching teams used to evaluate the success the coaching sessions. Another area that I could have developed further was the teachers’ questionnaire. Many responses given by the teachers highlighted areas that needed to be explored further, such as how often had they been involved in coaching sessions with other schools and whether they felt the training they had received was sufficient to prepare them for their coaching role. Furthermore I needed to find out their thoughts about feeding back to the senior management team.
As stated by Murray (2009) the effectiveness of co-coaching is subjective and there is little supportive data to suggest improvement in pupil achievement, however both the headteachers and teachers in this research valued coaching as a form of CPD. Joyce and Shower (1982) add that when a coaching element is added to CPD most teachers were able to transfer skills learnt to their practice. Donaldson (2015) states that the introduction of the new curriculum in Wales will be enhanced if there is an increase in collaboration within and between schools, therefore schools need to continue sharing good practice. He adds that the recommendations of the review have major implications for teachers’ professional development.
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	Appendix


	Raw Data – Coaching conversation during the learning walk.

	Teacher 1

Teacher 2

Teacher 1




Teacher 2

Teacher 1





Teacher 2

Teacher 1


Teacher 2





Teacher 1



Teacher 1


Teacher 2




Teacher 1



Teacher 2

Teacher 1

Teacher 2



Teacher 1

Teacher 1




Teacher 2







Teacher 1


Teacher 2

Teacher 1


Teacher 2



Teacher 2

Teacher 1



Teacher 2


Teacher 1



Teacher 2



Teacher 1

Teacher 2






Teacher 1
	Shall we use bullet points?

Yes good idea.

Right start with is the classroom stimulating? Yes I think so. bright displays, children’s work, different areas of learning. You could have a challenge area or a MAT area.

Sounds good

Do displays change regularly?

Maths displays, children can use resources, displays updated termly. Big Maths on display.

Great anything to improve on?

Yes targets displayed for children to be independent in learning.

Yes I was thinking of having a target display. I’ve seen a nice one on-line that I wanted to use called reach for the stars. It had children’s handprint and they had written their target on the hand.

That’s a nice idea. I’ve seen something similar using footprint instead of hand and called steps to success. 

Next, are displays tidy. Definitely and there is a good balance of teacher and children work.

I would like to have a board where the children can display their independent work so it can be a talking point ‘Look what I did independently.


That’s a nice idea I’m thinking of something similar on along those lines. We’ll have to try and find some examples.

Is there evidence of bilingual labels?

Challenges, Cwtch Cymreag.

 A way forward here would be to make sure we have the dragon labels are on all display.

The children have been involved in writing and labelling resources
Is the classroom neat? I would say so. They know  where to put things

(Move to next classroom)

Right is classroom stimulating. I would say it is very stimulating because displays are colourful and children’s work celebrated. There is a good mixture of pupil work and teacher resources to aid learning. Areas of learning are clear and I like your wonder wall for challenges.

I wish I had more time to change and rotate challenges regularly for the children.

Are displays updated? 

Yes termly based on the topic. Big Maths changes weekly with ‘learn its’ for the week.

Are displays tidy? Definitely all work is mounted and labelled. A target could be to have a numeracy display.

Have you got individual targets?

I haven’t got room for a display so I have put group targets on the table. Look I’ll show you. What do you think?

That’s a really good idea because their targets will be the same. Cwtch Cymraeg?

I have a shared one with Reception in the middle area. I have limited space in the classroom.

That’s fair enough because that area is shared between the two classes so it’s good use of space.

Are resources clearly labelled?

All resources are clearly labelled and areas of learning. There are a range of displays and role play that enhances the children’s learning.
I must say your classroom is lovely. Bright and colourful.

It has taken time but I’m getting there especially as I’ve only been in here since September.
	



Recommendations for areas of learning.







Reflection on the learning environment.


Asking advice.

Sharing knowledge and skills.

Teachers share knowledge and skills.








Teacher reflecting on own practice.



Sharing ideas.



Collaboration to solve problems.


Using Continua self- evaluation sub headings to assess learning.

Offering a way forward.




Using Continua for assessing learning environment.



Positive feedback on learning environment.






Teacher reflecting on own practice.



Using Continua to assess learning environment.


Recommendations made to improve the learning environment.


Collaboration to solve problems.





Collaboration on problems encountered by the teachers and how they solved the problem.








Teachers share knowledge of the learning environment.
Celebrate and reflect on achievements









Coding
Blue – Teachers knowledge and skills
Yellow – Reflecting on practice.
Red – Use of Self-evaluation toolkit
Green- Collaboration to solve problems.



Initial Thematic Map from the Coaching Conversations Honest dialogue 
Sharing knowledge and skills.
Asking advice.
Self evaluation 
Reflect on the     learning environment.
Celebrate their own      achievements.
Reflection on practise

Share   expertise
Clear criteria helps teachers know what they are assessing.
Teachers offer professional advice.
Teacher knowledge and skills

Recommendation made on the learning environment
Recommendations
made on  the use of AFL strategies.
Reflect on lessons.
Gareth Coombes Continua
Evaluation
Teachers plan and      prepare together.
Working together to solve problems
Non threatening
Teachers positive
Collaboration to solve problems

























Suggest ways forward 
Sentence starters used to evaluate lessons.
Sentence starters used to evaluate lessons.
Suggest ways forward 

Interview Questions for Headteachers.
1. How beneficial do you find co-coaching as a form of Continuous Professional Learning? 
2. What impact has co-coaching had on teaching in your school? 
3. How do staff prepare for their coaching role? 
4. How do you think co-coaching can be developed in your school? 
5. Does coaching appear in the school improvement plan? 
6. Do teachers show an interest in being involved co-coaching in your school? 
7. How is the information gathered from coaching sessions used by the school? 
8. How co-coaching evaluated in your school? 
9. Are teachers able to enter into professional dialogue with their colleagues?
10. How are coaching teams set up in your school?


Raw Data -Headteacher 1 Interview
	How beneficial do you find co-coaching as a form of continuous professional learning?
















What impact has co-coaching had on teaching in your school?















How are staff prepared for their coaching role?

What training do they get that allows them to be able to enter into professional dialogue for example how would they respond if they saw something they didn’t think went as well when observing another teacher?






How do you think coaching can be developed in your school?

















Does coaching appear in the school improvement plan?






Do teachers show an interest in being involved in co-coaching in your school?
















How is the information gathered from coaching sessions used by the school?














How is co-coaching evaluated in your school?









How are coaching teams set up in your school?
	The best people to ask for that is the teachers. From a headteacher’s point of view it is very beneficial as it reduces cost, we don’t need to get supply teachers and we make use of the expertise within the school. Also if we were looking at developing ICT we would be using equipment we have in the school rather than going on a course and finding out we don’t have the equipment or have to purchase it. Coaching allows us to tap into expertise within the school continuously with resources we are familiar with.



I would say at the moment we are at the early stages and that there hasn’t been a huge impact on teaching. Also I feel that at the moment we are developing relationships between triads and staff so that they feel comfortable watching each other teach. The main way that we could find out the impact would be to look at the continua self-assessment evaluation toolkit to see how teachers feel they have developed. It this stage I don’t know if it has had an impact or changed teaching its more about relationships.

That’s a difficult one.


That is something that needs to be developed. At the moment before staff observe each other they prepare together and plan together so that when they go to watch a lesson each member of the triad has clear expectations about what is expected. We also make sure there is a protocol about being professional which every member of staff receives before any observations take place.


I think it can go a lot further not only sharing expertise when you see someone doing something well but I think we need to do more with the cluster. I think it would have huge potential in the cluster if we shared expertise. To often staff go on courses they might get a file but come back to school and the file sits on the shelf They don’t do anything with it. It would be good if all the Year 2 teachers could get together and share practise not just in moderation but at other times as well. It needs to be given time to free up teachers so that staff are not overburdened.


It has done and it will this year as I have two members of staff working on growth mind set with  members of staff in our family of schools. What they do will be rolled out to the rest of the staff.


I think to begin with people were wary and there was a degree of uncertainty but after the event 99% of the people were positive and enjoyed watching others teach. Also they enjoyed looking at different year groups. I think they can gain lots and found it non-threatening especially if we look at areas of expertise and training to dealing with those difficult conversations. We need to look at ways of turning negatives into positives. It helps having clear criteria to make the coaching role easier and it becomes subjective.


Staff record observation on ’What Went Well’ and ‘Even Better If’ sheets. They are gathered up and looked at by the senior management team. We look to see if themes for improvement crop up in Foundation Phase and KS2. Also our system leader picked up in his lesson observations that Assessment for Learning strategies were not used consistently so we made this a focus for our lesson observations and mapped AFL across the school.


At the moment there is no formal evaluation only the in information gathered from the ‘What Went Well’ sheets. We need to use the continua more in depth and allow staff to consider what their needs are. Also to give staff the opportunity to share what they have seen.


In the Foundation Phase they are age based. Nursery and Reception worked together, Year 1 and Year 2. In KS 2 I had to look at personalities. Who would work best with who, who could take being advised by who.
	
Coaching was beneficial.



Using expertise




External courses don’t always have resources back at school.







Developing relationships







Use continua to measure impact.










Staff plan and prepare together.



Clear expectations.


Protocol for observations.




Needs to be developed further



More work with cluster schools.


External courses don’t follow up in classrooms.








Appears on the school Improvement plan.







Majority of teachers were positive about coaching.




Non- threatening.



Clear criteria helps deal with difficult conversations.





Information recorded and shared with senior management team.





Information used to inform future coaching lesson observations.






No formal evaluation.



Develop the use of the continua self-assessment toolkit.



Teams set up according age groups taught and personalities.



Code
Red –     Evaluation
Green-   Developing relationships
Yellow- Impact on practice
Blue     - Training


Initial themes from headteachers interviewsDeveloping
 relationships
Teachers positive
Non threatening
Managing staff who can work well together.
Teachers plan and      prepare together.
Evaluation
Baseline      judgement.
Gareth Coombes Continua
Feeds into School Improvement Plan.
Need to do more with   cluster schools.
Information gathered used to inform future coaching sessions.
More effective than external courses.
Cost effective
Training
Need to do more
Sentence starters used to evaluate lessons.
Difficult to get teachers to comment on ways forward.
Clear criteria helps teachers have difficult conversations.
Using  expertise in school.

Impact on practise.
Hasn’t had huge impact yet still in the early stages.
Has to have a purpose.
Self evaluation 
Resources in school.























COACHING QUESTIONNAIRE
Please tick one.
	1.Male
	

	                Female
	



2. How long have you been teaching?
	0-5 Years
	

	6-10 Years
	

	11 -15 Years
	

	16-20 Years
	

	21+ Years
	

	
	



3. Have you taken part in any coaching sessions within your school in:-
	The last 6 months.
	

	The last 6-12 months.
	

	The last 18 months.
	

	The last 2 years.
	

	Not taken part any.
	

	
	



4. Have you taken part in coaching with other schools?
	The last 6 months.
	

	The last 6-12 months.
	

	The last 18 months.
	

	The last 2 years.
	

	Not taken part any.
	

	
	



5. Coaching is beneficial as a form of Professional Development. 
	Strongly agree

	Agree
	Neutral
	Disagree
	Strongly disagree



Please explain your reason.

	

	



6. It is easy to provide constructive feedback to your coaching team.
	Strongly agree

	Agree
	Neutral
	Disagree
	Strongly disagree



7. What training did you receive in order to prepare you for your role as coach?

	

	



8. How is the information gathered from coaching sessions used by the school?

	

	

	



9. How do you think co-coaching can be developed in your school?

	

	

	



10. What impact has co-coaching had on your practise?


	

	




THANK YOU FOR COMPLETING THIS QUESTIONNAIRE
NAME AND ADDRESS OF RESEARCHER:

Alison Rees
c/o Supervisor Dr Jill Morgan
UWTSD
Swansea Campus
Responses from questionnaire
Question 5 –How is coaching beneficial as a form of professional development?
	
	
	

	No.
	Responses given
	

	1
	Helped me develop as a teacher.
	p

	2
	Sharing ideas.
	c

	3
	Sharing teaching strategies.
	c

	4
	Viewing good practise.
	p

	5
	Important to observe others.
	c

	6
	Supportive development tool.
	r

	7
	Reflective tool.
	r

	8
	Effective personal development process.
	c

	9
	Professional dialogue.
	c

	10
	Realistic targets.
	i

	11
	Non-threatening environment.
	s

	12
	View good practise in action.
	p

	13
	Good to see others teach.
	p

	14
	Good to see others prepare activities.
	p

	15
	Develop myself as a teacher.
	p

	16
	Having co-coaching conversations.
	c

	17
	Learnt new strategies.
	p

	18
	Leaning new strategies from colleagues.
	p

	19
	The atmosphere is support and constructive.
	s

	20
	Good to see different age groups being taught.
	p

	21
	Awareness of strengths in the school.
	s



	Themes
	codes
	

	Collaboration
	c
	

	Professional development
	p
	

	Reflection
	r
	

	School culture
	s
	

	school improvement
	i
	

	
	
	

	
	
	

	Collaboration
	6
	29%

	Professional development
	9
	43%

	Reflection
	2
	10%

	School culture
	3
	14%

	school improvement
	1
	5%

	Total
	21
	100%



Question 8
How is the information gathered from coaching sessions used by the school?
	
	

	Responses
	Codes

	Information recorded on www and EBI Sheets.
	r

	Information analysed by senior managements.
	r

	Update Continua.
	r

	Shared in staff meetings.
	c

	Good features recorded on WWW Sheets.
	r

	Lesson observations.
	p

	Shared good practise.
	p

	Learning walks.
	c

	Feed into staff meetings.
	t

	Feed into SIP
	i

	Information recorded in graphs.
	i

	For staff training.
	t

	Triad lesson observations.
	c

	Record observations from coaching on What Went Well Sheets.
	r

	Don't Know.
	r

	Feed into school improvement planning.
	i

	Information used to inform SER.
	i

	Questionnaires used to review impact.
	i

	Lesson observations used to measure impact.
	i

	Linked with progress towards performance management.
	i

	Inform performance management
	t

	Recorded on WWW and EBI sheets.
	r

	Update Continua self assessment toolkit.
	r

	Shared feedback.
	r

	
	



	Themes
	
	
	Codes
	

	Collaboration
	
	
	c
	

	Professional development
	
	
	p
	

	Impact of coaching
	
	
	i
	

	Training
	
	
	t
	

	Reflection
	
	
	r
	

	
	
	
	
	

	
	
	
	
	

	
	
	
	
	

	Collaboration
	
	
	3
	13%

	Professional development
	
	
	2
	8%

	Impact of coaching
	
	
	7
	29%

	Training
	
	
	3
	13%

	Reflection
	
	
	9
	38%

	Total
	
	
	24
	100%



Question 10 
What impact has co-coaching had on your practise?
	No.
	Responses
	
	
	codes

	1
	Developing as a teacher
	
	
	p

	2
	Learning new strategies
	
	
	p

	3
	Gaining ideas through coaching conversations
	p

	4
	positive effect
	
	
	r

	5
	Awareness of strengths
	
	
	r

	6
	developing relationships with colleagues
	e

	7
	identifying expertise in the school
	
	i

	8
	Taking part in coaching with other schools
	p

	9
	More reflective
	
	
	r

	10
	more proactive
	
	
	p

	11
	Raised confidence
	
	
	e

	12
	helped my support peers
	
	
	r

	13
	Helped inform SIP
	
	
	i

	14
	Improved standards of professional development
	p

	15
	helped improve standards
	
	
	i

	
	
	
	
	



	Themes
	
	
	codes
	

	
	
	
	
	

	Reflection
	
	
	r
	

	Relationships
	
	
	e
	

	school improvement
	
	
	i
	

	Professional development
	
	p
	

	
	
	
	
	

	
	
	
	
	

	Proportions
	
	
	
	

	Reflection
	
	
	4
	27%

	relationships
	
	
	2
	13%

	school improvement
	
	
	3
	20%

	professional development
	
	6
	40%

	Total
	
	
	15
	100%
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Participant Identification Number:p133125

SPARTICIPANT INFORMATION SHEET
PROJECT TITLE: To what extent can co-coaching help contribute to teachers CPD?


Dear Participant: 

My name is Alison Rees and I am studying for a MA(Ed) at UWTSD.

I would like to invite you to participate in my research project. This project will investigate the extent co-coaching contributes to Continuous Professional Learning and aims to find out the value teachers place on it.

Attached to this letter is a short questionnaire which will assess teachers’ opinions of co-coaching as a form of CPD. I believe your opinions will be opinions will be valuable and interesting when gaining an insight into how teachers view co-coaching. 
 
Through your participation in the questionnaire, I hope to ascertain how co-coaching is carried out in a primary school and whether teachers feel they are equipped to carry out a coaching role. 

All questionnaires will be kept strictly confidential to the researchers involved and at NO time will individual questionnaires be released to the general public. This gives you a chance to express your views on your programme a confidential and anonymous forum and still be able to make a difference. Your participation in this study is completely voluntary so you can withdraw from the questionnaire at any stage. 

Our questionnaire should take about 15 minutes to complete, but there is no time constraint. There are also no right or wrong answers. Attached to this letter along with the questionnaire is consent form. As this is a new project, your feedback is also important to us and we would be much obliged if you could also complete the feedback sheet along with the questionnaire. We understand that your time is at a premium but your opinions are very valuable to us. 

After careful and precise analysis of the data obtained from this questionnaire, I will be happy to provide you with a copy of the findings at your request. The results of this questionnaire will hopefully enhance my understanding of co-coaching in a primary school and will be stored on encrypted pendrive. The results of the research will be fed back to participants in an overview of the data gathered.

We thank you in advance for your time and participation. If any questions do arise, feel free to contact me at your convenience. 

Yours Sincerely

Alison Rees


How often teachers had taken part in coaching sessions
Less than 6	 6-12 months	12-18 months	2 Years	Not taken part	12	11	0	0	0	Less than 6	 6-12 months	12-18 months	2 Years	Not taken part	4	1	2	2	5	Question 5 How is coaching benefical as a form of Professional Development?
Collaboration	Professional development	Reflection	School culture	school improvement	6	9	2	3	1	Themes
Number of responses
Impact of co-coaching on practise
Reflection	relationships	school improvement	professional development	0.26666666666666666	0.13333333333333333	0.2	0.4	Question 8 How is the information gathered from coaching sessions used be the school?
Collaboration	Professional development	Impact of coaching	Training	Reflection	0.125	8.3333333333333329E-2	0.29166666666666669	0.125	0.375	Number of years teaching experience
 0-5	 6-10	 11-15	 16-20	21+	1	2	5	4	2	Number of years teaching experience
Number of teachers
54
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