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Abstract

There is growing acceptance that large-scale educational reform is needed to meet the challenges of the 21st century. The
contribution that coaching can make in these settings has been the focus of recent discussions and research. Much of the research
comes from the UK, USA and Australia, and these will be reviewed to provide an overview of some of the approaches that have
been used. A systematic literature search has been done using the keywords “coaching” and “education”, followed by a manual
search based on references. Articles, books and reports were read in order to extract the most relevant and the most interesting
studies. There is an emerging evidence-base that coaching is a powerful tool to support learning and development for students,
teachers, school leaders and their educational establishments. A variety of coaching approaches have been used successfully.
These approaches are outlined: behavioral coaching, solution-focused coaching, cognitive and cognitive-behavioral coaching,
instructional coaching, executive coaching, peer coaching, and positive organizational leadership. The coaching approaches are
also reviewed based on their focus on the three main educational actors: students, teachers, and school leaders. The contributions
made by positive psychology for creating learning cultures within schools are also reviewed. All coaching approaches can
provide valuable contributions, but ultimately school improvement will fail if coaching remains on an individual level. Therefore,
systems of collective and collaborative learning are necessary to generate a collective learning culture.
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1. Background and purpose of the study

There is growing acceptance internationally that large scale educational reform is needed to meet the challenges
of the 21st century. Educational establishments need to provide young people with the skills and competencies
needed to succeed and flourish in this rapidly changing world. The conventional transmission model of education is
being called into question, as indeed are the focus and outcomes of education. While academic achievement is and
should remain an important facet of education, a more holistic approach to education is being called for (Seligman,
2004; Cohen, 2006; Huitt, 2011). As coaching is “a holistic multifaceted approach to learning and change”
(Skiffington & Zeus, 2003, p. 30), it has a key role to play in education: in the classroom, in the professional
development of key actors in the educational system, and in the creation of learning cultures.

While schools and universities are by no means the only social institutions responsible for educating, this paper
focuses on these and the contribution that coaching can make in these settings. Much of the research comes from the
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UK, USA and Australia and these will be referred to provide an overview of some of the approaches that have been
used. A systematic literature search has been done using the keywords “coaching” and “education”, followed by a
manual search based on references. Articles, books and reports were read in order to extract the most relevant and
the most interesting studies.

2. Critical review of the coaching approaches

Coaching is a powerful tool for personal change and learning. At the core of the coaching approach is the
facilitation of learning using active listening and inquiry and providing appropriate challenge and support. There is
already a shift in the teacher role in educational settings from instructor to facilitator (Griffiths, 2005) using a
coaching Socratic approach wherein teachers are beginning to help students “to learn rather than teaching them”
(Whitmore, 2002). Coaching aims to support the development of students, teachers, school leaders and the
educational institutions of which they are part.

Several coaching approaches have been used successfully. While they are listed separately below, they are often
combined to take a blended approach.

2.1. Behavioral coaching

Behavioral approaches are underpinned by a goal focus and action-orientation, and problem-solving models such
as GROW (Alexander & Renshaw, 2005) and TGROW (Downey, 2003), are used extensively in educational
settings and it is the coaching approach advocated by the UK education sector (Creasy & Paterson, 2005).
Behavioral coaching is easy to teach and learn, and is therefore able to be used by students (Passmore & Brown,
2009), teachers (Campbell & Gardner, 2005; Green et al., 2007) and school leaders (Simkins et al., 2006). There is
evidence that behavioral coaching works (Grant, 2001) for school students to decrease exam anxiety and increase
test performance, and for undergraduate students for managing stress (Short, Kinman, & Baker, 2010). The
behavioral approach is criticized for not taking sufficient account of cognitive-emotional factors, unconscious
material and the systemic features impacting learning. Many authors (Grant, 2001; Passmore, 2006; Palmer &
Szymanska, 2007) advocate for a blended approach which includes cognitive and/or cognitive-behavioral
approaches, as learning can often been blocked due to unhelpful beliefs or thinking errors. These approaches are
more sophisticated and require more extensive training and may therefore be less accessible to all actors within the
education system.

2.2. Solution-focused coaching

Solution-focused coaching is easily learnt and can be widely used by all actors in the education system and has
been used successfully in blended approaches to developing life-skills. It empowers coachees to draw upon their
own resources in developing solutions to problems. Solution-focused coaching has been criticized for being too
simplistic when problems are complex, or superficial in the sense that underlying problems may not be addressed
and for these reasons long-term learning and sustained change may not occur. However blended with other
approaches, it has been shown to enhance students’ problem-solving skills, coping skills, resilience, well-being,
study skills and learning goals achievement as well as decreasing depression (Campbell & Gardner, 2005; Green et
al., 2007).

2.3. Cognitive and cognitive-behavioral coaching

Cognitive-behavioral approaches which focus on emotions and behaviour looking at links and causalities can
help build psychological resilience, enhanced performance, increased well-being and reduction in stress (Palmer &
Szymanska, 2007). Cognitive coaching, which emphasizes reflection, self-analysis and self-evaluation is used to
assist teachers to examine their thinking behind their teaching practices (Costa, 1992; Costa & Garmston, 2004).
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2.4. Instructional coaching

Instructional coaching is a specialist and content-based approach which has been shown to be effective in
supporting teachers’ professional development and higher student outcomes (Cornett & Knight, 2009; Joyce &
Showers, 1987; Knight, 2009; Vogt & Rogalla, 2009). Instructional coaching and coaching initiatives based on this
model have been used in the USA, e.g. Pathways to Success (Knight, 2004a), PAHSCI Project (Brown, 2006),
Passport to Success (Knight, 2007b), Literacy Collaborative (Rebora, 2012), and are delivering promising results for
teacher development and ultimately student achievement. They are effective but are complex to implement as they
rely on multiple stakeholders, e.g. national and local government, school culture, principals, and teacher uptake to
ensure they are effective. Coaches require extensive training (usually about one year) and ongoing continuous
development, and the programs are costly to implement (Fullan & Knight, 2011; Rebora, 2012).

2.5. Executive coaching

Executive coaching or coaching for educational leadership that supports head teachers, principals, and teachers
transitioning into management roles as stand-alone interventions or integrated into wider continuing professional
development (CPD) programs are in use around the world (Leithwood & Jantzi, 2006; Simkins, Coldwell, Caillau,
Finlayson, & Morgan, 2006, Bush, Kiggundu, & Moorosi, 2011).

2.6. Peer coaching

Peer coaching is also present in educational settings and takes two broad forms. Reciprocal peer coaching
between pairs of teachers, and the instructional coaching approach (Knight, 2004a; Kowal & Steiner, 2007) cited
above, which supports teachers in implementing research-based teaching practices. These coaching relationships are
characterized by equal relationship involving modeling, observation, feedback, reflective dialogue, and classroom
practice.

2.7. Positive organizational scholarship

Positive psychology and particularly positive organizational scholarship (Cameron, Dutton, & Quinn, 2003) have
yielded coaching approaches aimed at supporting change at individual, group, and organizational levels, e.g.
appreciative inquiry (Cooperrider & Srivastra, 1990), appreciative coaching (Lewis, Passmore, & Cantore, 2008),
and strengths-based coaching (Madden, Green, & Grant, 2011). The focus is on a more holistic view of education
building on the strengths of the individual or the system, and developing skills that go beyond the traditional
academic subjects to enhance wellbeing. Indeed more wellbeing “is synergistic with better learning” (Seligman,
Ernst, Gillham, Reivich, & Linkins, 2009), so creating a virtuous learning cycle. Projects such as the Geelong
Grammar School Project (GCS) in Australia and the Pennsylvania Resilience Program (PRP) in the USA have
delivered excellent results. These again are big initiatives, with multiple stakeholders and are costly and complex to
implement.

As discussed above, a variety of coaching approaches are in use in educational settings, and there is a growing
evidence-base emerging that coaching is valuable. There appear to be two broad strands. The first is the more
“traditional” coaching approach where the coach does not need to have specialist knowledge of teaching practices
and educational setting specificities, and the second is highly specialized in terms of content, educational substance
and leadership for learning. Both approaches have valuable contributions to make in educational settings.

3. Application of coaching approaches to main educational actors

3.1. Coaching for teachers
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Teachers’ practices in the classroom are the greatest predictor of student achievement (Knight, 2009; Bush,
2009). Focusing on supporting teachers’ professional development will therefore have the most significant impact
on student outcomes. Research shows that coaching is an effective strategy for ongoing teacher development (e.g.
Cornett & Knight, 2009; Joyce & Showers, 1987; Knight, 2009).

Peer coaching or mentoring has been said to be a powerful way to transfer learning in teacher professional
development (Shower & Joyce, 1987). Developmental coaching for teachers needs to rely on both peer and
specialist support. ”Collaborating with colleagues to sustain commitment to learning and relate new approaches to
every day practice; and seeking out specialist expertise to extend skills and knowledge and to model good practice”
(Cordingley, 2005).

In the UK, the National Framework makes references to mentoring, specialist coaching and collaborative
coaching as ways to do this. Collaborative coaching typically involves dyads or triads of teachers who come
together to share experiences and practices, reflection, offer support, feedback and encouragement. The practice
allows internalized knowledge and experience to be shared. As dialogue by itself does not bring about effective
development, active experimentation with class room practice is also a vital ingredient to building learning cultures
that support risk-taking and innovation. Specialist coaching reinforces these aspects and supports the development
of specific teaching competencies and strategies and their implementation in the classroom.

Instructional coaching focuses on providing a comprehensive framework for instructional excellence in four
areas: classroom management, content planning, instruction and assessment for learning (Knight, 2009).
Instructional coaching is directed toward individual teachers in their own classroom and has been shown to have a
positive impact on attitudes of teachers, increases in skill transfer and implementation of new strategies in the
classroom, increased feelings of teacher-efficacy, as well as improved student achievement. In Switzerland, science
education teachers who received individualized content-focused coaching in their own classrooms increased their
adaptive teaching competency with regard to planning and their students showed higher learning outcomes
compared to the control group (Vogt & Rogalla, 2009). From these selected examples, instructional coaching and
contents-based approaches to teacher development get results. They are most successful when certain conditions are
met; where there is equality of partnership and mutual learning between coach and coachee, where learning and
development are supported and lead by school leaders, where teachers participate on a voluntary basis, where
sufficient time is allowed for the activity, where there is quality dialogue and reflective space, and where the
coaching is embedded within the school system and closely related to the real-time needs and practices of the
teachers in their classrooms.

Peer coaching, both expert coaching and reciprocal coaching, are also an effective way to develop pre-service
teachers (Lu, 2010). Peer coaching for pre-service teachers has been shown to improve instructional skills
(Hasbrouck, 1997; Mallette et al., 1999; Bowman & McCormick, 2000), enabled student teachers to focus on
student learning rather than techniques for class room management (Jenkins et al., 2002), improved student learning
outcomes (Mallette, Mabeady, & Harper, 1999), improved teacher professionalism (Hasbrouck, 1997), and
increased teacher accountability and commitment (Ovens, 2004).

3.2. Coaching for school leaders

Accountability pressures on school leaders are growing in many countries. Expectations of government, local
communities, parents and wider public add to the complexity of leading in educational contexts. “Only principals
who are equipped to handle a complex, rapidly changing environment can implement the reforms that leads to
sustained improvement in student achievement” (Fullan, 2002). Educational leadership has its specificities and as
with teacher professional development, coaching for school leaders similarly requires developmental, specialist and
collaborative coaching approaches (Duncan & Stock, 2010).

There is emerging evidence that high quality leadership makes a significant difference to school improvement
and student learning outcomes (Leithwood, Day, Sammons, Harris, & Hopkins, 2006; Bush, 2009). While
classroom teaching has the most important impact on student learning, school leadership comes a good second.
Likewise “the development of leadership talent throughout institutions of higher learning is fast becoming a
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strategic imperative” (Hill, 2005). Though there is not a large body of evidence for coaching effectiveness for higher
education leaders, coaching programs have been found to have been useful (Wilkes & Telfair, 2008).

More often than not, leaders in schools and higher education are teachers or lecturers who have moved into
leadership roles. This transition requires preparation and development (Bush, 2006). In England, the National
College for School Leadership (NCSL) was established in 2000 to drive national focus for enhancing leadership
development in schools. Coaching is integrated into many of the national leadership programs such as the Leading
from the Middle (LftM) and the National Professional Qualification for Headship (NPQH) (Simkins et al., 2006).

For more specialized educational leader development, Oakland district established a leadership coaching
department and a Transformational Leadership Coaching Team comprised of former teachers with coaching or
administration experience, to support school leaders in their own development and in school improvement (Aguilar,
Goldwasser, & Tank-Crestetto, 2011). At schools supported, the Academic Performance Index rose by an average of
74 points per year where the average growth in Oakland in 2009-10 was 26 points, and led to a significant reduction
in turnover of effective teachers and a reduction in principal turnover.

Coaching for school leaders is vital, not only to develop individual leadership capacity, but equally as systems
leaders. Effective educational leaders create environments which foster capacity development and reinforce and
sustain ongoing learning. School leadership has an important influence on the likelihood that teachers will change
classroom practices, and leaders who work with teachers can significantly influence their instructional practices,
which in turn increases student learning (Supovitz, Sirinides, & May, 2010).

3.3. Coaching for students

Coaching has been applied successfully with students by coaches, teachers and student counselors, and also by
students coaching students showing promising results.

The Sandwell project in the UK (Passmore & Brown, 2009) used a behavioral goal-focused model over 3 years
with 18 schools with over 500 students (15 & 16 year olds). Academic coaches were recruited from a pool of newly
qualified graduates interested in teaching but with no teaching qualification and were trained in coaching skills,
problem solving, learning and group behavior. Outcomes were increased hope and enhanced examination
performance for participating students. In addition, Sandwell’s performance improved above local and national
trends. In Australia, solution-focused cognitive behavioral life-coaching for senior high-school students (Campbell
& Gardner, 2005; Green et al., 2007) was delivered by school counselors in the first instance, and by teachers
trained in coaching techniques in the second. The coaching enabled the development of students’ coping skills and
resilience, increased well-being, cognitive hardiness and hope, decreased levels of depression, and the development
of study skills and personal learning goals which contributed to enhanced performance.

Life coaching by student peers has also been shown to have the potential to enhance skills and personal
development of students, and to help them manage stress. Students in secondary school and at university are under
considerable stress (Green et al., 2007; Roussis & Wells, 2008). Coaching to help manage stress is important as it
can impact academic performance. Peer coaching third year undergraduate psychology students (Short et al., 2010)
was shown to be a moderately helpful in managing stressful times and is a practical and low-cost method. Evidence
has also shown that there are benefits for the peer coach as well as the coachee in terms of enhanced socio-emotional
skills and improved interpersonal skills (Ladyshevsky, 2006; Laske, 2006; Spaten & Hansen, 2009). Attempts have
also been made to develop peer coaching skills in primary school children (Briggs & van Nieuwerburgh, 2010), and
are promising avenues for further research.

Positive psychology has a valuable contribution to make in educational settings (Seligman & Csikszentmihalyi,
2000). The focus is on identifying and nurturing what students value and are good at, helping them find ways to
optimize their strengths, and helping them find niches where they can live out their strengths, and to provide them
with life-skills that will enable them to succeed throughout life. Evidence-based coaching has been used as a
methodology to apply positive psychology research, and has been shown to enhance wellbeing, facilitate goal
attainment and foster purposeful positive change. Evidence-based strengths coaching has been used with male
primary school students using The Youth Values in Action survey (for character strengths) yielding increases in
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self-reported levels of engagement and hope (Madden et al., 2011). Wider large scale positive psychology
interventions such as the Geelong Grammar School Project (GCS) in Australia and the Pennsylvania Resilience
Program (PRP) in the USA are examples of how the use of a coaching methodology can bring about enhanced
learning and well-being throughout an educational system (Seligman et al., 2009).

4. Conclusion: Systems of collective and collaborative learning

Fullan and Knight (2011) posit that school improvement will fail if coaching remains on an individual level.
They call for coaches to be system leaders and change agents. One-to-one coaching interventions for educational
leaders, teaching staff and students can begin to instill coaching cultures in educational settings as from a systemic
perspective; change in one part of the system creates change in another (Srivastra & Cooperrider, 1990). A culture
for learning occurs when the elements that make one-to-one coaching effective are transferred into the practices of
the educational institution.

Generating learning cultures involves building collective understanding and motivation. Appreciative Inquiry
(AI) has been shown as a useful methodology in this respect as it encourages participants to focus on what is
working and where a system’s strengths are in order to build upon and grow these (Lewis et al., 2008; van
Nieuwerburgh, 2012). The Al methodology has the additional advantage that it can bring diverse groups of actors
(students, leaders, teachers, parents, local authorities, social support actors) together to share ideas and create
collective learning and direction.

A recent report (Mourshed, Chinezi, & Barber, 2010, cited in Fullan & Knight, 2011) which studied school
systems that had gone from great to excellent found that these had focused primarily on professional learning (78%).
It makes sense then to focus on professional learning of all actors in the educational system and the authors conclude
that once teacher capacity reaches a certain level, collaborative peer learning becomes the most powerful source of
continuing learning and innovation. School leaders and coaches have an important role to play in creating these
learning cultures and linking them to the wider system.

Positive psychology with its focus on educating the whole child and building competencies for life (e.g. building
hope and optimism, the capacity for self-direction and self-determination, risk-taking and future-mindedness,
interpersonal skills, insight and perseverance, civic responsibility and work ethic), in addition to academic subjects
may not yet be the current educational model in many schools, and further research will be needed.

References

Aguilar, E., Goldwasser, D., & Tank-Crestetto, K. (2011). Support principals: transform schools. Educational Leadership, 69, 70-73.

Alexander, G., & Renshaw, B. (2005). Supercoaching. London: Random House.

Bowman, B. L., & McCormick, S. (2000). Comparison of peer coaching versus traditional supervision effects. The Journal of Educational
Research, 93, 256-261.

Briggs, M., & van Nieuwerburgh, C. (2010). The development of peer coaching skills in primary school children in years 5 and 6. Procedia -
Social and Behavioral Sciences, 9, 1415-1422.

Briggs, M., & van Nieuwerburgh, C. (2011). Ways of working. Coaching: An International Journal of Theory, Research and Practice, 4, 163-
167.

Brown, D., Reumann-Moore, R., Hugh, R., du Plessis, P., & Christman, J. B. (2006). Promising inroads: Year one report of the Pennsylvania
High School Coaching Initiative. Philadelphia, PA: Research for Action.

Bush, T. (2009). Leadership development and school improvement: contemporary issues in leadership development. Educational Review, 61,
375-389.

Bush, T., & Oduro, G. (2006). New principals in Africa: preparation, induction and practice. Journal of Educational Administration, 44, 359-375.

Bush, T., Kiggundu, E., & Moorosi, P. (2011). Preparing new principals in South Africa: the ACE School leadership programme. South African
Journal of Education, 31, 31-43.

Cameron, K., Dutton, J., & Quinn, R. E. (Eds.) (2003). Positive organizational scholarship. San Francisco: Berrett-Koehler.

Campbell, M. A., & Gardner, S. (2005). A pilot study to assess the effects of life coaching with Year 12 students. In M. Cavanagh, A. Grant, &
T. Kemp (Eds.), Evidence-based coaching (pp. 159-169). Brisbane: Australian Academic Press.

Cohen, J. (2006). Social, emotional, ethical, and academic education: Creating a climate for learning, participation in democracy, and well-being.
Harvard Educational Review, 76, 201-237.



1388

Mary Devine et al. / Procedia - Social and Behavioral Sciences 93 (2013) 1382 — 1389

Cooperrider, D., & Srivastva, S. (1987). Appreciative inquiry into organizational life. Research in Organizational Change and Development, 1,
129.

Cordingley, P. (2005). The role of mentoring and coaching in teachers’ learning and development. Education Review, 18, 68-74.

Cornett, J., & Knight, J. (2009). Research on coaching. In J. Knight (Ed.). Coaching: Approaches and perspectives (pp. 192-216). Thousand
Oaks, CA: Corwin Press.

Costa, A. L. (1992). An environment for thinking. In C. Collins & J. N. Mangieri, (Eds.), Teaching thinking: An agenda for the 21st century (pp.
169-181). New Jersey: Lawrence Erlbaum.

Costa, A. L., & Garmston, R. J. (1994). Cognitive coaching: A foundation for renaissance schools. Massachusetts: Christopher-Gordon.

Creasy, J., & Paterson, F. (2005). Leading coaching in schools. Nottingham: National College.

Downey, M. (2003). Effective coaching. London: Texere.

Duncan, H. E., & Stock, M. J. (2010). Mentoring and coaching rural school leaders: What do they need? Mentoring & Tutoring: Partnership in
Learning, 18,293-311.

Fullan, M. (2002). Leadership and sustainability. Principal Leadership, 3, 14-17.

Fullan, M., & Knight, J. (2011). Coaches as system leaders. Educational Leadership, 69, 50-53.

Grant, A. (2001, June). Coaching for enhanced performance: comparing cognitive and behavioural approaches to coaching. Paper presented at
the 3rd International Spearman Seminar: Extending intelligence: enhancement and new constructs, Sydney, Australia.

Grant, A. M., Green, L. S., & Rynsaardt, J. (2010). Developmental coaching for high school teachers: Executive coaching goes to school.
Consulting Psychology Journal: Practice and Research, 62, 151-168.

Griffiths, K. (2005). Personal coaching: a model for effective learning. Journal of Learning Design, 1, 55-65.

Green, S., Grant, A., & Rynsaardt, J. (2007). Evidence-based life coaching for senior high school students: Building hardiness and hope.
International Coaching Psychology Review, 2, 24-32.

Hasbrouck, J. E. (1997). Mediated peer coaching for training preservice teachers. The Journal of Special Education, 31,251-271.

Hill, L. (2005). Leadership Development: A strategic imperative for higher education. Retrieved 12/4/12 from
http://net.educause.edu/ir/library/pdf/FFP0506S.pdf.

Huitt, W. (2011, May). 4 holistic view of education and schooling: Guiding students to develop capacities, acquire virtues, and provide service.
Revision of paper presented at the 12th Annual International Conference sponsored by the Athens Institute for Education and Research
(ATINER), Athens, Greece. Retrieved on 12/4/12 from http://www.edpsycinteractive.org/papers/holistic-view-of-schooling-rev.pdf

Jenkins, J. M., & Veal, M. L. (2002). Preservice teachers’ PCK development during peer coaching. Journal of Teaching in Physical Education,
22,49-68.

Joyce, B., & Showers, B. (1987). Low cost arrangements for peer-coaching. Journal of Staff Development, 8, 22-24.

Knight, J. (2004a). Instructional coaches make progress through partnership. Journal of Staff Development, 25, 32-37.

Knight, J. (2004b). Instructional coaching. Stratenotes, 13(3), 1-5.

Knight, J. (2007a). 5 key points to building a coaching program. Journal of Staff Development, 28, 26-31.

Knight, J. (2007b). Instructional coaching: a partnership approach to improving instruction. Thousand Oaks, CA: Corwin.

Knight, J. (2009). The big four: A simple and powerful framework to dramatically improve instruction. Strategram, 21(4), 1-7.

Knight, J. (2011). Unmistakable impact: a partnership approach for dramatically improving instruction. Thousand Oaks, CA: Corwin.

Kowal, J., & Steiner, L. (2007). Principal as instructional leader: Designing a coaching program that fits. Washington, DC: The Center for
Comprehensive School Reform and Improvement.

Laske, O. E. (2005). From coach training to coach education: Teaching coaching within a comprehensively evidence based framework.
International Journal of Evidence Based Coaching and Mentoring, 3(2), 1-14.

Leithwood, K., & Jantzi, D. (2006). Transformational School Leadership for large-scale reform: effects on students, teachers, and their classroom
practices. School Effectiveness and School Improvement, 17,201-227.

Leithwood, K., Day, C., Sammons, P., Harris, A., & Hopkins, D. (2006). Seven strong claims about successful school leadership. London:
Department for Education and Skills.

Lewis, S., Passmore, J., & Cantore, S. (2008). Appreciative Inquiry for change management: using Al to facilitate organizational development.
London: Kogan Page.

Ladyshewsky, R. K. (2006). Peer coaching: A constructivist methodology for enhancing critical thinking in postgraduate business education.
Higher Education Research & Development, 25, 67-84.

Lu, H.-L. (2010). Research on peer coaching in preservice teacher education - A review of literature. Teaching and Teacher Education, 26, 748-
753.

Madden, W., Green, S., & Grant, A. M. (2011). A pilot study evaluating strengths-based coaching for primary school students: Enhancing
engagement and hope. International Coaching Psychology Review, 6, 71-83.

Mallette, B., Mabeady, L., & Harper, G. F. (1999). The effects of reciprocal peer coaching on preservice general educators’ instruction of
students with special learning needs. Teacher Education and Special Education, 22,201-216.

Mourshed, M., Chinezi, C., & Barber, M. (2010). How the world’s most improved systems keep getting better. London: McKinsey and Company.

Ovens, A. (2004). Using peer coaching and action research to structure the practicum: an analysis of student teacher perceptions. Journal of
Physical Education New Zealand, 37, 45-60.

Palmer, S., & Szymanska, K. (2007). Cognitive behavioural coaching: an integrative approach. In: S. Palmer & A. Whybrow, The handbook of
coaching psychology (pp. 86-117). Hove: Routledge.



Mary Devine et al. / Procedia - Social and Behavioral Sciences 93 (2013) 1382 — 1389

Passmore, J. (2006). Coaching psychology: Applying an integrated approach in education. Journal of Leadership in Public Services, 2(2), 27-33.

Passmore, J. & Brown, A. (2009). Coaching non-adult students for enhanced examination performance: a longitudinal study. Coaching: An
International Journal of Theory, Practice and Research, 2, 54-64.

Rebora, A. (2012). Turning teachers into coaches. Teachers PD Sourcebook. Retrieved 23/04/2012 from
http://www.edweek.org/tsb/articles/2012/03/01/02litcollab.h05. html

Roussis, P., & Wells A. (2008). Psychological factors predicting stress symptoms: metacognition, thought control, and varieties of worry.
Anxiety, Stress & Coping, 21, 12-44.

Seligman, M. E. P., & Csikszentmihalyi, M. (2000). Positive psychology: An introduction. American Psychologist, 55, 5-14.

Seligman, M. E. P., Ernst, R. E., Gillham, J., Reivich, K., & Linkins, M. (2009). Positive education: positive psychology and classroom
interventions. Oxford Review of Education, 35,293-311.

Short, E., Kinman, G., & Baker, S. (2010). Evaluating the impact of a peer coaching intervention on well-being amongst psychology
undergraduate students. International Coaching Psychology Review, 5, 27-35.

Simkins, T., Coldwell, M., Caillau, I., Finlayson, H., & Morgan, A. (2006). Coaching as an in-school leadership strategy: experiences from
Leading from the Middle. Journal of In-Service Education, 32, 321-340.

Skiffington, S., & Zeus, P. (2003). Behavioural coaching. Sydney: McGraw Hill.

Spaten, O. M., & Hansen, T. G. B. (2009). Should learning to coach be integrated in a graduate psychology programme? Denmark’s first try. The
Coaching Psychologist, 5, 104-109.

Supovitz, J., Sirinides, P., & May, H. (2010). How principals and peers influence teaching and learning. Education Administration Quarterly, 46,
31-56.

van Nieuwerburgh, C. (2011). Coaching in education GCM253 Study Guide. London: School of Psychology, University of East London.

van Nieuwerburgh, C. (Ed.) (2012). Coaching in education: Getting better results for students, educators and parents. London: Karnac.

Vogt, F., & Rogalla, M. (2009). Developing adaptive teaching competency through coaching. Teaching and Teacher Education, 25, 1051-1060.

Whitmore, J. (2002). Coaching for performance (3rd ed.). London: Nicholas Brealey.

Wilkes, S., & Telfair, T. (2008). Leadership coaching in higher education. Academic Leader, 24(12), 7-8.

1389



