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ABSTRACT 

 

This study explored the role of educational coaching as a professional development 

intervention for teachers in South Africa, with a focus on the contributions of educational 

psychologists in Gauteng. While educational coaching has gained global traction for enhancing 

teacher development and learner outcomes (Lofthouse et al., 2010), South Africa lacks a 

consistent implementation framework, highlighting a critical research gap. Traditional CPD 

methods, such as workshops and courses, have proven limited, prompting interest in coaching 

and mentoring. The Quality Management System (QMS) supports the need for improved 

teaching, but its success is hindered by implementation challenges, emphasising the need for 

innovative approaches. 

Drawing on frameworks such as Van Nieuwerburgh and Barrôs Global Framework for 

Coaching in Education (2017) and Desimoneôs Theory of Action for Teaching Coaching 

(2009), the study examined how educational psychologists identify teacher needs and design 

tailored interventions. Four key questions guided the research, focusing on coaching 

opportunities, teacher perceptions, strategies used, and influencing factors. A qualitative 

phenomenological approach with an explanatory case study design was adopted, using semi-

structured interviews and focus groups with 30 purposively selected participantsðincluding 

educational psychologists, teachers, principals, and subject advisorsðwho had relevant 

coaching experience. 

Thematic analysis revealed that educational psychologists fulfil a multifaceted role in teacher 

development. They conduct needs assessments, design personalised interventions, facilitate 

collaboration, and offer ongoing support. The findings show that structured coaching 

significantly enhances teacher self-efficacy, autonomy, and instructional competence, aligning 

with psychological principles and coaching models. These improvements contribute to better 

classroom management, motivation, and learner outcomes. 

The study has both theoretical and practical implications. Theoretically, it deepens 

understanding of the psychological foundations of coaching. Practically, it urges educational 

leaders to integrate educational psychologists into professional development frameworks to 

foster sustainable improvements in teaching quality. While highlighting positive outcomes, the 

study also notes challenges such as limited resources and resistance to change. To address these, 
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it recommends holistic coaching strategies that position educational psychologists as key 

contributors to teacher development. Ultimately, the research underscores the value of 

educational coaching in South Africa and the pivotal role of educational psychologists in 

driving effective, context-specific interventions. 

uĲǃƽŸƖĬƚаШCoaching, Educational Coaching, Educational Psychology, Instructional 

Coaching, Teacher Development 
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CHAPTER 1: GENERAL ORIENTATION OF THE STUDY 

Figure 1.1 below presents a graphic overview of Chapter 1. 

Figure 1.1: Graphic presentation of chapter 1 
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1.1. Introduction and background 

In the context of teacher development, coaching is a structured and collaborative process that 

supports teachers' professional growth (Kraft et al., 2018; Darling-Hammond et al., 2017; Gu 

et al., 2017). It involves experienced educators or instructional coaches helping pre-service or 

in-service teachers improve their teaching practices and deepen their knowledge. Unlike 

traditional supervision, coaching is non-judgmental and focused on development(Lofthouse et 

al., 2010; Lochmiller, 2021). It includes reflective dialogue, feedback, modeling, and co-

planning. This process helps teachers adapt to diverse learner needs and continuously improve 

teaching and learning outcomes. 

Professional development of teachers is increasingly viewed as a critical element in enhancing 

school performance. Research underlines that practical teacher training is at the root of 

improving teaching quality and performance among learners (Kraft et al., 2018; Darling-

Hammond et al., 2017; Gu et al., 2017). Coaching has been particularly effective in in-service 

improvement of teachers' skills and knowledge in recent years, especially compared to more 

traditional methods such as workshops or seminars (Ali et al., 2018; Sancar et al., 2021; Van 

Nieuwerburgh & Barr, 2017) that generally have negligible long-lasting impacts on practice. 

Unlike traditional training, coaching provides constant, contextual support for teachers to apply 

new approaches in the immediacy of the classroom (Lofthouse et al., 2010; Lochmiller, 2021). 

Some of the approaches have gained significant momentum worldwide and are already being 

applied in the systems of the United States and China, among others, with marked 

improvements in teacher performance and learner engagement (Van Nieuwerburgh & Barr, 

2017). 

Educational psychologists play an essential role in developing coaching to support education. 

They bring a psychological perspective to coaching that can enable teachers to address diverse 

learning needs more sustainably (Van Nieuwerburgh et al., 2018; Ali et al., 2018). 

Psychological frameworks such as the Self-Efficacy Theory (Bandura, 1986) and the Self-

Determination Theory (Ryan & Deci, 2017) advance the impact brought about by coaching, 

addressing key factors such as autonomy, competence and relatedness among teachers (Ryan 

& Deci, 2017; Bandura, 1986). These theories postulate that coaching should focus on 

acquiring skills and confidence-building motivation and resilience among teachers (Ryan & 

Deci, 2017; Kurz et al., 2017). Educational psychologists, with their unique expertise, can thus 

foster an environment where teachers feel empowered to learn, grow and overcome challenges 

within their classrooms (Martin et al., 2017; Seligman, 2019). 
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Globally, coaching in education reflects a growing trend towards personalised, continuous 

professional development. Teacher coaching in Europe, for instance, generally emphasises 

diversity, collaboration and cultural sensitivity, equipping teachers to work within diverse 

classrooms effectively (Hordijk et al., 2019a; Donelly & Watkins, 2011b; Jewett & MacPhee, 

2012). This approach has helped European teachers establish inclusive teaching practices, 

scope for teamwork, and developed culturally sensitive learning environments (Darling-

Hammond et al., 2017; Engeln et al., 2013b; Malisiova & Folia, 2025).  

Coaching models from Japan and the United States of America provide evidence that prolonged 

engagement with teachers refines their capabilities of adaptation to any new challenges arising 

within an educational setting (Gu et al., 2017; Hadar & Brody, 2020a). These international 

studies underscore that coaching is an effective tool with the potential to influence meaningful 

change in teacher practice in local contexts (Kurz et al., 2017; Lochmiller, 2021). 

The increasing prominence of educational psychologists in teacher coaching emphasises a shift 

towards addressing not only instructional techniques but also teachers' mental health and well-

being. Studies show that teachers who receive support in managing stress and the developing 

emotional resilience are more likely to be engaged and effective in their roles (Moolla & 

Lazarus, 2014; Noltemeyer & Grapin, 2021). It is necessary to underline that the psychological 

support provided by educational psychologists ς methods consonant with Positive Psychology 

ς allows teachers to develop a sense of self-efficacy in handling classroom problems and 

maintaining their career motivation (O'Donnell, 2025; Ryan & Deci, 2017). Educational 

psychologists offer teachers an opportunity for holistic development, thereby benefitting the 

learners and school community (Ali et al. 2018, O'Donnell, 2025, Ryan & Deci, 2017). 

Furthermore, teachersô focus on well-being within the professional development framework 

has become increasingly crucial. Research has shown that prioritising teachers' mental health 

increases job satisfaction, reduces stress levels and improves class management and teaching 

effectiveness (Moolla & Lazarus, 2014). Educational psychologists support teachers by 

addressing ineffective strategies, managing burnout, enhancing coping skills and encouraging 

a growth mindset. These interventions thus create the emotional resilience necessary to 

negotiate difficult teaching circumstances. Coaching models create a supportive school culture 

where teachers do well and that ultimately results in improved educational outcomes for 

learners.  Hence, educational psychologists' role is at the juncture of two primary directions: 

mental health and instructional improvement. These can be developed only through the 
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infusion of psychological principles into coaching practice to form a viable model of 

sustainable teacher development focused not solely on teaching effectiveness but equally on 

teachers' emotional and psychological well-being. Such a holistic approach maximises the 

potential in the long term, and the positively changed practice of teaching carries over to 

learning outcomes. 

1.1.1. The integration of psychological frameworks in coaching 

Integrating psychological frameworks, such as Banduraôs Self-Efficacy Theory (1986) and 

Ryan and Deciôs Self-Determination Theory (2017) has profound implications for teacher 

development. These theories emphasise fostering teacher autonomy, building competence and 

creating a sense of relatedness, vital for sustained professional growth. By embedding these 

principles into coaching programmes, the educational psychologist is well-placed to tailor 

interventions that specifically address the needs expressed by the teachers in negotiating 

instructional and emotional challenges arising in their practice. For example, the emphasis on 

intrinsic motivation suggested by Ryan and Deci (2017) aligns with the approaches used in 

coaching to cultivate teacher confidence and self-efficacy. This alignment ensures that teachers 

develop new skills and feel empowered to apply them in their classrooms. This approach 

resonates with the study's objective of improving teacher development through holistic and 

sustainable coaching practices. 

1.1.2. Global insights and local adaptation 

Success in coaching programmes in regions such as the United States, Europe and Japan holds 

lessons for the South African context. For example, coaching in the United States is based on 

collaborative professional learning communities that assist teachers in sharing knowledge and 

sharpening their practices through peer support (Kurz et al., 2017). Similarly, the iterative 

coaching model used in Japan focuses on reflective practices and continuous improvement of 

teachers through feedback and experimentation (Hadar & Brody, 2020a). The adaptation of 

global strategies to the unique landscape in Gauteng can heighten the potential impact coaching 

interventions may have. Incorporating culturally responsive coaching approaches now used in 

Europe could further address teachers' and learners' diverse linguistic and cultural backgrounds 

in schools throughout South Africa (Bradshaw et al., 2018). Adaptation will ensure that 

coaching programmes remain relevant, creating an inclusive and equitable learning 

environment (Lane et al., 2022). 
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1.1.3. The role of educational psychologists in promoting teacher well-being 

Teacher well-being has been cited as one of the most important cornerstones of effective 

professional development. Given their expertise in positive psychology, educational 

psychologists are in a good position to assist teachers with time management to alleviate stress, 

improve resilience and maintain motivation (Falecki & Mann, 2020).  

Studies by Seligman and Csikszentmihalyi (2000) show how cultivating optimism and an 

overall growth mindset in educational staff transforms the effectiveness of their practice. 

Similarly, by embedding well-being strategies into coaching frameworks, educational 

psychologists could help teachers balance professional demands with personal fulfilment. This 

dual focus is essential to enhance the quality of teaching while improving teacher retention, a 

critical issue in regions such as Gauteng, where resource constraints and heavy workloads are 

among the usual challenges. 

1.2. Purpose of the study 

The primary purpose of this research was to investigate the role of educational psychologists 

in teacher coaching as an intervention for teacher development with a focus on the South 

African educational context. Although there has been increasing interest in coaching to develop 

professionals, little is known about using educational psychology within coaching frameworks, 

especially in Africa (Hamsho, 2024; Simon et al., 2014). Therefore, this study investigated how 

educational psychologists (EPs) integrate psychological insights into coaching strategies to 

advance understanding of teacher development interventions and their potential to address 

educators' unique challenges in South Africa. Such research should fill a significant gap in the 

literature by providing practical suggestions on integrating EPs into coaching frameworks to 

enhance teaching quality and improve learner outcomes, thereby achieving a more responsive 

and supportive environment for teachers and learners. 

Recent literature has highlighted the role of educational psychologists in developing emotional 

and cognitive skills. This support can be crucial for establishing effective coaching 

relationships and fostering a more supportive teaching environment (Burleigh et al., 2022). 

Finally, a premise of this research was that teacher coaching would result in more sustainable 

practices when infused with principles emanating from psychology. EPs support educators in 

surmounting personal and professional challenges by aligning coaching methodologies with 

psychological theory. Recent research has demonstrated that EP practice in coaching can 

significantly enhance teachers' psychological resilience, well-being and general teaching 
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effectiveness (Lucey & Van Nieuwerburgh, 2020; Shams, 2023). This study assisted in 

understanding how EPs can help improve teacher development frameworks to address broader 

educational challenges of high teacher turnover rates, burnout, and the need for more 

personalised professional growth opportunities. It eventually sought to provide actionable 

insights for policymakers and educators to enhance the impact of teacher coaching programmes 

by ensuring they are psychologically informed and contextually relevant. 

1.3. Problem statement  

Despite professional development being widely recognised as crucial to improving teaching 

quality and learner outcomes, the traditional model of workshops and seminars has fallen short 

of producing lasting change in teacher practices throughout the board (Kraft et al., 2018). 

Coaching is an alternative that guarantees a rich and individualised interactional service to its 

educators. It provides new strategies that could be embedded in classroom practice (Zhang et al, 

2024; Ali, Wahi & Yamat, 2018). However, the role of educational psychologists in this process 

still needs to be explored. This is often seen in South African schools, where coaching 

frameworks in psychological practice lack empirical support and structure (Kotze et al., 2019; 

Piper & Zuilkowski, 2015). Against this background, this study explored this gap by 

investigating how educational psychologists can contribute to teacher development coaching 

and what factors influence its application in Gauteng province. 

The identified gap in the literature suggests a dire need for research on how educational 

psychologists may contribute to effective frameworks for coaching at schools. Previous studies 

show that psychological support in professional development benefits teachers by providing 

personalised feedback, enhancing emotional resilience and developing skills essential for 

managing classroom challenges (Ryan & Deci, 2017; Guskey, 2000; Noltemeyer & Grapin, 

2021).  Educational psychologists' potential to offer this form of psychological and professional 

support must be utilised more in South Africa. The role of educational psychologists in South 

Africa needs to be acknowledged in an educational context characterised by limited resources, 

a shortage of psychologists in schools, and a need for more structured frameworks that integrate 

psychological expertise in teacher development programmes. Although the two global 

frameworks, namely the Global Framework for Coaching in Education and the GROW Model 

provide guidance on best practices in coaching, their application within the socio-culturally 

diverse context of South Africa and resource constraints remains largely unexplored. These 

frameworks give rise to inconsistency in the coaching practice at school levels and leave 
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educators and psychologists without an appropriate structure within which to provide their 

services.  

The lack of a shared framework is a barrier to measuring coaching programme effectiveness as 

the benchmarks for success are not defined. The potential for educational psychologists to make 

a valuable contribution to teacher development and improved learner outcomes is thus under-

realised, precisely in under-resourced areas where interventions of this nature are most needed.  

Consequently, the potential of educational psychologists to support teachers' professional 

growth and resilience through coaching still needs to be realised (Molaudzi, 2021). Addressing 

these gaps is essential in ensuring that South African teachers are better equipped with the skills 

and necessary support to enhance their instructional practices that may impact learner 

achievement and educational equity (Makhurane, 2017a).   

1.4. Rationale for undertaking the study 

The rapid pace of educational reform worldwide has raised the coaching profile as an 

innovative approach to enhance teaching quality and learner outcomes (Burleigh et al., 2022). 

In many contexts, teacher development programmes have realised the importance of 

individualised support and reflective practice where coaching is prominent. With the constant 

improvement in educational systems, especially under the continuing pressures from society 

and accountability measures, there is an overwhelming need to research methods of effective 

professional development (Martin & Mulvihill, 2022). Coaching is when educators can provide 

continual, personalised reflection and development of skills, promising results in the 

enhancement of instructional practices, increased motivation of teachers, and facilitation of a 

growth mindset (Warnock et al., 2022; Christopher et al., 2023). It has been pointed out that a 

coaching model can help reduce burnout, promote effective leadership, and revolutionise 

teacher-learner relationships. Hence, there is a growing interest in how coaching, specifically 

educational coaching, can be integrated into professional development models within diverse 

educational settings (Desimone & Pak, 2017). 

More research is needed to establish the effectiveness and adaptability of coaching in divergent 

educational contexts. There is a need for rigorous, empirical investigation into how coaching 

in education may be adapted to diverse teaching contexts. Each educational system is 

embedded with differences regarding resources, structures and cultural contexts; therefore, 

there may be more approaches than a one-size-fits-all approach in coaching (Harper & 

Kayumova, 2023). While coaching has been pervasively applied in the educational systems of 
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developed countries, its application in developing or transitioning educational contexts is scant. 

In South Africa, where there are broad inequalities in education, enhancing the quality of 

teaching faces numerous obstacles. The potential coaching promises in the South African 

educational landscape cut across teachers and their learners. Understanding how coaching may 

be tailored to local needs, practices and challenges should help educators and policymakers 

design professional development that is relevant and impactful (Lofthouse, 2018).  

This study researched the role of coaching in South African schools and how effective it is in 

enhancing teacher performance and learner outcomes. 

This study aimed to contribute to a significant debate on how coaching can be used to support 

resilience and promote professional well-being among teachers. in managing increased levels 

of workload and other mental health concerns that have become prevalent worldwide (Asbari, 

2024). Educational coaching provides ongoing mentorship, supports self-reflection and 

develops teachers' emotional and psychological capacity to thrive in challenging environments 

(Jennings et al., 2017).  Studies have shown that coaching increases the level of confidence 

among teachers and job satisfaction; it may even improve learner outcomes due to practice 

changes towards better teaching (Lucey & Van Nieuwerburgh, 2020). More research is needed 

to provide evidence of the long-term benefits of coaching, especially in regions where 

educational systems are fast-changing. By investigating the effectiveness of coaching in South 

Africa, this research sought to provide critical insights into the feasibility of scaling coaching 

initiatives and establishing them as a sustainable part of teacher development programmes in 

diverse educational systems (Kotze et al., 2019b). 

1.5. Research aims and objectives 

The present research aimed to contribute to the growing literature on coaching in education, 

specifically in the context of South African schools. Focusing on educational psychologists' 

role, it aimed to demonstrate how psychological insights can strengthen coaching frameworks, 

making them more responsive to the unique needs of South African educators and schools. This 

research aimed to fill a significant gap in the literature and offer practical recommendations 

that could enhance teacher development practices across the region (Lochmiller, 2021; 

Makhurane, 2017).  
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The following objectives guided this study:  

i. To identify the opportunities for using coaching as a teacher development strategy in 

the Gauteng province. 

ii. To explore the perceptions and experiences of Gauteng-based professional teachers 

who have received educational coaching as an intervention strategy for their 

development. 

iii. To examine the key strategies used by educational psychologists in conducting 

coaching and assess their benefits. 

iv. To analyse the factors affecting the implementation of coaching as an intervention for 

professional teacher development in the Gauteng province. 

1.6. Key research questions and theoretical framework 

This research examined the role of educational psychologists in coaching as a teacher 

development intervention. The following research question guided the inquiry: 

¶ What is the role of educational psychologists in coaching as a teacher development 

intervention?   

Secondary research questions  

i. What are the presenting opportunities for the use of coaching as a teacher development 

strategy in the Gauteng province? 

ii. What are the perceptions and experiences of Gauteng-based teachers who have received 

educational coaching as an intervention strategy for their development? 

iii. What are the key strategies an educational psychologist uses in conducting coaching 

and how beneficial are these strategies?  

iv. What factors affect the implementation of coaching as an intervention for professional 

teacher development in the Gauteng province? 

This research was premised on the Global Framework for Coaching in Education (Van 

Nieuwerburgh et al., 2018) that structures coaching in educational settings to support teacher 

development through targeted psychological insights. The framework outlines four 

interconnected coaching portals, learner success, educational leadership, community 

engagement and professional practice, each acting as a pathway for fostering a collaborative 
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and supportive coaching culture (Van Nieuwerburgh & Barr, 2017). These portals create access 

points for educational psychologists and coaches to engage with various stakeholders to 

enhance professional growth, resilience and instructional quality (Munro & Campbell, 2022). 

The framework integrates theories like the Person-Centred Approach (Manzi  et al. 2024; 

Rogers, 1961), the Solution-Focused Approach (Dierolf, 2024; de Shazer, 1985), Self-Efficacy 

Theory (Bandura, 1986), and Self-Determination Theory (Ryan & Deci, 2017; Ryan & Deci, 

2024), all of which highlight key psychological aspects such as empathy, self-belief and 

motivation, critical to effective teacher coaching (Greene, 2017; Peller & Walter, 2020; Li, 

2020; Ryan & Deci, 2017). Through this theoretical foundation, the study investigates coaching 

opportunities, teachersô experiences, educational psychology strategies and implementation 

factors in Gauteng province. 

1.7. Justification and significance of the study 

This research contributed to theoretical and practical domains by integrating educational 

psychology into coaching models for teacher development. Theoretically, the study expands 

coaching psychology frameworks by incorporating psychological insights from models such 

as Positive Psychology Coaching that supports resilience and emotional regulation in teaching 

(Lucey & Van Nieuwerburgh, 2020; Shams, 2023). It develops a sustainable coaching 

framework practically with context-specific support to enable teachers to overcome their 

unique classroom challenges and achieve instructional effectiveness (Lofthouse, 2018; Wang, 

2012). The findings would be helpful to educators in improving professional growth and to 

policymakers in framing evidence-based coaching policies related to learners for better 

teaching quality and learning outcomes (Asterhan & Lefstein, 2024). 

1.8. Scope and limitations of the study 

This research focused on the role of educational psychologists in coaching as an intervention 

for teacher development within Gauteng province, South Africa. The scope included analysing 

the experiences of teachers, principals, advisors and educational psychologists engaged in 

coaching initiatives, specifically in public schools. All data was limited to a specified time 

frame within the academic years 2023 to 2024, so the results reflect current coaching practices 

and educational policies. The population used in this research pertained to educational 

psychologists, school administrators and teachers actively engaged in coaching interventions 

to promote professional development.  
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The population was geographically bound and represented the existing diversity of educational 

contexts in other parts of the country. South Africa is characterised by sharp socio-economic, 

cultural and infrastructural differences among its provinces, impacting educational policies and 

interventions in many ways. For instance, rural provinces may have fewer resources, fewer 

qualified educational psychologists and poor infrastructure, each of which may be a significant 

determinant in coaching programmes' feasibility and eventual success. However, provinces like 

Gauteng, which is more urban, may have better access to resources and more structured 

professional development programmes. Future research should address this limitation by 

extending the study to at least two provinces representing urban and rural settings.  

This would shed light on how coaching interventions work in different educational landscapes. 

It would further enable a comparison of challenges and opportunities peculiar to regions, 

informing the development of more inclusive and adaptable coaching frameworks. 

Moreover, such development should increase the generalisability of findings so that the results 

can be applied to national and even international contexts. Comparative studies across 

provinces would identify best practices and create scalable strategies to accommodate diversity 

in educational settings. This would help build a more substantial evidence base for integrating 

educational psychologists into teacher development programmes and provide policymakers 

with actionable insights to address regional disparities in academic outcomes. It may ensure 

that the findings of this research better represent a broader South African educational context 

that may create more effective and fair coaching interventions within the country. 

1.9. The role of the researcher 

In qualitative research, the researcher takes a dual role, acting both as a facilitator and observer, 

directly influencing data collection, analysis and interpretation. In this investigation, the role 

of facilitator for the researcher involved direct contact with participants during observation and 

interviewing while maintaining an objective stance to secure the credibility of the findings. 

According to Muringa (2019), qualitative researchers become an integral part of each stage in 

the inquiry. Therefore, a careful balancing act between distance and involvement must be 

sustained to maintain analytical vigour. Methods of collecting data in this investigation 

included direct observation, document analysis and semi-structured interviewing, allowing for 

an in-depth analysis of teacher coaching in educational psychology practice. Methodological 

vigour in collecting and analysing data involved triangulation, enhancing validity and 

minimising potential biases. According to Muringa and Shava (2024) a qualitative researcher 
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must build trust with participants in a quest for authentic feedback and, at the same time, 

maintaining confidentiality and informed consent. 

Recognising the subjectivity inherent in qualitative inquiry, the researcher employed reflexive 

practices to acknowledge and mitigate personal biases. Reflexivity was achieved by 

maintaining a research journal, documenting personal reflections and conducting member 

checks, ensuring that interpretations accurately represented the participantsô experiences. This 

aligns with Muringa (2019) assertion that qualitative research benefits from the researcherôs 

ability to immerse themselves in the data while remaining self-aware.  

Furthermore, the researcher maintained an audit trail to ensure transparency and reliability, 

documenting key methodological decisions throughout the research process. This practice 

aligns with the guidelines suggested by Govender and Muringa (2025), emphasising systematic 

documentation to support the credibility and replicability of qualitative research. During this 

research, this researcher was a facilitator and an observer. The researcher collected data through 

interviews, observation and document analysis. These methods provided insight into how 

educational psychologists conduct teacher coaching. To ensure objective results, this researcher 

identified prior personal biases. The researcher then used reflexive practices to interpret and 

report findings accurately. These ensured that the conclusions from this research are genuine 

representations of the experiences and perspectives of its participants.  

1.10. Overview of research methodology utilised in this research  

This research adopted a qualitative research methodology to explore the role of educational 

psychologists in coaching as a teacher development intervention in the Gauteng province of 

South Africa. The methodological design was based on an interpretivist epistemology and a 

phenomenological approach. These approaches were appropriate for understanding 

participantsô nuanced lived experiences and capturing the subjective nature of coaching within 

diverse educational contexts. This research aimed to investigate the experience of academic 

psychologists, teachers and school administrators with coaching interventions and how these 

experiences contributed to teacher development. It employed a qualitative approach to gain an 

in-depth understanding of the phenomenon in its natural setting. While quantitative studies are 

generally used to measure variables, qualitative research seeks to obtain rich, detailed accounts 

of human experiences. Here, the researcher elaborated on seeking an understanding of the 

meaning participants attached to their coaching experiences and their challenges, impacts and 

implications for teacher development. The qualitative nature of this study allowed for the 
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generation of themes and patterns that emerged from the participants' stories ς findings 

grounded in real-life experiences. 

The research was further strengthened by being based on a phenomenological approach: 

participants' lived experiences. Phenomenology seeks to understand how persons perceive and 

make sense of phenomena. This research explored the coaching process from the lived 

experience of educational psychologists and teachers and how these affected their professional 

development. By adopting this approach, it became possible for the researcher to delve into the 

acts occurring during coaching and uncover the personal meanings and feelings associated with 

these acts.  

This approach helped explore the essence of participants' experiences and was well-suited to 

understanding the educational psychologistsô multi-dimensional role in coaching. These were 

supplemented by semi-structured interviews and focus groups, standard methods used in 

qualitative research to capture in-depth insights into participants' experiences. Semi-structured 

interviews are flexible; but in structured conversations between a researcher and participants 

the researcher can explore key themes while allowing participants to share their perspectives. 

Focus groups are designed to be the means through which group discussion can enable 

participants to build upon one another, thereby rendering a more variegated view of their 

collective experience as teachers, educational psychologists and school administrators. 

The sample in this research consisted of 30 participants: 10 educational psychologists, 15 

teachers and five school administrators. This heterogeneous sample was useful in that it viewed 

the coaching process from divergent perspectives, ensuring comprehensiveness in the study 

vis-̈-vis how coaching operates within diverse educational contexts. The study used purposive 

sampling to select respondents directly engaged in coaching initiatives, ensuring that 

Educational Psychology, Coaching, Teacher Development, Instructional Coaching and 

Educational Coaching insights were relevant to the research focus. Thematic analysis is the 

method used in data analysis among the standard techniques used to analyse qualitative data. 

It involves identifying, analysing and reporting patterns or themes found in data and provides 

an in-depth exploration of the diversities of experience among the participants and allows for 

identifying patterns or recurring themes related to the role of educational psychologists in 

coaching. Such information was systematically grouped and coded using Braun and Clarkeôs 

(2006) thematic analysis.  
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This research carefully considered and chose the appropriate methodology and design for 

conducting an inquiry into the subjective, context-specific experiences of participants 

undertaking coaching intervention. Using qualitative methods, together with 

phenomenological principles, it illuminated the work done by educational psychologists in 

teacher development; it aimed to contribute value to understanding coaching as a teacher 

development intervention by using divergent data collection methods, ensuring methodological 

rigour and adopting a comprehensive analysis strategy. 

  

1.10.1. Paradigmatic approaches to the research 

The research followed an interpretivist epistemology and phenomenological research design in 

studying the role of educational psychologists in coaching as a teacher development 

intervention in South African public schools. The paradigmatic approach underlined how the 

research should be conducted and how interpretations should be carried out since it determined 

the formulation of research questions, the choice of methods for gathering data, and how 

findings should be interpreted (Paudel, 2024).  Interpretivist is the stance taken in this research 

it assumes that knowledge is not objective or absolute but constructed through individuals' 

experiences and social interactions (Pulla & Carter, 2018). Interpretivism is a doctrine 

emphasising subjectivity in reality; how individuals perceive and make sense of the world is a 

function of their cultural, social and personal contexts (Jayawardena & Amaratunga, 2019). In 

this study, interpretivism allowed the researcher to understand how educational psychologists, 

teachers and school administrators perceived and interpreted the coaching process. The focus 

was on the meanings these participants attached to their experiences that were assumed to be 

central to understanding the coaching phenomenon. 

An interpretivist approach recognises the socially constructed nature of knowledge; hence, this 

research did not try to establish universal truths but sought to offer a richly contextualised 

understanding of coaching within South African schools (Chipamaunga et al., 2025). 

Interpretivism questions an objective, one-size-fits-all understanding of coaching because what 

could be effective and impactful for one might be outside the eyes of another, due to the 

different individual perceptions involved. This is especially true in teacher development, where 

the diversity of participants' backgrounds and experiences affects how they view and undergo 

coaching (Kubacka & dôAddio, 2020). Phenomenology was an appropriate research design for 

this research as it focuses on lived experience under an interpretivist paradigm. Phenomenology 
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seeks to explore how individuals perceive and experience certain phenomena; in this case, it 

was applied to understand how participants experienced the coaching process (De Boer & 

Zeiler, 2024). The research attempted to highlight the essential features of participants' 

experiences with coaching by capturing the complexity of their perceptions and feelings. 

Such an approach in phenomenology is aligned with the focus of this research, which was 

understanding the personal and subjective nature of coaching as a teacher development 

intervention (Van Manen, 2020). The research explored the participants' lived experiences to 

determine how coaching impacted teachers' professional development and what role 

educational psychologists played.  

Phenomenology helps discover shared meanings and commonalities across participants' 

experiences and unique challenges and opportunities in different school settings (De Boer & 

Zeiler, 2024). Another strength of the phenomenological design is that it enables exploration 

of the emotional and psychological realms of coaching; it does not simply pertain to actions in 

coaching but also delves into the feelings, thoughts and perceptions participants bring to their 

coaching experiences (Creswell & Poth, 2018). Such a perspective is most helpful in 

understanding how coaching interventions are received by teachers, as well as the impact on 

teachers' motivation and confidence in their professional development. 

A combination of interpretivism and phenomenology provides a comprehensive framework for 

understanding the role of educational psychologists in coaching. Interpretivism is the lens 

through which the researcher can understand coaching as a subjective, socially constructed 

experience; phenomenology allows an in-depth look into the participants' lived experiences 

(Jayawardena & Amaratunga, 2019; Van Manen, 2020). Combining these paradigmatic 

approaches provides a holistic and contextually rich understanding of coaching as an 

intervention in teacher development (Creswell & Poth, 2018). The paradigmatic approach to 

this research ensured that the research remained focused on capturing the complexity and 

diversity of participants' experiences. In adopting interpretivism and phenomenology, the 

researcher could explore the subjective meanings attached to coaching and give a detailed 

account of how these experiences shaped the development of teachers and the role of 

educational psychologists in this process (De Boer & Zeiler, 2024). 

1.10.2. Ontological stance  

The ontological position of this research was founded on the assumption that reality is 

subjective and constructed through human experiences and interpretations (Creswell & Poth, 
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2018). Ontology, viewed within a research context, refers to the nature of reality and how it is 

understood or represented (Ugwu, Ekere & Onoh, 2021). The researcher approached issues 

from a constructivist ontological perspective, where reality is not an object of independence; 

instead, it is formed by the participants involved and by the social, cultural and historical 

contexts where these participants are located (Ugwu et al., 2021). The current research assumed 

that realities experienced by educational psychologists, teachers and school administrators 

were constructed based on lived experiences, perceptions and interactions within the education 

system (Van Manen, 2023). In the constructivist ontological perspective, reality cannot exist 

independently of the experiencers; it is co-constructed by the interaction between people and 

their environment.  

This perspective realises that every participant in the research holds a unique view that is a 

function of one's background, professional experiences, and the context in which one works. 

For instance, the role played by educational psychologists in teaching could vary from one 

school to another; it may also depend on other factors such as leadership in the school, 

resources and the sociocultural context within which the school is embedded (Jayawardena & 

Amaratunga, 2019). 

This research took an ontological stance that considered that the participants' experiences could 

not be generalised to an objective truth (Creswell & Poth, 2018). It sought to uncover the 

multiple realities within the context of coaching interventions in teacher development. This 

would provide insight into a deeper level of understanding as to how coaching was experienced 

differently by participants and how these experiences varied with unique perspectives and 

situations. The present research attempted to portray detailed and nuanced accounts of the 

coaching process by exploring different realities enacted in interactions between educational 

psychologists, teachers and administrators (Van Manen, 2023). This is consistent with the 

phenomenological approach followed. Phenomenology, by nature, focuses on how people 

experience and perceive their reality it holds that reality is a subjective construction of each 

participant out of individual experiences and, therefore, such experiences cannot be reduced to 

one objective truth. Hence, the research did not seek to establish one definitive understanding 

of coaching; it aimed to explore the various meanings and interpretations participants brought 

to their coaching experiences as an intervention in teacher development (Van Manen, 2023). 

The constructivist ontological stance also holds reality as dynamic and fluid. This essentially 

means the participants' experiences were dynamic, not static; they changed as one progressed 
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through the coaching process. For instance, a teacher's perception of the coaching process may 

change after several coaching sessions, or an educational psychologist may sharpen their 

approach based on teacher and school administrators' feedback (Creswell & Poth, 2018). The 

researcher adopted the ontological view that allowed for an attempt to capture the changing 

nature of the participants' realities and how these evolved as they interacted with coaching. The 

ontological stance in this research exemplifies the assumption that truth is subjective and 

constructed through human experiences (Ugwu et al., 2021). This related well to the focus of 

the research that was exploring multiple, context-specific realities of participants in coaching 

interventions (Van Manen, 2023).  

This research took a constructivist ontological perspective to develop a rich, nuanced 

understanding of the coaching process and the role of educational psychologists in teacher 

development with the realisation that multiple factors shaped these experiences and were 

always in flux. 

1.10.3. Research design 

The research design of the present study was a qualitative, explanatory case study design 

embedded in a phenomenological framework that allowed in-depth exploration into lived 

experiences (Creswell and Poth, 2018). Research design refers to the plan or structure of a 

study, outlining how the research will be conducted, what methods will be used, and how data 

will be collected and analysed (Yin, 2018). This suiting of the design of the research to its aim, 

exploring the role of educational psychologists in coaching teachers as part of a professional 

development intervention, allowed a special affinity for detailing the complexities and nuances 

of participants' experiences (Patel & Debnath, 2024). The present research adopted a 

phenomenological design that concentrated on the essence of experiences people lived and 

perceived. Phenomenology was particularly appropriate because of its focus on understanding 

how people interpret and make sense of experiences rather than measuring or quantifying them 

(Van Manen, 2023). Such an approach would be central to understanding the subjective 

experiences of educational psychologists, teachers and school administrators participating in 

coaching interventions (Yin, 2018). The aim was to explore how participants in the coaching 

process attached to it and how these meanings shaped their perceptions of teacher development. 

The present research adopted an explanatory case study design to supplement its 

phenomenological design to have an in-depth analysis of coaching as a teacher professional 

development intervention in naturalistic environments (Yin, 2018). The design is most suitable 
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for explanatory causal relationships, allowing the understanding of mechanisms and 

explanations of why things happen in complicated social environments. By incorporating this 

method in a wider qualitative framework, the research guarantees an in-depth investigation of 

educational psychologists' and teachers' dynamics in coaching settings. The case study method 

enables an integrated analysis of coaching interventions, examining critically their delivery, 

problems and efficacy. Besides, it considers situational variables like educational settings, 

organisational norms and educators' perceptions, thus providing explanations that are both 

empirically and theoretically grounded (Yin, 2018). 

The credibility and extensiveness of the current research were enhanced through the utilisation 

of evidence gathered from various sources, including semi-structured interviews and focus 

group discussions with educational psychologists, school officials and teachers (Patel & 

Debnath, 2024). Drawing on diverse perspectives is a significant contribution to the 

development of an overall impression about coaching interventions and their effects on teacher 

professional development. Explanatory case study design also enables a recursive process of 

inquiry wherein issues uncovered during initial data collection inform later stages of 

investigation. This kind of flexibility provides for an adequate response to the exigencies of 

naturalistic contexts, thereby the heightened depth and accuracy of the findings. Through the 

use of a systematic and adaptive analysis structure, such research yields theory-informed 

insights with practical utility for educational psychology and teacher development initiatives. 

The study relied on semi-structured interviews and focus groups as the primary means of data 

collection. Semi-structured interviews, which are especially useful in qualitative research, 

allow for open-ended discussions but focus on crucial aspects of the research questions. This 

flexibility ensures that the respondent can narrate their experience in their own words and that 

the researcher will obtain relevant data connected with the study objectives (Lim, 2024). Focus 

groups allow group discussion where participants can build on one anotherôs responses and 

explore experiences collectively (Krueger & Casey, 2015). These methods enable the 

researcher to collect rich, contextualised data on participants' experiences (Adjin-Tettey,  

Muringa, Danso & Zondi, 2024). A purposive sampling strategy was used to select participants 

in coaching initiatives. The sample size was 30 participants, including 10 educational 

psychologists, 15 teachers and five school administrators. A sample of such diversity allowed 

for a comprehensive view of the coaching process from numerous perspectives (Adjin-Tettey 

et al., 2024). Including practitioners, educational psychologists, teachers and administrators 

ensured that this research included experiences and insight into a wide range of processes. 
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Focusing on those participants directly involved in coaching initiatives, the research questions 

were kept relevant and the findings grounded in real-life experiences (Saeed, Ali, and Ashfaq, 

2024). Thematic analysis of the data was performed, using the standard technique applied while 

analysing qualitative data to recognise, explore or report involved patterns or themes (Braun & 

Clarke, 2006). 

 

1.10.4. Data sources 

Qualitative research must carefully choose its sources to ensure depth and relevance in the 

findings (Lim, 2024). This research selected individuals directly involved or affected by the 

coaching process within educational contexts as the sources of information.  It amassed various 

perspectives and experiences about the efficacy of coaching interventions on teacher 

development. The data came from three primary stakeholder groups: educational 

psychologists, teachers and school administrators. The data source formed part of the 

keywords. Each of them represented a different perspective on the coaching process, and as 

such, they contributed to a broad view of how coaching interventions are implemented and 

perceived in schools.  

1.10.4.1. Educational psychologists 

Educational psychologists are at the forefront of the coaching process, designing and delivering 

interventions and assessing their effects (Zhang et al., 2024). The theoretical foundation and 

practical applications of the strategies used within coaching are further explicated through the 

input of experts in learning and development. Their views contribute to the understanding of 

how coaching conveys psychological theory and how it may be modified to support the needs 

of individual teachers (Elek, Page & Eadie, 2025).  

1.10.4.2. Teachers 

Teachers are the primary recipients of coaching interventions and, therefore offer a first-hand 

account of how coaching affects their professional growth, classroom practice and learner 

outcomes (Scott, 2024). Their experiences reveal how coaching programmes are implemented 

well and which aspects of the programme are most helpful or challenging, plus how coaching 

influences their teaching practice. Teachers' responses in evaluating the success and impact of 

coaching were essential among those directly involved in its process (Palacio & Digo, 2024). 
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1.10.4.3. School administrators 

Often, the administrators, like the principal and other school leaders, decide whether to invest 

in coaching programmes and what that structure will look like (Fujiono et al., 2023). They are 

instrumental in helping to attain a broader organisational context concerning coaching. The 

views of the school administrators would support the identification of any challenge involving 

the implementation of coaching institution-wide; for example, funding constraints, institutional 

support and alignment with institutional goals (Downer et al., 2024).  

1.10.4.4. Subject Advisors 

Subject advisors serve as intermediaries between schools and education departments, providing 

guidance, oversight, and content-specific support to teachers. Their involvement in 

instructional coaching positions them uniquely to assess the alignment between curriculum 

expectations and teacher professional development. Including subject advisors enriches the 

data by adding a systemic lens to the analysis, especially in relation to curriculum standards, 

district priorities, and the broader educational policy environment. Their insights also 

contribute to understanding how coaching complements or conflicts with existing oversight 

mechanisms and performance evaluations. 

Their input assists in assessing the perceived advantages of coaching in improving the overall 

performance of teachers and learners. This research, therefore, aligned data from the three 

stakeholder groups to ensure an in-depth understanding of coaching interventions, considering 

not only the experiences of those who designed and delivered them but also those most directly 

affected by them (Craig et al., 2022). 

1.10.5. Selection of participants 

In selecting the participants, a purposive sampling approach allowed the researcher to focus on 

people with first-hand experience of coaching interventions in teacher development (Denieffe, 

2020). More specifically, it aimed at gathering rich, in-depth insights from key stakeholders 

capable of providing detailed accounts of experiences, perceptions and reflections pertinent to 

coaching. Participants were selected from three groups: Educational psychologists, teachers 

and school administrators (Walters, Simkiss, Snowden & Gray, 2022). 

1.10.5.1. Educational psychologists (EPs) 

EPs were recruited based on their experience delivering coaching interventions in a school or 

other academic setting. The inclusion criteria for EPs were at least two years of experience 



 

ΞΝ 
 

delivering coaching interventions one-to-one or as part of a team. This criterion allowed EPs 

to gain sufficient knowledge and provide some insight into the utility of coaching strategies 

and their contribution to teacher development (Downer et al., 2024). A range of EPs was 

selected to cover a variety of schools, ensuring diversity in the experiences and practices 

involved in the coaching process (Cacabelos et al., 2024). 

1.10.5.2. Teachers 

The teachers chosen to participate in the study should have participated in at least one coaching 

intervention in the current academic year. This criterion captured current perceptions and 

experiences of teachers recently engaged in coaching programmes. Selection also considered 

diversity in teaching experience, subject area and educational setting. This ensured that the 

study embraced diverse teaching contexts that might influence how teachers experienced and 

benefitted from coaching (Salendab & Akmad, 2023). Teachers were selected based on their 

willingness to reflect on their coaching experiences and to provide detailed feedback on their 

impact on their professional development (Hairudin et al., 2023). 

1.10.5.3. School administrators 

Those selected were school administrators tasked with decisions relating to implementing and 

supporting coaching programmes at their respective schools.  

These criteria selected administrators who, as part of their administrative duties or as 

educational development leaders, had directly overseen coaching initiatives in their schools 

(Mduma & Mkulu, 2021). The administrators selected helped to provide a perspective on the 

institutional framework that affected the success of the coaching intervention: organisational 

support, resource allocation and alignment with school improvement goals (Denieffe, 2020). 

Purposive sampling ensured that the participants recruited would be directly relevant to the 

research questions and could provide valuable insights into the research topics. The objective 

was to recruit participants from different schools, for example, public, private, urban and rural 

to get a broad experience base. This diversity helped obtain a comprehensive understanding of 

how coaching was perceived and implemented across different educational contexts. 

1.10.6. Data collection methods 

These methods aimed to capture the richness of experience and participants' perceptions 

effectively. Since this research was qualitative, data-gathering approaches concentrated on in-

depth interviews and focus group discussions during which the respondents could express their 

opinions in their own words. These methods provided profound insights into the participants' 



 

ΞΞ 
 

experiences and were appropriate for exploring subjective meanings or interpreting 

complicated processes like coaching interventions (Mashuri et al., 2022). 

1.10.6.1. Semi-structured interviews 

Semi-structured interviews were the primary method used in collecting data. This format was 

chosen because it offered a balance between structure and flexibility. The researcher used a set 

of predetermined questions designed to address the key themes of the study. Moreover, the 

semi-structured format facilitated probing for more profound responses, asking follow-up 

questions, and exploring new ideas emerging while interviewing. This ensured that interviews 

remained focused on the research questions while capturing the richness of participants' 

experiences (Adeoye-Olatunde & Olenik, 2021).  

To ensure privacy, each participant was interviewed individually. Most interviews lasted 45 

minutes to an hour and were conducted in a friendly, comfortable and confidential environment 

that diminished distractions and made the participants feel at ease. Interviews were tape-

recorded after seeking prior consent from the participants to get appropriate answers. The 

recorded interviews were transcribed verbatim for analysis to make meaning (De Jonckheere 

& Vaughn, 2019). 

1.10.6.2. Focus group discussions 

The second primary source of data collection was focus group discussions that complemented 

interviews. Focus groups are small gatherings, usually four to six people to discuss coaching 

experiences. This researcher could observe and capture multiple perspectives regarding the 

same topic in a participative setting through a focus group. It was beneficial to inquire into how 

different people viewed coaching interventions and interacted with one anotherôs views 

(Santhosh et al., 2021). 

Focus group discussions work under the guidance of a set of open-ended questions and 

participants are encouraged to respond in free-flowing discussions. They allow for seeing how 

the members interact with and build on one another's contributions in ways that may not 

materialise in a deep interview. The focus groups were led by the researcher, who ensured 

everyone had an opportunity to become involved in the process and keep the discussion from 

going off tangent. In common with the interviews, focus group sessions were taped and 

transcribed for analysis (Bearman, 2019). 
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1.10.6.3. Documentary analysis 

Documentary analysis was conducted to triangulate findings from interviews and focus groups. 

This involved an overview of applicable documents, such as school reports, coaching materials, 

training modules and feedback forms accompanying coaching programmes. These documents 

might provide further context and, in some cases, revealed how coaching was arranged, 

implemented and evaluated at the institutional level. Documentary analysis helps triangulate 

findings from interviews and focus groups and adds to the understanding of the data (Busetto 

et al., 2020). 

In such instances, participant observation can occur while coaching sessions or teacher 

development workshops are going on. The researcher therefore, first and foremost observed 

the coaching process as an insider in how coaching interventions unfolded. Thus, observation 

can be used for the identification of non-verbal cues, interactions and behaviours that may 

otherwise be unattainable via interviews or focus groups (Halperin & Heath, 2020). Semi-

structured interviews, focus group discussions, documentary analysis and participant 

observations ensure in-depth data-gathering. Triangulation of data from different sources 

assists the researcher in perceiving the coaching process and its impact on teacher development 

more profoundly. 

1.10.7. Data analysis and thematic coding 

This study analysed data using a qualitative method known as thematic analysis, among the 

most frequent approaches for identifying, analysing and reporting patterns or themes within 

data. The chosen approach was appropriate for answering research questions related to 

participants' perceptions, experiences and perspectives since it is systematic and rigorous in 

handling textual data. Thematic analysis allows for the systematic organisation and 

interpretation of meaning from complex qualitative data based on themes that recur across 

participant responses. In so doing, this study could trace valuable insights into the role played 

by educational psychologists in coaching interventions and their influence on teacher 

development (Naeem et al., 2023). 

Thematic analysis comprises of the following: data familiarisation, initial coding, theme 

development and refinement. First, the researcher needs to become familiar with the data, that 

is, to read through all the interview and focus group transcripts. This allows the researcher to 

be in a position where they can immerse themselves in the responses from the participants and 

be aware of any nuances in the data before proceeding with the actual coding (Braun & Clarke, 
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2006. Having analysed the data, the researcher now conducts preliminary coding: individual 

pieces of data are assigned labels or codes that represent their meaning. These initial codes help 

break down the data into manageable chunks so that specific aspects of participants' 

experiences related to the research questions become highlighted (Saunders et al., 2023). 

From here, after clustering similar codes under the same broad categories or themes, the 

researcher takes further steps to develop the themes. A theme is a wider, all-encompassing idea 

embracing the repeated patterns throughout data. For instance, some may relate to how 

effective the coaching strategies are, problems linked with implementation, and benefits 

through the perception of coaching to improve teacher development (Campbell et al., 2021). 

This could be done to map out the prominent patterns from the data that answered the study 

objectives and research questions. After developing themes, the researcher went back to refine 

the themes where each theme was reviewed and polished to reflect accurately on the data and 

answer the research questions meaningfully. Themes were constantly revised and refined 

throughout the analysis to ensure they were clear and coherent using Braun and Clarkeôs (2006) 

thematic analysis (Lochmiller, 2021). 

 

Moreover, this analysis cross-referenced data from multiple sources through triangulation. This 

included participant groups, such as educational psychologists, teachers and school 

administrators, and numerous data-gathering methods, such as semi-structured interviews and 

focus groups. This enabled a more holistic understanding of the coaching process's influence 

on teacher development by comparing responses from these divergent sources (¤a¶ez-Silva et 

al., 2024). Triangulation lent credibility to the findings, as the patterns and themes identified 

were consistent across different data types and participants. 

Several quality assurance measures were observed in the research that would guarantee the 

validity and reliability of the findings. A critical consideration in reflexivity calls upon 

researchers to reflect on their bias, assumptions and influences likely to affect the analysis 

(Palsola et al., 2020. If they know these biases, it makes it possible for the researchers to 

approach the data with much more objectivity and integrity.  Member checking whereby 

preliminary findings were presented to participants to ensure their experiences and perceptions 

were authentic was conducted. A researcher can use such feedback loop to cross-check the 

accuracy of interpretations against those held by participants. Lastly, the entire study was 

recorded in an audit trail, covering all research process steps from data gathering to the final 
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analysis. This made the record transparent for other researchers to follow if they wanted to 

replicate the study or make judgments about the reliability of the findings. The researcher 

interweaved the holistic approach with the analysis and quality assurance carried out to provide 

a sound base for research and shed light on the crucial role of educational psychologists in 

coaching and development. 

1.11. Trustworthiness of the study  

Trustworthiness in qualitative research relates to the findings' credibility, transferability, 

dependability and confirmability. The conclusions must be valid and reliable, instilling 

confidence into the results. This study applied several strategies to increase the trustworthiness 

of the findings, as outlined below. 

1.11.1. Credibility 

Credibility in qualitative research refers to the truthfulness and accuracy of the findings. This 

research ensured increased credibility through triangulation, member checks and prolonged 

participant engagement. Triangulation is crucial for ensuring reliability; it includes data 

collection from several sources and using diverse methods (Fusch, 2023).  

Interviews and focus groups with educational psychologists, teachers and school administrators 

were implemented. This methodological rigour enabled an in-depth, multi-faceted 

understanding of the role of educational psychologists in coaching. This research ensured that 

the findings were reliable and well-rounded since responses from the participants were 

compared to the data sources. Further, credibility was strengthened by member checking as 

interpretations were checked for accuracy. Preliminary results were fed back to participants to 

ensure that their experiences and perceptions were accurately portrayed in the data analysis 

(Birt et al., 2016). These iterative feedback steps sharpened and refined the emerging themes 

and provided further verification. Lastly, prolonged engagement with participants through 

repeated interviews and extended interactions was used to establish trust and rapport (Lincoln 

& Guba, 1985). Such a procedure ensured that the data collected was indeed rich and in-depth, 

thus increasing the study's credibility and the potential for representing the real-life experiences 

of the participants. 

1.11.2. Transferability 

Transferability relates to the appropriateness of the researchôs conditions to apply the findings 

in other contexts or populations. Although qualitative research is never aimed at 
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generalisability to a large population, the findings of this research provide valuable lessons that 

may inform similar settings, particularly for those interested in teacher development and 

coaching interventions. By providing a detailed description of the research context, participants 

and procedures, this research ensured that other researchers or practitioners could assess the 

applicability of the findings to their contexts (Creswell & Poth, 2018). This researchôs rich, 

contextual data stemmed from an in-depth exploration of participantsô experiences that 

enhanced its transferability. For example, Creswell and Poth (2018) emphasise the importance 

of thick description in qualitative research to allow others to determine whether the findings 

are relevant to their specific environments. In this research, the nuanced understanding of 

coaching practices and teacher development, grounded in participantsô lived experiences, was 

a valuable resource for educators and policymakers. Such insights could guide the design and 

implementation of coaching initiatives in different regions or schools, ensuring they were 

tailored to local needs while building on evidence-based practices. This made the findings 

applicable to diverse educational contexts.  

1.11.3. Dependability 

Dependability relates to the need for qualitative research findings to be stable and consistent 

over time and in different conditions. This study demonstrated dependability and reflexivity in 

the utilisation of an audit trail. Maintaining a detailed record of all decisions taken during the 

research process is known as an audit trail. This includes explicit procedures adopted for data 

collection and analysis (Muringa & Shava,  2025). Such transparent documentation helps other 

researchers trace the steps followed to replicate the study and authenticate its findings' 

reliability and reproducibility. Another related aspect is that of reflexivity. Reflexivity refers to 

the ability of the researcher to reflect continuously throughout the research on their biases and 

assumptions and their possible impact on the research (Berger, 2015). By regularly examining 

and documenting these reflections, the researcher minimised the influence of personal opinions 

on the data and ensured the findings were grounded in the participants' actual experiences, not 

the researcher's preconceptions. This is a dual approach: keeping the audit trail on one side and, 

on the other, practising reflexivity that enhances rigour in research and assures stability and 

credibility when interpreted differently by various people. Together, these practices increase a 

study's dependability, making its results trustworthy and its methodology replicable. 
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1.11.4. Confirmability 

Confirmability in qualitative research refers to the extent to which the findings are shaped by 

the participantsô experiences rather than the researcherôs biases or preconceptions. This study 

ensured confirmability using member checks and audit trails. Member checks allow 

participants to validate the findings, ensuring that their experiences and perspectives are 

accurately represented in the analysis (Birt et al., 2016). This validation process makes the 

study more transparent, showing how conclusions were drawn directly from the data, thus 

lessening researcher subjectivity. Another feature of this research was using an audit trail, 

which extensively documented all decisions made during data collection, analysis and 

interpretation (Muringa & Shava,  2025). This detailed record allowed external reviewers to 

trace the research process and verify that the findings were firmly grounded in the data. 

Maintaining such transparency, the audit trail ensured that the conclusions reflected the 

participantsô voices rather than being artefacts of the researcherôs perspective. Moreover, 

reflexivity increased the study's confirmability. By continuously reflecting, the researcher 

critically examined personal biases and assumptions throughout the survey. This ensured that 

interpretations remained constantly in line with participants' views in the data analysis process.  

Together, these measures increased the study's confirmability, meaning the findings were 

reliable and reflected the real experiences of the participants.  

1.11.5. Reflexivity 

Reflexivity is a crucial process in qualitative research that ensures that the research can be 

considered trustworthy; hence, the researcher must be aware of and reflect on his or her biases, 

assumptions and positions about the research. This was utilised regarding reflexivity in all 

phases of the research process to lessen the interference of personal opinions and 

preconceptions that might affect the researcher's interpretation of the data (Ahmed, 2024). It is 

the result of active self-reflection on behalf of the researcher to ensure findings are rooted in 

the participants' experiences rather than in subjective interpretation. One of these methods was 

writing a reflective journal, recording thoughts, decisions and any possible biases the 

researcher experienced that presented themselves during this study.  According to Stevens and 

Cooper (2023), reflective journaling is an effective tool for examining the interplay between 

the researcherôs assumptions and the research process. By recording these reflections, the 

researcher could critically evaluate their influence on data collection, analysis and 

interpretation, ensuring that the research remained participant-centred. Additionally, reflexivity 
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helped the researcher navigate ethics considerations, such as power dynamics and positionality 

that could affect participant responses. This approach ensured that the participantsô voices were 

authentically represented, enhancing the credibility and confirmability of the findings. 

Maintaining a transparent and reflective approach significantly strengthened the 

trustworthiness and rigour of the research. 

1.12. Study limitations  

This research faced several limitations that impacted the scope and generalisability of its 

findings. One of the primary constraints was the sample size that was limited by both resource 

and logistical constraints. It focused on participants from schools in the Gauteng province of 

South Africa, and due to time, funding and access limitations, it was not feasible to expand the 

sample size or include schools from other provinces. Consequently, the findings may not 

represent the broader national context, as teacher development programmes, school cultures 

and educational psychologists' roles may vary significantly in different regions. The limited 

geographical scope of the study restricted the extent to which the results could be generalised 

to all South African schools or international educational contexts. 

 Future research could benefit from expanding the sample to other provinces in South Africa 

or internationally to provide a broader understanding of how educational psychologists 

contribute to coaching initiatives in diverse settings. 

Furthermore, the qualitative nature of the study, while providing rich and in-depth insights, 

limited the ability to make statistical inferences or to generalise findings to a broader 

population. Qualitative research is inherently subjective, focusing on understanding 

participants' experiences, perceptions and insights. While this approach allowed for a nuanced 

exploration of the role of educational psychologists in coaching, it did not lend itself to the 

broad, generalisable conclusions that might be drawn from quantitative research methods. This 

limitation became especially relevant when assessing the effectiveness of coaching 

interventions across different educational settings. The reliance on qualitative methods meant 

that the findings of the research could only be directly applied to broader populations with 

further validation through larger-scale studies or quantitative analysis. 

Another limitation emerged from the variability in implementing coaching programmes across 

the schools that participated. Only a few schools had instituted systematic coaching 

programmes, and among those, participation by educators varied widely. Some teachers were 

more engaged and actively involved in coaching, while others showed limited or inconsistent 
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participation. This variability posed challenges in drawing clear conclusions about the overall 

impact of coaching on teacher development. Additionally, the absence of a standardised 

coaching framework across schools meant that the study had to rely on differing definitions 

and models of coaching that further complicated the analysis. 

Despite these limitations, the findings provide valuable insights and open avenues for future 

research. The current study's limitations related to opportunities to expand research efforts, 

including extending the sample size, exploring additional provinces or countries, and 

incorporating quantitative research methods. By doing so, future studies could offer more 

robust empirical evidence on the impact of educational psychologists in teacher development 

and coaching initiatives. These expanded approaches would help address some of the current 

study's limitations and offer a more comprehensive understanding of this critical area in 

education. 

 

1.13. Ethics considerations 

Ethical issues anchor a research study, especially in qualitative research, where the researcher 

directly interacts with the participants and probes sensitive areas (Potthoff et al., 2023). The set 

of ethical principles discussed here incorporated a specific guideline to safeguard the rights and 

welfare of the participants while upholding the integrity and credibility of the research (Tolich, 

& Tumilty, 2022). The ethics guidelines for this study were informed by ethical standards set 

out by research ethics committees and by the researcher's commitment to responsible, 

respectful and transparent research (Kaewkungwal & Adams, 2019). 

The first ethics consideration was informed consent. All participants were fully informed about 

the purpose, procedures and potential risks involved. They were provided with a clear and 

concise explanation of the research, including information on the voluntary nature of their 

participation, their right to withdraw at any time without consequence, and the confidentiality 

of their responses. They were allowed to ask questions and were encouraged to seek 

clarification if necessary. Once the participants understood the process and agreed to 

participate, they were asked to provide written consent to ensure their participation was 

voluntary and based on a clear understanding of the research process (Consult Appendix B).  

The other crucial ethics consideration was confidentiality. In conducting the actual research, 

protection must be afforded to the identity and privacy of participants. Personal information, 
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including names and contact details, was stored separately from the actual data, and all data 

was anonymised in a manner that did not allow the identification of individual subjects. Data 

would be stored securely and only be accessible to the researcher and those authorised. The 

researcher is committed to keeping the identity and responses of the participants confidential 

that will not be revealed in any reports or publications arising from this study. 

Along with maintaining confidentiality, the researcher must use the data appropriately and 

responsibly for the respondents. The researcher complied with all ethics standards regarding 

data usage, using the data only for research purposes and presenting the results accurately and 

fairly. No data was manipulated or misrepresented in any way, and the researcher ensured that 

the participants' voices were well-represented in the final report. Another critical ethics 

consideration is participant welfare. A researcher is committed to minimising any potential 

harm or discomfort to participants. Since the research focused on the experiences of teachers, 

educational psychologists and school administrators, the researcher was aware that some 

participants might become emotionally or psychologically affected while discussing challenges 

related to coaching, teacher development and professional roles (Tulyakul & Meepring, 2020). 

The ethics documents should inform respondents or participants of their rights to withdraw 

from the study without consequence and that they might have access to support services if 

needed (Dahlke & Stahlke, 2020). 

1.14. Outline of the chapters 

1.14.1.  Chapter 1: Overview and purpose of the study 

This chapter introduces the general context of the study by outlining the background of the 

research topic, identifying the research problem, and stating the objectives. It provides the 

reason for investigating the role of educational psychologists in teacher coaching in Gauteng 

province and its relevance to educational development. The chapter includes the central 

research questions and objectives that guided the investigation. Moreover, it briefly identifies 

the theoretical framework of the study, setting the stage for the following chapters. This 

framework informs the methodology and analysis carried out throughout the thesis. 

1.14.2. Chapter 2: Literature review and theories of instructional coaching 

This chapter undertakes a review of the existing literature on instructional coaching and teacher 

development that draws on global and local perspectives. It provides an overview of many 

studies and theories addressing different aspects of coaching, including its practices, strategies 

and challenges educators face. This review synthesises findings from past research, pointing 
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out the strengths and weaknesses of the current coaching models. It also identifies specific gaps 

in the literature that the present research aims to address. This chapter provides a critical 

foundation for the research, both theoretically and practically. 

1.14.3. Chapter 3: Conceptual framework 

The third chapter contains the conceptual framework that directed this research. It offers key 

models and theories related to instructional coaching, such as the Global Framework for 

Coaching in Education. The chapter explains how these frameworks fit the research objectives 

and how they inform the research design. By integrating major psychological theories, the 

framework gives a holistic view of the coaching process and its influence on teacher 

development. It explains how these theoretical constructs would format the analysis and 

interpretation of data in a coherent structure for the study. 

1.14.4. Chapter 4: Research methodology 

The third chapter discusses the method used in conducting the research. The research design is 

explained, providing reasons for choosing a qualitative approach and adopting interpretivist 

and phenomenological methods. Data collection techniques such as semi-structured interviews 

and focus groups are discussed, together with the sampling strategy used to select the 

participants. Ethics considerations are also addressed, ensuring the research followed proper 

ethics guidelines to protect participants' rights and confidentiality. The chapter emphasises the 

systematic data collection and analysis approach, ensuring the research was rigorous, reliable 

and reproducible.  

1.14.5. Chapter 5: Data presentation and analysis 

This chapter presents all data collected relating to the specific research questions and objectives 

outlined in the research clearly and systematically. It features an in-depth analysis relating to 

patterns, trends and relationships observed. It also uses diverse frameworks and theories to 

interpret the findings and examine the results' implications for educational coaching. This 

chapter discusses the main themes and insights in more depth, providing a deeper 

understanding of the role of the educational psychologist in teacher development. 

1.14.6. Chapter 6: Discussion of findings 

This chapter discusses in detail the findings from Chapter 5 and relates them to the literature 

reviewed in Chapter 2 and the conceptual framework from Chapter 3. The discussion focuses 

on how the research results contribute to the existing knowledge base on instructional coaching 
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and the role of educational psychologists. The magnitude of findings was evaluated by 

considering how these findings support or challenge existing theory and practice. This chapter 

also discusses any unexpected findings or limitations encountered during the study and 

critically analyses the research process while offering insight into future directions for research 

in this field. 

1.14.7. Chapter 7: Conclusion and Recommendations 

The last chapter summarises the entire study, indicating crucial findings and their implications 

for educational coaching and teacher development. It highlights the study's contributions, 

particularly in understanding the role of educational psychologists in coaching initiatives. It 

then offers concrete recommendations based on the findings for improving coaching 

programmes and teacher development practices in Gauteng.  

The chapter provides directions for future research, emphasising the need for more studies to 

examine the broader impact of educational psychologists on teacher development across 

various educational contexts. 

1.15. Conclusion 

This chapter summarised the research, underlining the critical role of professional development 

in increasing the quality of teaching, thereby improving learner outcomes. Professional 

development is a cornerstone in empowering educators, when they are equipped with the 

necessary skills and knowledge to handle emerging demands in teaching. Moreover, the 

findings underscore unique contributions that educational psychologists can make within 

teachers' coaching, especially where psychological support and fostering of resilience are 

concerned, elements often missing from the mainstream menu offerings of teacher 

development programmes, thus setting a strong platform for the transition towards embracing 

one that is more holistic, contextual and grounded for teacher professional development. 

The chapter established the requirement for a formal coaching structure within the South 

African educational system. Most current interventions need more contextual relevance and 

are based on empirical evidence, resulting in inconsistent effectiveness. Including a structured 

framework for coaching based on principles from educational psychology would go a long way 

towards addressing these gaps by providing tailored support, catering for the diverse needs of 

South African educators and learners. The research aims, objectives and questions delineated 

in this chapter provided guidance for the study. It was informed by a strong theoretical 
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framework, including coaching frameworks and psychological theories that acted as a lens 

through which to investigate the role of educational psychologists in teacher development.  

This research examined how educational psychology can underpin teacher coaching to enhance 

professional competencies and promote equity and inclusivity in South African schools. In 

summary, this chapter laid some of the groundwork for deepening an inquiry into the place 

where educational psychology and teacher coaching meet. This research, conducted to 

contribute to a fair and effective landscape of education, fills the gap in the current professional 

development practice by emphasising contextually relevant interventions supported by 

empirical evidence. Further chapters explore these theoretical, methodological and practical 

dimensions in greater depth. 
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CHAPTER 2: REVIEW OF LITERATURE 

Figure 2.1 below presents an overview of Chapter 2. 

Figure 2.1: Graphic presentation of chapter 2 
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2.1.Introduction 

Coaching is one of the rising influences on education; it has revolutionised how educators 

approach professional development and learning. The concept of coaching was nearly non-

existent in education before the realisation in the 1970s and 1980s that the previous courses 

needed to bring in the expected results (Ali et al., 2018). Currently coaching is regarded more 

seriously as a powerful tool for transformative change in educational settings, focusing on 

growth, improvement of practices and enhancement of outcomes for learners. According to 

Kraft et al. (2018), coaching is a promising alternative to traditional approaches to teacher 

professional development. With the demand levels constantly changing, there is a growing 

need to study coaching and its influence on teaching methods, teacher confidence and learner 

success (Ali et al., 2018). 

The transformative power of coaching lies in its ability to meet educators at their respective 

individual levels through personalised support and structured guidance (Elek & Page, 2019). 

Unlike the traditional ways of professional development that often include generic training 

sessions, coaching provides an adaptive and collaborative environment for reflective practice 

and continuous learning (Desimone & Pak, 2017). This dynamic approach aligns with the 

tenets of adult learning theory that suggests that relevant experience and self-direction are 

critical in staff development (Yang, 2004). Coaching provides the vehicle for teachers to stay 

responsive and effective in the face of shifting social demands and technologies (Ennis & 

Losinski, 2019). 

Moreover, coaching stretches beyond professional development alone, influencing broader 

educational goals. An indirect effect of coaching should show up in increased teachers' efficacy 

and motivation, spilling over to learners to offer greater engagement and better academic 

results (Walsh et al., 2020). Its interactive nature lets coaching nurture a collaborative culture 

in schools where educators can solve challenges and share innovative practices (Weddle et al., 

2023). In this sense, coaching is not just a means to assist an individual in improving themselves 

but also a force to change schools from within. This literature narrative review focuses on 

teacher coaching, also called instructional coaching, in education. It centres on the role of 

educational psychologists in teacher coaching and the strategies they use (Cohen et al., 2020). 

This chapter discusses various studies conducted in South Africa and beyond, focusing on 

policy frameworks and applicable theories to offer a bird's-eye view of how coaching impacts 

teacher professional development and broader educational outcomes in South Africa (Downer 

et al., 2024). 
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2.2. Constitutional imperatives on the practice of educational psychology 

The information in this section was sourced from the official website of the Health Professions 

Council of South Africa (HPCSA) and the 2019 Minimum Standards for the Training of 

Educational Psychology. It should be noted that the practice of educational psychologists in 

South Africa is under the ambit of the HPCSA. The HPCSA and its 12 Professional Boards 

have been established to regulate the education, training and registration of persons practising 

health professions registered under the Health Professions Act 56 of 1974. This establishment's 

primary goal is to protect the public's well-being and offer guidance to different occupations. 

The council guarantees that practitioners comply with and maintain the specified professional 

and ethical standards within health professions. It also examines complaints against 

professionals and implements appropriate disciplinary actions for those violating the 

established behaviour codes. The HPCSA is a statutory body operating within a legislation-

influenced framework. Its primary legislation is the Health Professions Act 56 of 1974. This 

legislative framework guides all its activities, and each profession that needs to be registered 

with the HPCSA has stipulated limits. The act lays down transparent processes that the HPCSA 

should follow to meet all its legal obligations. 

It sets educational psychology standards for education, training and professional conduct. The 

Professional Board for Psychology, under the HPCSA, regulates the practice of educational 

psychologists as made clear in Regulation Number R1249, dated 28 November 2008. The 

HPCSA plays a crucial role in regulating the profession of educational psychology in South 

Africa, as outlined in the HPCSA report of 2019: 

¶ The Registration and Licensing of Practitioners: Upon completion of the required 

studies, it is the responsibility of the HPCSA to register and license qualified 

educational psychologists. Inherent in this role is the need to ensure that those who 

receive the necessary certification to practise would have completed the educational 

and training requirements. 

¶ Establishment of the Code of Ethics: In line with other health professions, 

educational psychologists are guided by a code of ethics for the profession. The 

HPCSA bears the responsibility of creating this code of ethics. Because of it, the 

HPCSA is able to outline and govern issues relating to the educational psychologistsô 

professional conduct.   
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¶ Ensuring Quality of Practice: Having created the code of ethics to ensure standard 

of practice throughout the country, it is the responsibility of the HPCSA to enforce it. 

To ensure that the quality of services offered by educational psychologists continues 

to meet the desired standards, the HPCSA evaluates programmes, conducts 

practitioner audits and acts to investigate, as well as address complaints regarding the 

conduct of practitioners.  

¶ Ongoing Professional Development: The HPCSA requires educational 

psychologists to undergo an ongoing professional development process. Thus, they 

are required to participate in activities aimed at empowering them with advances in 

the profession so that they can maintain their competence.   

¶ Compliance with Constitutional Imperatives: Educational psychology in South 

Africa should remain within the boundaries of constitutional imperatives.  Moreover, 

the constitution is the highest law of the land and the basis for all laws and regulatory 

frameworks. As such, the HPCSA aims to ensure that pertinent laws and regulations 

guide educational psychology in South Africa and that it also meets international best 

practices.  

According to the HPCSA (2019:3), 

Educational Psychology is a specialisation of psychology concerned with assessment, 

diagnosis, formulation, and intervention in contexts that support the learning and 

development of individuals, with an emphasis on children and young people. 

Educational psychologists frequently consult with children and young people in settings 

such as the family, school, early childhood and development contexts, social, 

residential and mental health settings, parents, caregivers, and teachers. Educational 

Psychology advocates a bio-ecological approach to psychological and educational 

intervention. Educational psychologists have strong foundational knowledge of 

learning theory, developmental psychology and developmental psychopathology across 

the lifespan (particularly neurodevelopment and cognitive functioning), the family life 

cycle, and significant theoretical approaches informing the mental health and well-

being of children, young people and the family. Educational psychologists conduct 

individual, group and family therapy and other therapeutic interventions, demonstrate 

psychological consultation skills and have knowledge of a range of psychological 

interventions required in contexts that relate to the development and learning of 
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individuals, families, groups, and communities. Educational psychology requires the 

ability to integrate psychological theory with practice through the application of 

educational psychology theory to complex problems over the lifespan. 

The prescripts of the HPCSA on the practice of Educational Psychology are thus not only in 

line with the constitution of South Africa, but they also follow international ethics imperatives 

in terms of the defining roles of the profession and the code of practice. These imperatives 

include the following: 

¶ Equality : The South African Constitution provides equality, meaning that 

educational psychologists must guarantee equal accessibility to quality education 

and psychological support for all learners. This ensures no barriers to learning are 

planted, inclusive educational environments are provided, and equitably enhanced 

opportunities for all learners. 

¶ Non-discrimination : Educational psychologists should respect the constitutional 

prohibition against discrimination on any grounds, including but not limited to race, 

gender, disability and socio-economic status. They should try as much as possible 

to make their services culturally appropriate to meet the special needs of diverse 

learners. 

¶ Childrenôs Rights: South Africaôs Constitution recognises and protects childrenôs 

rights. Educational psychologists must promote childrenôs well-being, safety and 

development, which may involve addressing bullying, abuse and learning 

difficulties. 

¶ Access to Education: The Constitution guarantees all South Africans the right to 

basic education. Educational psychologists support learners who face educational 

barriers, such as learning disabilities, emotional challenges, or behavioural issues 

to ensure they can fully participate in the educational system. 

¶ Informed Consent and Privacy: Educational psychologists should adhere to ethics 

standards that respect individualsô right to informed consent and privacy. This 

includes obtaining informed consent before assessments, ensuring that 

confidentiality is maintained, and the implications and purpose of the psychological 

intervention are understood. 
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The scope of practice for educational psychologists in South Africa is presented below. Figure 

2.2 was extracted from the Health Professions Act 56 of 1974, Regulations Defining the Scope 

of the Profession of Psychology (Department of Health, 2011:17). 

Figure 2.2: Educational psychology Scope of Practice; Government Gazette No. 34581, 2 September 20111 

 

 
1 In certain contexts, including South Africa, the designations of school psychologist and educational psychologist 

are frequently employed interchangeably, contingent upon the distinct tasks and responsibilities assumed by 

practitioners in question. In South Africa, all psychologists are required to be registered with the Health 

Professions Council of South Africa (HPCSA). 
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2.3. Global trends in the practice of coaching in education 

Education coaching is a worldwide phenomenon. This phenomenon has become popular in 

various educational systems worldwide. Coaching has been embraced in multiple countries, 

albeit with contextual adaptations (Hadar & Brody, 2020; Gu et al. (2017).  

In a cross-country study, Gu et al. (2017) examined coaching practices in China, Japan and the 

United States, highlighting variations in coaching models, goals and cultural factors 

influencing implementation. Technology integration has expanded the reach and impact of 

coaching in education. Digital platforms have enabled remote coaching and tailoring of 

experiences in learning, so it has burst forth as a global trend (Hadar & Brody, 2020). Coaching 

in education has, therefore, become an international phenomenon, crossing borders and cultural 

contexts. The following section narrows its focus to explore the peculiar characteristics of the 

practice and application of coaching in education in Europe, America, Asia, Africa and South 

Africa. 

2.3.1. The characteristics of coaching in education in Europe 

Coaching in education in Europe exhibits distinct features shaped by the regionôs diverse 

cultural, social and educational contexts. While variations exist among different European 

countries, some common trends and characteristics can be observed: A rich tapestry of 

languages and cultures characterises Europe. According to Hordijk et al. (2019), ethnic 

diversity in European nations is on the rise, and the recent arrival of significant refugee 

populations within the European Union has further accentuated this trend. As such, it is argued 

that coaching in education in Europe considers the linguistic and cultural diversity of both 

learners and educators (Donelly & Watkins, 2011). Given the increased heterogeneity of the 

population of Europe, teacher coaching often concentrates on the creation of inclusive 

classrooms that respect cultural diversity. Coaches, therefore, work to ensure that the diversity 

of all stakeholders involved is considered in educational practices.  

According to Donelly and Watkins (2011), collaborative learning communities are the focus 

of teacher coaching models in Europe. As such, teacher coaching in Europe recognises that 

success is premised on removing teachers from the sidelines ς from being passive recipients of 

teacher development initiatives ς and involving them in the process. Rodr²guez-Robles et al. 

(2025) argues that because of this, some of the major characteristics of teacher coaching in 

Europe include interdisciplinary team activities, peer coaching and collaborative lesson 

planning.  
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Thus, it is imperative to note that this aligns with the greater recognition of the growth of a 

diverse population in Europe. Incorporating the input, as well as participation of teachers builds 

among them a culture that recognises the ongoing benefits of diversity; hence they can share 

their expertise and work together to develop innovative teaching practices. In a study that was 

conducted by Jewett and MacPhee (2012), results supported arguments presented in this section 

of the defining characteristics of coaching in education in Europe. In essence, the focus of the 

study was on the importance of collaborative networks among teachers and how these 

improved their teaching practices. Results revealed that because of their collaboration, teachers 

could learn from one another and strengthen their work outcomes. It is not surprising, therefore, 

that Darling-Harmmondôs main postulation is that to overcome constraints that are present in 

the sphere of education and boost the quality of teaching, there is a need to establish teaching 

communities (Darling-Hammond et al., 2017). This approach to teacher coaching in Europe 

fosters continuous learning in education practice. Therefore, coaching in Europe promotes a 

culture of continuous professional learning by creating collaborative efforts among teachers. 

Educators engage in ongoing coaching relationships throughout their careers, enabling them to 

adapt to evolving educational trends and challenges (Rodr²guez-Robles et al, 2025). 

European education coaching often emphasises holistic professional development (Sancar et 

al., 2021). Coaches address pedagogical skills and promote teachersô personal growth, 

emotional well-being and reflective practices. Sancar et al. (2021) highlight this in their 

research study. These scholars developed a framework emphasising the importance of a holistic 

and strategic approach to professional development. It considers the gap in the existing 

research, reflecting different theoretical perspectives and methods around the definition of 

effective teacher professional development and captures its complex and interactive nature 

(Sancar et al., 2021). This approach acknowledges that effective teaching goes beyond 

techniques and fosters a deep understanding of learners and their needs. Coaching in European 

education respects the autonomy of teachers (Sancar et al., 2021). Coaches urge educators to 

contemplate their methods, establish objectives, and select strategies that align with their 

teaching philosophy. This method enables teachers to assume responsibility for their 

professional development. In the study conducted by Hordijk et al. (2019), one of the 

fundamental competencies highlighted concerning medical teachers in Europe is reflecting on 

their practice, goals and beliefs.  
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Many European countries emphasise inquiry-based learning approaches. Inquiry-based 

learning is an educational method in which learners are actively engaged in their learning 

process. They ask questions, explore issues and find answers through investigation, 

experimentation and critical thinking, rather than only receiving information from professors 

(Engeln et al., 2013). This method encourages learners to investigate, evaluate and combine 

information that leads to a more profound comprehension of subjects and improves their 

problem-solving abilities. Education coaching aids educators in creating inquiry-based 

curricula, promoting learner exploration and inquiry, and fostering critical thinking and 

problem-solving abilities (Hordijk et al., 2019). It is thus apparent that European coaching 

models emphasise learner-centred approaches that prioritise individual learner needs, 

differentiated instruction, and personalised learning pathways. Coaches work with teachers to 

tailor their practices to support diverse learners. 

European coaching often involves technology integration since it allows coaches to help 

educators effectively integrate digital tools to enhance their teaching practices and better 

prepare learners for digital literacy (Steffens, 2006). The study by Alvarez et al. (2024) 

demonstrates how integrating technology is essential in coaching education in an era where 

many teachers must conduct their work using online teaching platforms. This was achieved by 

offering a referential framework grounded in extensive research and analysis (Alvarez et al., 

2009). Therefore, coaching in education in Europe intends to support the development of 

professional development programmes that align with the complex and context-dependent 

nature of using technology within teaching professions. Thus, European coaching often invites 

teachers to become involved in educational research and evidence-based practices in their 

teaching. As is evidenced in the Alvarez et al. (2009) study, coaches facilitate the translation 

of research findings into actionable strategies. 

Coaching in European education is often aligned with national and regional education policies 

(Cardona, 2009; Kavkler, 2009; Donelly & Watkins, 2011). Coaches help teachers implement 

curriculum changes, assessment methods and educational reforms, ensuring a smooth transition 

and effective implementation. The importance of the need to premise coaching in education 

within the context of European policies is stressed by Donelly and Watkins (2011) who 

emphasise the need to provide comprehensive training to educators to achieve the goals of 

inclusive education as prescribed within Europeôs education policies. The alignment of 

coaching with national and regional education policies in European education reflects the 

recognition of coachingôs potential to contribute to broader educational goals and priorities. 
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This integration signifies a strategic approach to harnessing coaching as a tool for professional 

development and improvement within the education system (Caena, 2014). Moreover, 

integrating coaching into education policies projects a severe commitment to creating a culture 

for continuous improvement and reflective practice among educators. It conforms to the view 

that effective teaching is dynamic; hence, it involves learning and adaptation on an ongoing 

basis (Caena, 2014). 

2.3.2. The characteristics of coaching in education in America 

Coaching in education has drawn many parallels between America and Europe, despite their 

glaring cultural and regional differences. These parallels reflect a global understanding of 

coaching as a potentially powerful means of improving practice and outcomes within both 

continents' educational systems. Like in Europe, coaching in education in America is premised 

on professional development focus, individualised support, reflective practice, data-informed 

decision-making and collaboration and feedback, among other practices (Qazi & Pachler, 

2025). The shared characteristics of coaching in education between regions like America and 

Europe provide a common foundation; however, the implementation of coaching can vary 

significantly within each region due to many factors. These variations make coaching practices 

dynamic and adaptive to the unique influences emanating from diverse cultural, policy and 

contextual environments (Qazi & Pachler, 2025). 

Cultural norms and values influence coaching practices (Hordijk et al., 2019). Different 

societies have varying expectations regarding authority, communication styles and 

interpersonal relationships. Coaching approaches may need to align with these cultural nuances 

to be effective. For instance, coaching practices that work well in a more individualistic culture 

might need adjustments to fit a collectivist societyôs values. Research by Hordijk et al. (2019) 

demonstrated that instructional coaching in Europe needs to navigate diverse communication 

styles and cultural norms. For example, coaching may need to respect hierarchical structures 

and formal communication prevalent in some European countries. However, coaching in 

American countries might prioritise open communication and direct feedback, aligning with 

the more informal and egalitarian communication styles often seen in American culture. 

Furthermore, the local context within a region, such as urban versus rural areas or socio-

economic disparities, can shape coaching practices. Coaches may need to tailor their strategies 

to address schoolsô and communitiesô specific challenges and needs. 
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National and regional educational policies can significantly influence coaching implementation 

in countries and continents. Policies related to teacher professional development, evaluation 

and curriculum mandates can impact how coaching programmes are designed, funded and 

integrated into the education system. For instance, Donelly and Watkins (2011) firmly rooted 

instructional coaching in Europe within its educational policies, Galey (2016) found that many 

gaps needed to be addressed on the same topic in America. Essentially, Galey (2016) begins 

by highlighting the growing significance of instructional coaching as a strategic tool employed 

by educational districts to enhance instructional practices in American schools. However, 

despite its importance, she cites a lack of consensus and clarity regarding the specific roles that 

instructional coaches fulfil within the complex policy environment. This likely impacts the 

practice of coaching in education in America, producing distinct features from Europe, where 

policy regulations are more precise. Galey (2016) purports that educational coaches in America 

have a reform role to play, citing their need to participate in broader educational reform 

initiatives. 

2.3.3. The characteristics of coaching in education in Asia 

Asian education coaching exhibits various distinct features influenced by cultural, educational 

and regional factors. While these features may vary across Asian countries, some common 

trends and characteristics can be identified.  

Asian cultures often strongly emphasise respect for authority and experienced individuals. 

Respect for authority is a prominent cultural value in many Asian societies, including those 

with rich educational traditions, such as China, Japan, South Korea and others (Li et al., 2023). 

Pishghadam, Derakhshan, Zhaleh and Al-Obaydi (2023) emphasise that the dynamics of 

educational systems in Asia are influenced by their culture, sociological and historical factors. 

A key example provided in the study conducted by Chua (2016) is Confucianism ς also referred 

to as Ruclassicism or Ruism. It is an ethics system that governs peopleôs thoughts and 

behaviour; hence, it spread to East Asian culture from China, where it originated that greatly 

influences a strong culture of respect for authority that dominates the context of education in 

Asia. Confucianism shows the educational system in Asia is characterised by a hierarchy that 

emphasises respect for teachers; thus learners in this context are expected to revere them and 

treat them with both respect and obedience (Li et al., 2023; Tan, 2023). Given this defining 

characteristic of Asian culture that permeated into education, it is highly likely that in such 

instances the coach as the expert is revered and treated as a figure of authority.  
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Based on this, the establishment of teacher-coach relationships may be premised on a 

disequilibrium power balance between the two groups. In addition to Confucianism, Chua 

(2016) notes that Asian culture is highly collectivist, hence the noticeable social cohesion in 

Asian countries. As Chua (2016) adds, this collectivism exacerbates the need to respect figures 

of authority to maintain social harmony. Therefore, whereas teacher coaching in Europe is 

being influenced by growing diversity, in Asia it is rooted in long standing social and cultural 

norms.  The cultural value of respect for authority in Asian societies has thus contributed to 

teacher-centred approaches (Tan, 2023). Teachers are often seen as knowledgeable figures with 

authority, and learners are expected to listen, learn and follow instructions. Studies conducted 

by Ghaizi et al. (2022), Utha and Rinzin (2019) as well as Cheng and Chen (2022), among 

many others, show how this teaching strategy is dominant throughout Asia. The implication of 

this is that even within instructional teaching, coaching tends to manifest itself in such a manner 

as an inherent aspect of the more incredible Asian society. Therefore, one of the notable 

differences is the practice of coaching in education in Asia, compared to countries in both 

America and Europe.   

Asian coaching approaches blend traditional teaching practices with contemporary pedagogical 

methods, reflecting the regionôs diverse educational heritage. The statement highlights the 

dynamic nature of coaching approaches in Asia that often involve a fusion of traditional and 

modern teaching methods (Tan, 2023). The rich and varied educational heritage of Asian 

cultures influences this blending. Many Asian societies have a strong cultural reverence for 

education and respect for authority, often aligned with traditional pedagogical approaches. 

Scholars have noted that these cultural values can shape teaching methods and classroom 

interaction (Cheng & Chen, 2022). For instance, Tan (2023) discusses how Confucian 

principles of respect for authority and collectivism have historically influenced teaching 

practices in Asian cultures. Integrating traditional practices with modern pedagogy is a 

hallmark of Asian education. Kim (2011) explored how educators in South Korea incorporate 

Confucian values and indigenous cultural practices into modern teaching techniques to create 

a holistic learning experience. This scholar emphasises the importance of culturally relevant 

teaching to enhance learner engagement and learning outcomes. In East Asian classrooms, 

there are, therefore, resounding benefits that can be realised from merging instructional 

coaching practices with social as well as cultural norms (Hwang & Matsumura, 2015). 
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2.3.4. Instructional coaching in Africa, including South Africa 

According to Bush et al. (2022), globally, essential institutions, including agencies and 

governments, among many others, are realising the potential of instructional coaching as a 

means of improving outcomes within the educational sector (both learner outcomes and 

teaching quality); because of this, teacher coaching is gaining significant traction in South 

Africa and the whole continent at large. Fleisch and Dixon (2019) studied South Africaôs North 

West province. The study that focused on early grade reading corroborated the assertions of 

Bush et al. (2022) regarding the benefits of coaching in education. In their study, Fleisch and 

Dixon (2019) compared an educational model that included instructional coaching to one that 

did not. The findings revealed better outcomes from the model that included instructional 

coaching.   

Coaching programmes have been implemented at various levels of education, from primary to 

tertiary, across different African countries. Several coaching models have been implemented 

in African countries, often tailored to local contexts. These adaptations include localised 

coaching models, strategies and content to align with specific needs and challenges faced by 

teachers (Stoetzel & Shedrow, 2020). Many African countries need more resources, including 

funding, qualified coaches and access to technology. These constraints can hinder coaching 

initiativesô widespread implementation and sustainability (Bush et al., 2022). 

The applicability of different coaching models within the African context is an issue that 

remains in contention. In a study that was conducted by Kotze, Fleisch and Taylor (2019) on 

the alternative forms of early grade coaching in South African primary schools located within 

Gauteng province, they evaluated the effectiveness of on-site coaching and virtual coaching 

models as part of the more extensive inquiry in Africa on what would suit the local context. 

The study discovered that on-site coaching was much more cost-efficient than a traditional 

centralised teacher training programme. 

In Africa, teacher coaching frequently focuses on transitioning from conventional hierarchical 

professional development to a collaborative, introspective, reflective method and approach. 

Coaches work closely with teachers to observe classroom practices, provide feedback and 

engage in reflective dialogues, fostering a culture of continuous improvement (Stoetzel & 

Taylor-Marshall, 2022). The shift from traditional top-down professional development to a 

more collaborative and reflective approach through teacher coaching in Africa represents a 

significant evolution in how educators are supported and empowered.  
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This transformation recognises the importance of treating teachers as professionals who can 

actively engage in their development and contribute to improving their teaching practices and 

learner outcomes (Condy & Phillips, 2020). Traditional top-down professional development 

often involves one-size-fits-all training sessions that may not fully address individual teacher 

needs or contextual challenges. Teacher coaching, however, empowers educators by involving 

them in setting goals, reflecting on their teaching practices and identifying areas for growth 

(Condy & Phillips, 2020). This approach fosters a sense of ownership over professional 

development and encourages teachers to participate actively in their learning.  

2.3.5. Intersectionality in teacher coaching: impact on effectiveness 

The term intersectionality was first used by Crenshaw (1989), who began to try to find a way 

to make sense of the interactions of multiple identities and their consequences on how 

individuals experience life. In teacher coaching, intersectionality offers a lens through which 

one can consider how gender, socioeconomic status, ethnicity and linguistic diversity may 

shape the outcomes of coaching interventions. Such intersectional identities may create 

challenges and opportunities that are unique in nature for teachers, and the professional 

development they provide bequeaths equality and effectiveness, as posited by Haddix (2019). 

Coaching teaching frameworks are mainly used in diverse educational settings where teachers 

bring varied cultural, social and personal contexts into their professional practices. Research 

suggests that not considering these contexts may result in poor engagement of teachers and low 

impact of the coaching programmes (Gist et al., 2019). For instance, a teacher in an under-

resourced rural school faces challenges differently from a colleague in an urban, well-funded 

institution. Such disparities can be addressed through culturally responsive coaching strategies 

that significantly raise the relevance and impact of coaching interventions (Johnson & Kraft, 

2019). 

Research in African educational contexts has shown that teachers from dominated groups must 

overcome more barriers, such as language challenges, limited access to resources and cultural 

biases in professional development programmes (Kotze et al., 2020). Coaching interventions 

should, therefore, contain strategies for overcoming these nuances in the linguistically and 

culturally diverse South African context. For example, using multilingual coaches or 

incorporating culturally relevant examples in coaching sessions may create more inclusiveness 

and effectiveness (Molaudzi, 2021). 
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Gender dynamics also significantly shape coaching outcomes. Female educators may find 

implicit biases hinder their professional development, especially in male-dominated 

environments. Coaching frameworks incorporating gender equity, like safe spaces for open 

dialogue about workplace discrimination issues, have somewhat assuaged these challenges 

(Taylor & O'Connell, 2023). It is common for socioeconomic factors to determine access to 

coaching resources, and teachers in disadvantaged schools are often excluded from such 

programmes due to budgetary constraints (Van der Merwe & Smith, 2024). When coaching is 

used as a means of teacher development, it must be an intersectional approach to bring 

recognition and, hence, address diverse identities and experiences. Finally, such an approach 

would bring equity and maximise the transformative potential of coaching in fostering 

professional growth and improving educational outcomes across diverse contexts. 

2.3.6. Policy frameworks and applicable theories: identifying gaps in policy for coaching 

implementation 

The coaching interventions that require practice and are effective in the educational setting are 

spearheaded by policy frameworks. The South African national policies include, for example, 

coaching as an innovative practice under the Integrated Strategic Planning Framework for 

Teacher Education and Development to enhance professional development (Department of 

Basic Education, 2020). However, upon closer view, several loopholes in these frameworks 

hold up the effective prevalent implementation of coaching. Perhaps the most outstanding gap 

remains as specific guidelines or uniform standards for integrating coaching into teacher 

development frameworks. While emphasising professional development, ISPFTED devotes 

little to how coaching can or should be structured, assessed and incorporated into existing 

systems. This creates ambiguity, resulting in uneven applications across provinces and schools, 

undermining the programmeôs ability to scale up or sustain coaching programmes (Van der 

Merwe & Smith, 2024). 

A crucial issue is that no special fund is reserved for coaching. Most schools, especially those 

in rural and poor areas, need more money to pay for professional coaches or even the tools and 

materials required for coaching. National policies tend to favour traditional training modes, 

such as workshops, over interactive and personalised ways of professional development that 

coaching is part of (Kotze et al., 2020). Top-down policies often need to pay more attention to 

contextual challenges in the form of cultural diversity and linguistic barriers that may deprive 

coaching of its relevance and effectiveness.  
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For example, coaching frameworks that do not consider the multilingual nature of South 

African classrooms often fall short of addressing teachers' and learners' needs (Molaudzi, 

2021). Similarly, the role of educational psychologists in coaching still needs to be explored in 

policies, that being an area where their expertise could be fully utilised in holistic teacher 

development. 

Clear, actionable guidelines on implementing coaching in diverse educational contexts should 

be ensured to fill these gaps. More importantly, dedicated funding should provide further 

enhancement, as will the embedding of culturally responsive strategies within coaching 

frameworks. Lastly, policymakers must recognise the critical role that educational 

psychologists play in teacher coaching; a place must be found for them to contribute if both 

professional and psychological development dimensions are to be comprehensively addressed. 

2.4. The role of the educational psychologist in coaching 

The Handbook of Global School Psychology (Hatzichristou et al., 2025) comprehensively 

explores school psychologistsô usual tasks, functions and duties. Across the world, the field of 

school psychology has conventionally centred on delivering support to learners within 

educational institutions, but this scope has since broadened. In their compilation of insights 

from diverse authors featured in their handbook, Hatzichristou et al. (2025) conclude that 

fundamental offerings by school psychologists encompass both direct and indirect support for 

learners, along with assistance extended to educators and parents. Hatzichristou et al. (2025) 

highlight initiatives within educational institutions to promote systemic transformation. A 

thorough examination of the text that encompasses contributions from global authors, was 

undertaken, with particular interest in elaborating on the critical role of educational 

psychologists in coaching. According to Hatzichristou et al. (2025)  their role comprises the 

following:  

¶ Educational psychologists apply psychological knowledge to improve teaching and 

learning, including learner well-being. They assess the learning process and uncover 

difficulties, creating the necessary interventions. Throughout this process, they must 

collaborate with all stakeholders, including teachers.  

¶ Apart from assessing the learning process, educational psychologists can also assess 

learners and diagnose potential behavioural or learning deficits. To the extent of their 

scope of practice, they can use psycho-educational assessments to fulfil  this role.  
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¶ After conducting the necessary assessments of the learning process or learners, 

educational psychologists bear the responsibility of both designing and implementing 

various interventions aimed at resolving identified issues. Incumbent in this is 

designing education plans, providing counselling services, as well as coming up with 

behavioural management programmes. According to Hatzichristou et al. (2025) all this 

should be evidence-based. 

¶ One of the notable roles of educational psychologists in coaching is that whatever they 

do, including assessments and interventions, should be done in collaboration with 

teachers as well as parents. Furthermore, they are responsible for ensuring that they 

build a sound support system, particularly for learners, by collaborating with other 

professionals, particularly the teachers who teach. It goes without saying, therefore, that 

educational psychologists need to be good collaborators and communicators. Having 

established growing diversity in the world while also considering that South Africa is 

a diverse country, the literature emphasises that educational psychologists should 

promote inclusive educational practices. In this literature review, it has been established 

in the section above that diversity is giving shape to coaching in Europe; hence this is 

one of the roles of educational psychologists. Hatzichristou et al. (2025)  mainly focus 

on including learners with disabilities as part of considering that there can be diverse 

needs and abilities within a classroom.  

¶ Moolla (2011) emphasises that educational psychologists must consistently research to 

ensure their work is evidence-based and grounded in ethical psychological principles. 

This is a crucial method by which they establish evidence-based procedures. 

The responsibilities of educational psychologists in the educational sector are thus broad; they 

are summarised in Table 2.1 below.  

Table 2.1:  The role of educational psychologists in education 

Learners Educators Parents Schools 

¶ Identification and 

assessment 

¶ Training 

¶ Counselling 

¶ Crisis intervention 

¶ Referrals 

¶ Academic support 

¶ Training 

¶ Counselling 

¶ Consultation 

¶ Crisis intervention 

¶ Training ¶ Policy 

development 

¶ Prevention 

programmes 

Source: Moolla (2011:43). 



 

ΡΝ 
 

2.4.1. The role of educational psychology in coaching for education 

According to Nezhad and Vahedim (2011), education and psychology have an intricate 

interdependence. Nezhad and Vahedimôs (2011) study begins by highlighting a psychologistôs 

perspective that questions how a teacher could effectively educate without a solid 

understanding of educational psychology. This assertion sets the tone for the studyôs 

exploration of how psychology has significantly influenced education, thus breathing new life 

and meaning into the learning process within the classroom setting. The study identifies a 

transformative impact of psychology on education, Woolfolk Hoy (2000) states that 

educational psychology is currently being used to bring reforms in educational systems 

worldwide. Incorporating educational psychology in education also brings to light the issue of 

individual differences. Lindsay (2007) conducted a study that included children with 

disabilities in mainstream education. In accordance with the assertions of Nezhad and Vahedim 

(2011) and Lindsay (2007), the study shows how Educational Psychology promotes an 

inclusive and egalitarian approach to education.  

Nezhad and Vahedim (2011), Woolfolk Hoy (2000) and Lindsay (2007) provide critical 

evidence in support of the notion that educational psychology is the backbone of modern-day 

educational systems. Woolfolk Hoy (2000) and Lohse-Bossenz, Kunina-Habenicht and Kunter 

(2013) state that educational psychology was once regarded as irrelevant but has since become 

the centrepiece of teacher learning.  

It is evident, therefore, that training programmes and teacher development strategies are rooted 

in educational psychology. According to Patrick, Anderman, Bruening and Duffin (2011), 

educational psychologists have become instrumental to teachers because they can provide 

strategies on how to manage classrooms effectively and effectively cater for the diverse needs 

of learners. This is why, despite previous doubts about the importance of educational 

psychology in education, it has since gained prominence. Lohse-Bossenz et al. (2013) state that 

it is critical in instructional coaching.  

Modern educational systems are thus being designed to take advantage of the insights and 

principles found in educational psychology. This is due to the recognition that these principles 

take teachers to a deeper level of comprehension, thus leading to meaningful gains within 

classrooms (Nezhad & Vahedim, 2011; Woolfolk Hoy, 2000; Lindsay, 2007).  
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This approach values not just the rote memorisation of facts but instead focuses on equipping 

educators with strategies that facilitate genuine comprehension and retention of information 

among learners (Lohse-Bossenz et al., 2013). By integrating educational psychology into 

teacher preparation programmes, educators gain insights into the cognitive, emotional and 

social aspects of learning. This knowledge equips them with the tools to design instruction that 

caters for diverse learning styles, motivates learners, and addresses potential obstacles to 

effective learning. It allows teachers to establish inclusive classroom settings that encourage 

good relationships, enhance self-esteem, and facilitate the holistic development of children 

(Patrick et al., 2011). 

Patrick et al. (2011) acknowledge the significance of educational psychologists in forming 

collaborative partnerships with colleagues in teacher education programmes. Educational 

psychologists strive to develop strong relationships to establish a common language and a 

cohesive goal for the best strategies for training teachers. Collaborative efforts are expected to 

enhance the alignment of educational psychology principles with the broader goals of teacher 

education (Patrick et al., 2011). 

2.5. The importance of coaching in education 

The issues teachers face in South Africa should benefit from coaching in education. Since 

gaining independence in 1996, the South African educational system has faced difficulties 

stemming from the Bantu Education Act of 1953 (Legotlo, 2014). The issues were inequality, 

poverty and intolerance of variety, among other factors. Consequently, both teachers and 

learners suffered from the adverse impacts of this system. Following independence, the South 

African government acknowledged the need for significant changes in the educational system, 

as outlined in the preamble to the South African Schools Act 84 of 1996 stating the following 

(1996:5): 

WHEREAS the achievement of democracy in South Africa has consigned to history the 

past system of education which was based on racial inequality and segregation; and 

WHEREAS this country requires a new national system for schools which will redress 

past injustices in educational  provision, provide an education of progressively high 

quality for all learners and in so doing lay a strong foundation for the development of 

all our people's talents and capabilities, advance the democratic transformation of 

society, combat racism and sexism and all other forms of unfair discrimination and 

intolerance, contribute to the eradication of poverty and the economic well-being of 
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society, protect and advance our diverse cultures and languages, uphold the rights of 

all learners, parents and educators, and promote their acceptance of responsibility for 

the organisation, governance and funding of schools in partnership with the State; and 

WHEREAS it is necessary to set uniform norms and standards for the education of 

learners at schools and the organisation, governance and funding of schools 

throughout the Republic of South Africa .  

Currently, teachers are still facing the repercussions of South Africa's history. Du Plessis and 

Mestry (2019) asserts that poverty remains a significant issue impacting the quality of teaching 

and learning, particularly in rural educational institutions. The author further states that because 

of poverty the implications on the provision of quality education in schools have been 

enormous, which is why the improvement since the attainment of democracy has been 

insignificant.  

Matoti (2010) identified the various complex challenges faced by teachers in South Africa. The 

study conducted in Bloemfontein revealed that most educators were unsure about their own 

future and the future of education in the country.  

Their fears and concerns encompassed various issues, such as the political and economic 

situation, policy and curriculum changes, high teacher turnover, unsafe school environments, 

inadequate working conditions, declining education quality, role conflicts, low teacher morale, 

unprofessional behaviour among educators, insufficient Outcomes Based Education (OBE) 

workshops, ineffective school management and leadership, and a lack of accountability. These 

studies show that the challenges that teachers face in South African schools are extensive, and 

there are many opportunities for the application of educational psychology. Legotlo (2014:7) 

summarises the challenges of teachers in schools as follows, but this is by no means an 

exhaustive list. Table 2.2 below displays the challenges experienced by teachers in South 

Africa.  
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Table 2.2:ЮThe challenges experienced by teachers in South Africa 

Teacher issues Student issues Resource issues 

¶ Shortage of adequately 

trained teachers 

¶ Poor teaching and 

learning strategies 

¶ Lack of staff discipline 

¶ High job insecurity 

¶ Low levels of 

motivation and morale 

¶ Poverty 

¶ Classroom diversity 

¶ Sociocultural issues 

¶ Psychological issues 

¶ Lack of discipline 

¶ Substance abuse 

¶ Under-prepared 

learners 

¶ Learner motivation 

problems 

¶ Poor study and life 

skills 

¶ High absenteeism  

¶ Shortage of instruction 

material 

¶ Shortage of textbooks 

¶ Poor condition of 

buildings 

¶ Inadequate classroom 

space 

¶ Under-resourced 

libraries 

¶ Disorganised learning 

environments 

 

Given the notable challenges in South Africa, Knight (2018), together with Kraft and Papay 

(2014), asserts that coaching positively impacts both teachers and learners. For instance, Knight 

(2018) has proven that coaching contributes to improved teacher efficacy and self-confidence 

as educators engage in deliberate practice and receive constructive guidance. This 

improvement is attributed to educatorsô involvement in deliberate practice, engaging in 

purposeful and focused activities, and receiving constructive guidance from coaches. Knight 

(2018) suggests that coaching is crucial in helping teachers develop their skills and confidence 

through targeted practice and supportive feedback. The study by Kraft and Papay (2014) on 

peer and content coaching shows the improvement in educatorsô self-efficacy when they 

receive coaching.  

Essentially, Kraft and Papay (2014) examined the impact of different coaching models on 

teacher effectiveness. They found that peer and content-focused coaching contributed to 

increased teacher self-efficacy and improved instructional practices, making this one of the 

reasons why coaching in education is vital.  

Coaching is also instrumental in helping teachers to fine-tune their pedagogical techniques 

(their methods and practices while teaching). Incumbent on this is that teachers gain the ability 

to use varying techniques to deliver instructions to learners and to facilitate learning. 

Furthermore, given that classrooms are becoming more diverse, a situation that is a part of 

normal everyday South African learning, through coaching teachers also learn to adapt to 

teaching learners with diverse needs (Ingersoll & Strong, 2011).  
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According to Kraft and Blazer (2014) and Kraft et al. (2018), teachers can customise their 

pedagogical techniques to target individual learners. Some of the identified techniques that 

teachers are equipped with through coaching include personalised plans and differentiated 

teaching that are meant to ensure that the learning process is easier for every learner (Kraft & 

Blazer, 2014; Kraft et al., 2018).  

Additionally, coaching can address long-standing teacher issues like burnout. One of the 

approaches coaches use is creating supportive professional environments within communities 

(Ingersoll & Strong, 2011) that are essential for physical, psychological and emotional well-

being. Within these professional communities teachers not only share techniques, but they can 

also share the challenges they face and the concerns they have. Such networks increase their 

capability to cope with negative feelings like stress and anxiety; hence, they create a sense of 

belonging among members. Kretlow and Bartholomew (2010) note that the teaching profession 

can result in feeling isolated because teachers spend significant amounts of time with learners 

in classrooms. A supportive working environment that offers teachers an outlet for negative 

feelings and creates bonds among them eliminates this sense of isolation. When emotional 

experiences are eliminated, teachers experience increased job satisfaction that positively 

correlates with affective commitment to work (Ingersoll & Strong, 2011). Therefore, coaching 

creates an environment where teachers can function optimally and produce the desired 

outcomes of the teaching profession.  

Coaching is essential because it propagates learner engagement in class (Kretlow & 

Bartholomew, 2010). This is the direct result of implementing pedagogical techniques that have 

proven effective for teachers who go through coaching. Whitaker and McDonald (2013) proved 

this through their study that showed that instructional coaching increased learner engagement 

and academic performance.  

Similar results were reported by Sailors and Shanklin (2015), further underscoring the 

importance of coaching in education. The study accentuated the importance of ongoing support 

and collaboration between coaches and teachers. Additionally, Kraft et al. (2018) examined the 

impact of instructional coaching on learner achievement in Mathematics. They found that 

coaching had a positive effect on teacher practices and, subsequently, on learner outcomes. 
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The study emphasised the importance of ongoing, content-focused coaching for improved 

learner achievement. Research studies show that the effects of coaching in education are two-

pronged; improving educatorsô capabilities results in enhanced learning outcomes regarding 

grades and achievement.  

2.6. Key strategies that educational psychologists use in conducting coaching 

The effectiveness of coaching hinges on the establishment of collaborative relationships. This 

is one of the main arguments throughout this review; when educational psychologists coach 

foregrounds assessments and interventions. Knight (2007) states that educational psychologists 

are responsible for inviting teachers to participate in instructional coaching by highlighting the 

key benefits, particularly the potential for personal growth. This is how they begin building 

collaborative relationships. Participation is not forced but voluntary because coaching should 

commence with the teachers feeling enthusiastic about it. For this reason, Knight (2007) 

explains that enrolment is a two-step process that involves (i) a presentation on the benefits of 

coaching, its foundational principles and the objectives of the process (Devine et al., 2013), 

and (ii) a question-and-answer segment that allows teachers to raise their concerns.  

The coaching process is such that interested teachers are allowed to enrol by completing a form. 

As a second step, the coach conducts individual meetings with each interested teacher to 

establish rapport and explore the potential rewards and challenges associated with the role. The 

discussion revolves around the teacherôs perception of their professional role, assessment of 

learnersô strengths and weaknesses, and the areas most conducive to their personal and 

professional growth. Research has shown that educational psychologists use the following 

strategies in instructional coaching in South Africa and worldwide: 

2.6.1. Lesson observation and feedback  

As in other regions, lesson observation is commonly used in South Africa as part of teacher 

coaching. Coaches observe teachers in their classrooms and provide feedback to enhance 

instructional practices. Lesson observation and feedback are part of what instructional coaching 

considers active learning.  

Distinguishing itself from passive learning that often involves passive listening during lectures, 

active learning can manifest in various ways. These include observing proficient educators or 

undergoing observation, engaging in interactive feedback and discourse, analysing learnersô 

work related to the subject matter, and facilitating discussions (Desimone & Pak, 2017).  
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Recent studies indicate that professional development (PD) achieves tremendous success when 

educators have more frequent chances to apply their acquired knowledge and receive 

evaluative input. This feedback proves most impactful when it is clear and draws upon various 

data sources, such as observations and learner work samples. A robust body of evidence 

supports the favourable outcomes stemming from feedback on instructional practice (Allen et 

al., 2011). 

2.6.2. Peer coaching  

Peer coaching involves teachers collaborating with their colleagues to observe one anotherôs 

lessons, exchange feedback and share best practices. Engaging in professional development 

together as teachers offers a potent means of establishing an effective and productive learning 

atmosphere through their interaction (Desimone & Pak, 2017). This approach promotes a 

culture of continuous improvement among teachers. Active learning through instructional 

coaching frequently occurs when educators collaboratively participate in learning teams 

alongside colleagues in the same subject or grade level. Coaches can facilitate social learning 

dynamics by guiding teachers within groups, often within grade-level gatherings. In these 

sessions, teachers collectively explore progress monitoring strategies, techniques for enhancing 

instruction, learner data analysis, and adjustments to the curriculum (Bean et al., 2011; Scott et 

al., 2011). The coachôs presence during these grade-level meetings proves valuable when 

teachers seek expert insights to navigate the technical complexities of implementing novel 

teaching approaches or deepen their comprehension of methods to transform their teaching 

practice (Coburn & Woulfin, 2012). 

2.6.3. Teacher mentorship  

Effective teacher coaching involves establishing an ongoing relationship between the mentor 

and mentee (Desimone & Pak, (2017). Coaches, therefore, serve as mentors to educators. 

Mentorship programmes provide ongoing support, guidance and opportunities for professional 

development. To achieve this objective, coaches typically adopt a proactive and clear approach 

rather than a reactive one, empowering teachers to guide the implementation of practices they 

work on, drawing from their self-assessment of their performance (Deussen et al., 2007). 

2.6.4. Structured workshops and training  

Schools and education departments often organise workshops and training sessions to 

introduce new teaching methodologies, curriculum changes or technology integration (Denton 

& Hasbrouck, 2009).  
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In these sessions active engagement is essential, and teachers are encouraged to interact on a 

peer level. During these engagements, innovative teaching techniques are introduced and 

encouraged. Therefore, the goal is to empower teachers with these tools with the aim of 

integration in everyday teaching practices. These workshops and training sessions are for 

knowledge sharing and they yield the desired education outcomes in the form of better learning 

experiences, as well as outcomes on the part of learners.  

2.6.5. Subject-specific coaching  

In some instances, teachers experience challenges with subject content. In such instances 

coaches can provide specialised support as well as resources. Collaborative planning is 

necessary in subject-specific coaching, meaning that teachers can work with coaching during 

lesson planning (Denton & Hasbrouck, 2009). During lesson planning, both the coach and the 

teacher work towards ensuring that lessons not only align with the curriculum but also result 

in learner engagement. In support of this approach, Desimone and Pak (2017) reiterate that this 

is one of the essential attributes of good instructional coaching. They further stress the fact that 

content planning should be combined with assessing how learners learn it. Content preparation 

involves helping instructors develop challenging curricula that adhere to national standards, 

covering unit questions, essential information, comprehension, applications and learning maps 

(Devine et al., 2013). 

2.6.6. Reflective practice and self-assessment  

Coaches encourage teachers to engage in reflective practice, self-assessment and goal-setting 

(Knight, 2007). This approach empowers teachers to take ownership of their professional 

growth. According to Devine et al. (2013), educators must contemplate and evaluate concepts 

before embracing them. Participating in thoughtful discussions enables teachers to evolve into 

reflective professionals, empowering them to make deliberate decisions regarding their 

instructional methods. 

2.6.7. Technology integration coaching  

Technology has become an integral aspect of teaching and learning. Moreover, following the 

outbreak of COVID-19 in 2020, even ill-prepared educational systems worldwide, including 

South Africa, have had no option but to rely solely on technology. Coaches thus play the critical 

role of ensuring teachers can integrate and effectively use technology to achieve their work 

goals.  
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According to Caneva et al. (2023), more than ever, educational systems are emphasising 

technology integration because of the resounding benefits. For this reason, Huang (2023) states 

that coaches can help teachers grasp and handle the complexities of using technology within 

their practice. Coaches assist teachers in selecting and implementing appropriate digital tools, 

software, and applications that enhance instructional delivery and learner engagement (Caneva 

et al., 2023; Liao et al., 2021). They provide hands-on guidance, training and ongoing support 

to help teachers become proficient in using these tools. Whether leveraging interactive 

multimedia presentations, online collaboration platforms, educational applications or digital 

assessment methods, coaches empower teachers to leverage technology to enhance learning 

outcomes (Huang, 2023).  

2.6.8. Digital platforms in coaching: opportunities, challenges and strategic integration 

The arrival of digital platforms has revolutionised coaching practices, enabling greater access 

and scalability of tailored interventions. The most recent and most important of these new 

arrivals are virtual coaching and AI-based tools, mainly in resource-scarce environments, 

because they surmount the barriers of distance and logistics. They facilitate real-time, 

asynchronous or hybrid coaching interactions with professional development that are becoming 

increasingly available to teachers, regardless of their situation or location (Kraft & Blazar, 

2014). 

Virtual coaching delivers services over digital channels, such as video conferencing, online 

chat platforms, and collaborative online spaces. Well-structured virtual coaching, including 

interactive elements like live feedback and observation, is as effective as in-person coaching 

in improving teacher practices and learning outcomes (Major & Watson, 2019). This has been 

taken up in contexts where face-to-face coaching is not possible or desirable; for example, in 

rural or remote areas or during disruptions such as the COVID-19 pandemic (Van der Merwe 

& Smith, 2024). Another significant development within coaching involves AI-based coaching 

tools that give personalised, data-driven feedback using algorithms and machine learning. They 

could be used in analysing classroom practices to highlight areas needing improvement, even 

suggesting targeted interventions that would relieve some burdens from human coaches while 

increasing the potential scale of coaching programmes (Bates et al., 2020). For instance, 

platforms using natural language processing can analyse the interaction between teachers and 

learners to identify communication patterns that increase engagement and learning (Taylor & 

O'Connell, 2023).  
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In coaching, however, the integration of digital platforms brings its challenges to the table: 

issues related to digital literacy, poor access to reliable internet connections, and resistance to 

changes in adopting new technologies can be severe inhibitors to the effectiveness of virtual 

and AI-based coaching programs. This would, therefore, mean that the human element in 

coaching that involves relational trust and empathy, is mainly challenging to reproduce in an 

entirely digital environment (Molaudzi, 2021). It is, therefore, often recommended that the 

hybrid models be followed, whereby the digital tools are combined with the human-led 

coaching sessions to strike the right balance between efficiency and interpersonal connection 

(Kotze et al., 2020). Virtual and AI-based digital platforms are rapidly developing spaces where 

teacher coaching occurs. Given their potential for removing access barriers and considering 

new solutions, these technologies have massive potential for improving professional 

development. Further research should, therefore, be geared towards the optimisation of these 

platforms in different educational contexts, securing fair and impactful coaching interventions. 

The most significant potential lies with technology in revolutionising the coaching frameworks 

of the schools, more so for the resource-constrained by removing the three significant barriers 

of geographical distance, constrained infrastructure and highly infrequent access to 

professional growth. Multiple pieces of evidence show that digital platforms, virtual coaching 

systems, video conferencing and AI tools can meaningfully scale up access to coaching 

interventions. For instance, Van Nieuwerburgh et al. (2018) describe how virtual platforms 

could be used to offer the possibility of providing continuous, personalised feedback to teachers 

in a variety of educational contexts. Continuing in this vein, Lochmiller (2021) underlines the 

importance of video conferencing tools in overcoming geographical distances, making the 

immediate collaboration of coaches and teachers in geographically distant places possible. 

Data analytics and digital tracking tools also promise to improve coaching practices. They help 

coaches observe teacher progress, measure the implementation of strategies, and give feedback 

tailored to each teacher's performance metrics (Kurz et al., 2017). Equipped with AI-driven 

solutions like machine learning algorithms, they can analyse classroom interactions to define 

patterns, propose strategies for improvement, and automate the tracking of developmental 

milestones (Guskey, 2000). Such systems provide effective coaching and inform the data on 

which precise adjustments can be made to meet teachers' and schools' unique needs. 
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Examples from other developing contexts demonstrate how technology can be integrated 

effectively into coaching frameworks. In India, digital platforms like DIKSHA have been used 

to deliver teacher training modules to ensure that this kind of support remains consistent even 

in resource-constrained areas (Bhattacharya & Sharma, 2020). Similarly, in Kenya, mobile-

based coaching programs have reached teachers in rural areas and shown digital interventions 

to be scalable and cost-effective (Piper & Zuilkowski, 2015). These models indicate how 

important it is to adapt technological innovations to local contexts to enhance their effect. With 

the help of digital tools in coaching practices, resource-constrained schools in South Africa 

could address some of the most severe systemic issues, such as teacher shortages, restricted 

access to professional development, and logistic barriers. This approach should make the 

coaching frameworks accessible and sustainable and responsive to the needs arising in diverse 

educational environments. 

2.7. The effectiveness of coaching as an intervention strategy for teacher development 

The effectiveness of coaching as an intervention strategy for teacher development is 

interrogated in this section. Throughout this review, it has emerged that coaching in education 

is now regarded as a powerful tool for teacher development, producing the desired educational 

outcomes. According to Reinke et al. (2014), coaching is a supportive approach towards 

professional teacher development, and this is what makes it unique. The authors add that what 

makes it different and more effective than traditional approaches to teacher development is 

providing ongoing support throughout implementing strategies in a classroom setting. Such 

arguments from scholars like Reinke et al. (2014), Glover et al. (2017) and Knight (2007) point 

out that coaching is not only potent, but it has proven to be a transformative strategy in 

educational practices. They further indicate that coaching elevates teachers' instructional 

practices, making it an effective strategy for their professional development. In addition to 

Glover et al. (2017), Knight (2007) elaborates that coaching extends beyond mere knowledge 

sharing; it is a personalised approach that is inquiry-driven. Furthermore, it instils within 

educators the ability to be self-reflective. Thus, they can critically evaluate their teaching 

practices and, where needed, adopt innovative as well as practical ways of teaching. So, what 

is it that makes the strategies that are used by coaches effective for teacher development?  

To begin with, coaching is effective when it occurs within the work context of the educator. In 

South Africa, Kotze, Taylor and Fleisch (2018) conducted a study titled, Moving towards cost-

effective delivery models of teacher coaching: Evidence from field experiments in South Africa.   
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The crux of this study is that Kotze et al. (2018) evaluated different models of teacher 

development and their effectiveness in the government-led initiative called the Early Grade 

Reading Study (GERS). GERS 1 was conducted in South Africaôs North West province, where 

50 schools took part in the experiment, while a further 80 schools were part of the control 

group. Results of the study revealed that following two years of the experiment, the impact or 

effectiveness of centralised teacher training was only half as significant as that of on-site 

coaching. Moreover, on-site coaching was reported to be cost-effective (Kotze et al., 2018). 

These findings show that on-site coaching allows for support that is context specific. Moreover, 

in such face-to-face situations, it becomes easier for the coach to build trust and understand 

some dynamics that may not be apparent in centralised training.  

Having established that coaching in education involves a structured partnership between a 

coach and an educator, focusing on improving teaching practices and promoting reflective 

learning (Elek & Page, 2019), literature confirms that one of the key characteristics of the 

partnership between a coach and an educator within a coaching relationship is 

Individualisation; this is another facet that makes it effective. Inherent in coaching is the fact 

that it is tailored to suit the educator and his or her context without generalisation. One of the 

notable studies that prove this was conducted by Knight (2007), who affirms that coaching in 

education is characterised by individualisation, with coaches tailoring their support to meet 

each educatorôs unique needs, goals and contexts (Knight, 2007). In another study, Kretlow 

and Bartholomew (2010) explored the crucial aspect of individualised coaching in education, 

focusing on its potential to facilitate targeted skills development and the identification of 

effective strategies tailored to specific classroom challenges. The study underscores that 

coaching is not a generic prescription for professional growth but a nuanced approach that 

acknowledges educatorsô unique needs and difficulties. In South Africa, for instance, educators 

face issues relating to diversity and their learnersô socio-economic realities that manifest in 

various ways within the classroom. Educators are not outside viewers of these issues, as they 

are inherent within the general South African context. Therefore, coaching, in this instance, 

needs to consider the educatorôs specific reality within the classroom concerning the learners 

and help develop teaching outcomes that would produce the best results. Therefore, in this 

context, individualisation within coaching is positioned to address the intricate dynamics 

within various educational environments. 
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Educators encounter many challenges in their classrooms, stemming from diverse learner 

populations, varying curricular demands and unique teaching contexts. Kretlow and 

Bartholomewôs (2010) research emphasises that an individualised coaching approach enables 

educators to confront these challenges head-on. Coaches work collaboratively with educators 

to identify specific skill areas that require enhancement and offer strategies tailored to address 

the distinct challenges faced in their classrooms. This approach seems to be far more effective 

than employing generic techniques that may not align with the complexities of a given teaching 

situation.  

Effectiveness also stems from the fact that coaches do not just provide solutions; they empower 

educators to participate in their professional growth (Kretlow & Bartholomew, 2010). 

Educators are encouraged to analyse their instructional practices critically and explore 

innovative strategies that align with their specific classroom challenges by engaging in a 

collaborative dialogue with coaches. The process involves deeply examining oneôs 

instructional choices, pedagogical approaches and alignment with desired learning outcomes. 

By facilitating such reflective practices, coaching empowers educators to make informed 

decisions, experiment with innovative strategies, and adapt their teaching techniques to suit the 

evolving needs of their learners. The study by Kretlow and Bartholomewôs (2010) underscores 

that coaching in education goes beyond surface-level advice or quick fixes. It is rooted in a 

structured, collaborative and reflective partnership that aims to elevate teaching practices. 

Coaching is a powerful means to make educators part of their professional growth and 

ultimately contributes to improved learning outcomes by providing personalised support, 

fostering reflective learning and prioritising continuous improvement. 

Apart from on-site coaching and individualisation strategies, as well as the inclusion of teachers 

in shaping their own professional growth, formative feedback and reflective dialogue are also 

effective coaching strategies. Available research shows that formative feedback and reflective 

dialogue in coaching in education work hand in hand to create a dynamic and transformative 

professional development experience (Atkinson et al., 2022). Formative feedback in coaching 

refers to the ongoing and constructive feedback that coaches provide to educators as they 

engage in the coaching process (Atkinson et al., 2022). Unlike summative feedback that 

typically occurs at the end of a learning experience, formative feedback is continuous and 

guides educatorsô professional development in real-time. It is designed to support educators in 

their efforts to improve their instructional practices, enhance teaching strategies, and achieve 

their professional goals (Fabiano et al., 2018).  
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In the context of coaching in education, formative feedback involves observations, discussions 

and assessments of educatorsô teaching methods, classroom interactions and learner 

engagement (Bell et al., 2020; Olsen et al., 2022). Coaches closely observe educatorsô lessons, 

interactions and activities, noting strengths and improvement areas.  

2.8. The challenges faced by educational psychologists in the application of coaching 

in educational institutions 

While coaching offers substantial benefits, its implementation may face challenges. Van 

Mullen et al. (2017) caution that effective coaching requires skilled coaches who deeply 

understand pedagogy and content knowledge. Effective coaching goes beyond providing 

general support and guidance. It necessitates coaches who are knowledgeable in coaching 

techniques and have a deep understanding of the complex relationship between teaching 

methods, subject material and the various needs of learners (Desimone & Pak, 2017; Devine et 

al., 2013). Educational psychologists need to have knowledge that goes beyond psychology 

and be able to connect theory with practice, assisting instructors in linking teaching tactics with 

the topic they are teaching. Hence, this can be challenging when educational psychologists 

need to familiarise themselves with the content and curriculum imperatives. Experienced 

coaches operate as educational guides, providing specific insights, evidence-based 

recommendations, and customised tactics to educators looking to improve their teaching 

methods (Cohen et al., 2020).  

Educational psychologists need to assess instructional environments, pinpoint opportunities for 

improvement, and offer relevant advice that matches the curriculum and the individual needs 

of learners. Building a trustworthy and confidential relationship between the educational 

psychologist and teacher is crucial for effective coaching interactions (Knight, 2007; Devine 

et al., 2013; Tschannen-Moran et al., 2016). To facilitate effective coaching interactions, 

educators must feel confident in expressing their problems, requesting advice and freely 

discussing their teaching methods. Tschannen-Moran et al. (2016) highlight the importance of 

this connection dynamic, as it serves as the basis for effective coaching. Educational 

psychologists must create a safe and supportive environment for teachers to share their 

professional challenges and goals, fostering collaboration and development. 
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Time limitations and practical challenges can impede the effective incorporation of coaching 

into educators' packed agendas (Borg, 2017). Education professionals frequently work within 

rigorous schedules, balancing many tasks like lesson planning, classroom administration, 

grading and professional development. Adding coaching activities may potentially amplify 

their workload, making it essential to balance coaching engagements and existing 

commitments (Borg, 2017). Time constraints can hinder educators from fully engaging with 

coaching opportunities provided by educational psychologists, limiting the depth and 

frequency of interactions. The challenge lies in finding suitable time slots that align with the 

coachôs availability and the teacherôs responsibilities. This may require creative scheduling 

solutions, such as planning periods, after-school hours or dedicated professional development 

days (Desimone & Pak, 2017). Logistics further compounds this challenge. Coaches and 

teachers may be in different areas of the school or even different schools altogether, potentially 

causing logistical complexities in arranging face-to-face meetings (Borg, 2017). Additionally, 

virtual coaching interactions might encounter technical glitches or connectivity problems, 

impacting the effectiveness of remote coaching (Caneva et al., 2023; Liao et al., 2021). 

Another challenge involves effectively conveying the relevance of educational psychology 

research to a broader educational audience. This entails bridging the gap between scholarly 

insights and practical classroom applications, ensuring that the findings and methodologies 

from educational psychology are accessible and meaningful to educators, administrators and 

policymakers alike (Patrick et al., 2011). Furthermore, educational psychologists often fail 

systematically to document how educational psychology courses influence teachersô practices 

and subsequently impact learnersô educational experiences (Patrick et al., 2011). This involves 

rigorous research to assess how incorporating educational psychology concepts enhances 

teaching effectiveness, learning outcomes and overall classroom dynamics. 

2.8.1. Scaling coaching programmes: opportunities and challenges 

Scaling coaching programmes is vital in encouraging the benefits of these interventions to 

reach a bigger audience, especially in resource-constrained settings in South Africa. Still, 

although the effectiveness of coaching as a means of professional development has been 

documented at length, scaling such programmes to larger audiences poses unique challenges 

and opportunities (Kraft & Blazar, 2014). These would need to be addressed to ensure that 

scaling efforts have not compromised the quality and the level of impact of coaching 

interventions. One of the most prominent scaling challenges coaching programmes face is their 

practice's resource intensity.  
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Since coaching requires well-trained practitioners, individualised interactions with clients and 

sustained interaction, all of which require heavy financial and logistical support, scaling poses 

a particularly significant challenge. Such schools would then mean that the systems are 

implemented inconsistently, and coaches can be overburdened, meaning the programme's 

effectiveness could be improved (Kotze et al., 2020). An issue further compounded by 

inequities is access to technology, infrastructure and trained staff, primarily concentrated in 

rural or underserved areas (Van der Merwe & Smith, 2024). 

The second essential consideration comes from standardised frameworks, balancing scalability 

and contextual adaptability. On the one hand, standardised protocols ensure consistency and 

efficiency in large-scale implementations; on the other hand, they risk overlooking local 

nuances critical for coaching in diverse educational environments. The achievement of goals 

at scale is arguably an outcome of culturally responsive coaching frameworks that allow for 

the consideration of regional differences in language, culture and socio-economic conditions 

(Molaudzi, 2021). All these create challenges, yet technological advancements hold massive 

opportunities for scaling up coaching programmes.  

Hybrid models that combine digital tools with traditional face-to-face coaching have shown a 

promising approach to maintaining relational trust while expanding accessibility. It calls for 

scaling efforts to prioritise the development of sustainable funding models, such as public-

private partnerships with targeted investments in professional growth. Scaling coaching 

programs means that the priority given by policymakers and educational leaders must be within 

broader educational strategies with resource allocation and supportive policies to drive 

systemic change. In short, scaling coaching programmes requires a multipronged approach 

responsive to resource shortages and ensures cultural and contextual relevance, leveraging 

technology to widen access. By adopting new strategies and aligning their efforts with local 

needs, the education systems can amplify the transformational impact of coaching and bring 

better practices in teaching and learning to a much larger number of leaners. 

2.9. The nexus between educational psychology in the context of coaching and teacher 

 development 

Educational psychology and teaching are two separate professional fields. Despite this, there 

is a growing nexus between the two fields. According to O'Donnell (2024), there was a time 

when educational psychology was just one of the courses taught in teacher training 

programmes.  
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The author agrees with Hoy Woolfolk (2010) who asserts that educational psychology was at 

some point irrelevant to teacher professional development. However, the tide has since turned 

as educational psychology has become the focal point in conversations relating to the 

development of teaching practice and improving educational outcomes. As Patrick et al. (2011) 

explain, the core principles of educational psychology are now recognised as the central facets 

of teacher training. Therefore, O'Donnell (2024), states that educational psychology is now an 

inherent aspect of teacher training.  

In Section 2.4, where the importance of coaching in education is discussed, evidence was 

presented on the wide-ranging challenges teachers face in South Africa. This is not a situation 

that is unique to South Africa. According to Patrick et al. (2011), in the United States of 

America (USA) the National Academy of Learning put forth a set of skills that they required 

teachers to have ςincluding knowledge of learning, child development, motivation, cognitive 

development, and assessment among many others. These aligned significantly with the field of 

educational psychology. In another part of the world, O'Donnell (2024), highlights that for the 

goal of the European Union to become the most dynamic economy in the world, the Lisbon 

Council recommends that the key to achieving it is in education and training. This ties in with 

teacher development, where there is a realisation that learners have to be empowered 

throughout their educational years to carry the economy forward. This empowerment comes 

from teachers, who, in turn, need to be equipped with the tools to perform their duties and 

achieve their work outcomes effectively. According to Lohse-Bossenz et al. (2013), this is 

where the nexus of educational psychology and teacher professional development and training 

is located. 

Educational psychology is one of the existing branches of the broader field of psychology and 

is closely related to education. O'Donnell (2024), states that the debate has not seized on what 

strictly educational psychology can offer to the practice of teaching. Firstly, the training of 

educational psychologists equips them to conduct assessments and manage behaviour; 

moreover, they hold expertise in motivation, learning and development (Patrick et al., 2011). 

These are all essential aspects that can help with classroom management strategies, increasing 

learner engagement and effective teaching for learner progress. Essentially, ñeducational 

psychology seeks to understand better how people learn, why people learn, how the process of 

development occurs, how individual differences affect learning and development and how 

various learning outcomes can be measured accurately éò (Poulou, 2005:557 cited in 

O'Donnell, 2024). Secondly, educational psychology is an empirical, evidence-based field.  
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Therefore, teacher training can become more effective if teachers are given a scientific base to 

better understand teaching processes (O'Donnell, 2024). Considering this, it is imperative to 

note that the idea behind this is to instil within teachers that there is more to the profession and 

that achieving the desired outcomes should be rooted in evidence-based practices. As an 

evidence-based practice, educational psychology meets with teacher professional development 

at this point.  

2.10. Discussion of the attitude of the Department of Basic Education on using 

 educational psychologists in the provision of coaching as a teacher development 

 intervention 

In South Africa, the Department of Basic Education spearheads the Early Grade Reading Study 

(EGRS) discussed earlier in this review. These experiments (EGRS 1 and EGRS 2) are based 

on recognising that teacher coaching has immense benefits (Kotze et al., 2018). The 

Department of Basic Education is actively involved in providing coaching services in public 

schools. Makhurane (2017) states that the department uses a variety of coaching approaches 

and interpretations in under-resourced schools under its jurisdiction. Additionally, Cilliers et 

al. (2022) conducted a study titled, Can virtual replace in-person coaching? Experimental 

evidence on teacher professional development and student learning. In their study, they 

partnered with the Department of Basic Education and experimented with 180 schools (100 

received either virtual or on-site coaching, and 80 were for control). The involvement of the 

Department of Basic Education in these studies clearly shows its positive attitude to educational 

psychologists and the provision of coaching as a teacher development intervention.  

One of the challenges that has been noticed by Mampane (2023) is that the use of educational 

psychologists for the provision of coaching, together with other services that may be beneficial 

for both teachers and leaners, has not been made a prerequisite by the Department of Basic 

Education. Instead, the decision rests with School Governing Bodies (SGBs) (Mampane, 

2023), resulting in inadequate coaching availability in South African Schools. The current 

situation is that some schools can afford to have the services of educational psychologists, 

while others cannot; hence the matter rests solely on the issue of school resources. Another 

challenge is noted by Makhurane (2017, p. 25), who explains that the Department of Basic 

Education needs to change its entire approach to education. He argues that the environment in 

the South African educational system can be fully enabling for coaches only if the department 

sits towards an approach that is ñlearner centred, systemically integrated and underpinned by 

consistent reflective practiceò.  
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Regardless of the challenges, there are many opportunities for teacher coaching. In the 

Department of Basic Educationôs White Paper 6 (2001:49), their intended plan for teacher 

development for the purpose of creating inclusive education shows that the departmentôs plans 

align with the increased provision of instructional coaching. In the White Paper, the 

Department of Basic Education stipulates the following: 

We will require that all curriculum development, assessment and instructional 

development programmes make special efforts to address the learning and teaching 

requirements of the diverse range of learning needs and that they address barriers to 

learning that arise from language and the medium of learning and instruction; teaching 

style and pace; time frames for the completion of curricula; learning support materials 

and equipment; and assessment methods and techniques.  

The provision of coaching and mentoring has thus emerged as one of the priorities of the 

Department of Basic Education in South Africa. Studies conducted by Kotze et al. (2018), 

Makhurane (2017) and Cilliers et al. (2022) provide proof of this. To achieve this, the 

department makes use of registered educational psychologists.  

2.11. Theoretical Framework  

This section focuses on the various theories that underpin the study. The theoretical framework 

demonstrates the connections between these theories and how they relate to the research topic 

and key empirical questions of this study. The theoretical framework differs from the 

conceptual framework discussed in Chapter 3, because the contextual framework makes 

literary statements about how issues are resolved by citing different nations, cultural 

backgrounds, philosophical viewpoints, ethical standards and organisational structures (Calia 

et al., 2021). The study is guided by the Biggs Presage-Process-Product Model, The Grow 

Model and the Desimone Framework as discussed below. 

2.11.1.  Biggsôs Presage-Process-Product Model 

The study's guiding theory is Biggsôs (1996) Presage-Process-Product or 3P model. This model 

was created to represent the interactions between professors and students based on their 

expectations for the teaching and learning process. The 3P model outlines three moments when 

elements associated with learning are situated. This paradigm relates to personal states of being 

that indicate how education works. Biggsôs model has three stages: presage, which occurs 

before learning; process, which happens as learning occurs; and product, which is the result of 

learning. It describes each learnerôs point of view in the classroom individually.  



 

ΤΜ 
 

There is evidence that learnersô approaches to learning are impacted by earlier experiences in 

teaching and learning settings, as outlined by Trigwell et al. (2013). A coacheeôs past 

knowledge, talents and skills are referred to as their presage in coaching, and they may 

significantly influence the learning processes and results. This stage is influenced by both the 

method and the result simultaneously. The 3P modelôs process stage comes after the presage 

stage. A coacheeôs personality traits affect how they respond to their coaches' responsibilities. 

In the process stage of a coaching relationship, a coacheeôs observation of the coaching setting, 

their reasons and tendencies, and their choices for immediate action, including their approach 

to the learning task were all considered. 

As a final step in the coaching process, the product stage outlines the results of coaching 

learners that ranges from quantitative memory to appropriate replies for high-level objectives 

(Prosser & Trigwell, 1997). This model represents a closed system that involves learning 

processes in a nation with learners from similar or different cultural, linguistic and educational 

backgrounds. It has been used to examine educational opportunities promoting collaborative 

work (Biggs, 1996). This research focuses on how collaborative practice effectively involves 

and motivates coachees according to their unique learning preferences. This notion is essential 

for elucidating how different stages influence the development of coachees' knowledge, 

abilities, and capacities following coaching sessions with their respective coaches. 

2.11.2.  The GROW Model 

This study employs the GROW model as a theoretical framework. The GROW model, a 

renowned coaching approach, has gained popularity since its inception in the 1980s. In the 

1980s, Alan Fine, Graham Alexander, and Sir John Whitmore further developed it (Whitmore, 

2002). Various approaches and concepts elucidate how coaching facilitates self-improvement. 

While there is less empirical evidence on the effectiveness of coaching, it is theoretically 

precise in what needs to be done for it to be successful (Theeboom et al., 2014). Mukherjee 

(2014) states that the GROW model is a well-established method for performance coaching 

commonly utilised by corporations to address performance issues. The author argues that the 

GROW model is based on Timothy Gallwey's Inner Game Theory, developed as a response to 

the shortcomings of conventional sports coaching methods (Mukherjee, 2014). Galleway 

(2009) contended that providing feedback to a player individually about their mistakes does 

not lead to the desired outcomes or sustained growth since people do not keep advice or 

instructions in their memory for an extended period.  



 

ΤΝ 
 

The instruction's limitation is that a player may initially grasp it but struggle to retain it long-

term. Galleway recognises the importance of a coach helping the coachee overcome internal 

obstacles to enhance the coachee's natural ability to perform (Mukherjee, 2014). In their role 

as coaches, the managers provided guidance to the players to help them access their resources, 

enhancing the players' performance. He discovered that the essence of learning was acquiring 

the skills to learn well and think in new ways via the material he gathered. Sir John Whitmore 

collaborated with Graham Alexander and Alan Fine to develop the GROW model in the early 

1980s after being mentored by Galleway (Western, 2012). Whitmore (2010) defines coaching 

as unlocking an individual's ability to optimise performance based on Galleway's ideas. The 

GROW model is a solution-focused approach that helps resolve problems and reach goals, as 

Whitmore (2009) mentioned. The methodology consists of four phases, each requiring the 

coach to engage the coachee. A series of questions assisted individuals in developing and 

recognising their potential in each of the four distinct periods. This notion, as described by 

Parsloe and Leedham (2016), aids in setting targets, overcoming problems, maintaining 

personal achievement and optimising efficiency. 

Initially, the coach and coachee must have a mutual understanding of the coaching objectives 

to collaborate effectively towards achieving them. Whitmore (2010) proposes that setting goals 

before evaluating the situation can lead to objectives consistent with personal circumstances. 

The goals must align with the SMART criteria that stands for Specific, Measurable, 

Acceptable, Realistic and Timely (Stewart,et al., 2024). The primary consideration when 

establishing goals is their alignment with the larger objectives. An explicit and well-defined 

goal must be set. Starr (2016) proposes the goal-setting hypothesis, which advocates 

establishing precise and challenging goals to offer clear guidance and incentives. In the second 

step, the coachee describes the current situation and identifies what needs to be corrected to 

grasp the necessity for change (Rauthmann & Sherman, 2016). 

 

It is argued that it is easier for coaches to resolve the issue with a clear vision of the intended 

goal. Therefore, all parties must be aware of the current position. Individuals must consider the 

starting place and understand the challenges to achieving objectives, as stated by Bridges 

(2017). Concentration and awareness of the surroundings are crucial for the coach and the 

person being coached. Coaches must prompt their customers to assess themselves and identify 

the obstacles hindering their progress. This is the critical phase when the coaches must 

summarise and reaffirm their understanding of the coachee's current situation.  
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Core concerns and beliefs that could be discussed during or between coaching sessions are 

typically uncovered at this point. The objective of the option stage is to generate ideas that can 

address the problem. Maximising possibilities for selecting specific action steps involves 

exploring multiple options and focusing on the correct answers and other alternatives 

(Dembkowski & Eldridge, 2003). Once the responses are organised, each option is evaluated 

using an innovative brainstorming technique. The coachee should feel at ease sharing their 

perspectives and thoughts without concern of judgment in the coaching environment. Choosing 

one option from several alternatives is the final step in the GROW coaching technique. 

Subsequently, the decision is transformed into a more intricate approach. The coachee is most 

motivated to adhere to the plan when a carefully thought-out method is used. The final step 

involves translating discussions into decisions and proceeding with concrete actions (Lesley et 

al., 2015).  

It aligns with the idea that the coach should help clients move from their current roles to ones 

that result in greater efficacy and fulfilment (Lesley et al., 2015). Answering questions 

accurately at each level might decrease obstacles that may impede an individual's achievement 

(De Haan & Kasozi, 2015). One important responsibility of a coach is to assist the individual 

being coached in enhancing performance through improved decision-making and problem-

solving. The coach assists the coachee in gaining fresh perspectives and abilities to advance in 

their professional career. The GROW model operates on the premise that individuals possess 

the most effective solutions to their problems, although a coach can achieve success through 

established techniques, practice and intuition (Kapatsyna, 2022). 

2.11.3.  The Desimone Theory Framework  

The current research utilised Desimoneôs framework as a theory. Desimone (2009) introduced 

a conceptual framework for studying the effects of professional development. In the 

framework, Desimone identified content focus, active learning, coherence, collective 

participation and duration as necessary aspects of professional development that improved 

learning (Easterly & Myers, 2019). Desimone aimed to enhance the effectiveness of the 

professional development of teachers and learners. Professional development is a 

comprehensive programme that might make distinguishing the teachers' role and actions in 

learner success difficult. It is crucial to analyse the basic traits of professional development 

rather than focus on the activities educators engage in to achieve it.  
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A survey conducted with a sample of teachers from the nation revealed that the key parts of 

professional development are crucial for improving teachers' knowledge, skills and classroom 

performance (Desimone et al., 2002; Garet et al., 2001). To assess professional growth's 

efficacy, measuring the standard qualities to attain precise and desired outcomes is essential. 

Including all five core features in any professional development programme is essential. These, 

however, do not determine the veracity and effectiveness of the programme. Content focus, 

active learning, coherence, duration and collective participation constitute professional 

development. Education policy now aligns with the scholarly consensus on the fundamental 

aspects of professional development (Sims & Fletcher-Wood, 2020. The No Child Left Behind 

Act of 2001 defines high-quality professional development as activities that enhance teachers' 

knowledge of the academic subjects they teach (content focus), are long-lasting and thorough 

(duration), and are in line with state academic content standards, learner academic achievement 

standards and assessments (coherence). Figure 2.3 below presents the five critical components 

of the Desimone framework. 

Figure 2.3: Illustration of the five critical components of the Desimone framework 

 

Source: Adapted from the Desimone Framework (2009) 
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Figure 2.3 shows the various components of the Desimone Framework. These components are 

widely referenced in the literature on professional development and are as follows: 

i. Content focus: Professional development should focus on the content knowledge and 

skills educators need to improve their teaching and enhance learning. 

ii.  Active learning: It should provide educators with opportunities for active learning, such 

as engaging in hands-on activities, practising new strategies, and reflecting on their own 

learning and teaching practices. 

iii.  Coherence: Professional development activities should be coherent and should be 

aligned with school goals, standards and the needs of educators and learners. 

iv. Duration: The duration of professional development is an important component. 

Educators should have sufficient time to engage with and learn the new content and 

skills effectively. 

v. Collective participation: This component emphasises the importance of collective 

participation, where educators can collaborate, share ideas and engage in professional 

dialogue with their peers. 

These components are considered fundamental in designing and evaluating effective 

professional development programmes. They are aimed at enhancing educators' knowledge and 

skills and ultimately improving learning outcomes.  

MPDI (Education Sciences) (2023) did a systematic review to evaluate the effectiveness of 

face-to-face versus online delivery of Continuing Professional Development (CPD) for science 

teachers. The study assessed the online methods used for continuing professional development, 

reviewing the literature on the elements that affect them and performing a comparative analysis 

of their benefits. It indicated that both face-to-face and online modalities of continuing 

professional development (CPD) are equally successful. External factors, such as 

psychological variables and creating communication communities were shown to impact their 

effectiveness. The CPD proved to depend on external psychosocial elements. It was 

recommended that future studies should concentrate on methods to improve participants' 

communication involvement in online communities (MPDI, 2023). 

 



 

ΤΡ 
 

Subsequently, it is essential to highlight the challenges that may arise during the 

implementation of professional development. Mackay (2017) states that modern researchers 

require stricter standards of proof, influencing the methodologies that researchers and school 

administrators should select for examining professional development. Kirschner (2015) points 

out that numerous changes depend on teacher learning and enhanced instruction to enhance 

learning. Education reform is frequently associated with teachers' professional development 

(Haney & Lumpe, 1995). Therefore, comprehending the factors that contribute to the 

effectiveness of professional development is crucial in evaluating the outcomes of various 

education reforms. Historically, research on professional development focused on recording 

teacher satisfaction, attitude change and dedication to innovation rather than its outcomes or 

the mechanisms through which it operated (Frechtling et al., 1995; Guskey, 2000). Pizzuti 

(2023) stresses the necessity for more empirically valid methodologies in investigating CPD. 

Desimone (2009) argues that one should use new research findings to enhance how one 

conceptualises, quantifies and examines the impact of teachers' professional development on 

teachers and learners. Research consensus advocates for utilising core features and a shared 

theoretical framework in professional development impact studies. It is recommended to avoid 

automatic biases towards or against observation, interviews or surveys in these studies. 

Utilising the theoretical framework enhances the quality of professional development research 

and improves the comprehension of how to design and execute teacher learning opportunities 

effectively for the benefit of teachers and learners (Sancar et al., 2021). Thus, incorporating the 

five basic qualities of content emphasis, active learning, coherence, duration and group 

engagement is crucial and supported by scientific consensus for achieving successful CPD. The 

table below presents the linkage of theory to the key research questions.  

2.11.4.  Linking theory to key research questions 

Table 2.3 below presents the connection between theory and the key research questions.  

Table 2.3: Linking theory to key research questions 

Research question Theory Theory assumptions Application  

1)What is the nature of 

coaching used by the 

educational psychologist in 

teacher development 

programmes in schools in 

Gauteng? 

Biggsôs presage-process-

product model 

Desimone framework  

Characteristics of 

learners 

Instructional activities 

Learning outcomes 

Characteristics of the 

instructors  

Observing background factors, 

delivery methods, course level 

and cognitive outcomes.  
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Research question Theory Theory assumptions Application  

2) How effective is 

educational coaching as an 

intervention strategy in 

promoting professional 

teacher development in 

Gauteng? 

GROW 

Desimone framework  

What is the current 

situation, and what are 

the barriers? 

How effective are the existing 

strategies? 

3) What are the key 

strategies an educational 

psychologist uses in 

conducting coaching, and 

how effective are these 

strategies? 

 

GROW 

Biggsôs presage-process-

product model 

Desimone framework  

Explore the options for 

moving forward  

A look into the strategies 

implemented that can be used 

to enhance the coaching. 

4) What are the factors 

affecting coaching 

implementation for 

professional teacher 

development in Gauteng? 

 

Biggsôs presage-process-

product model 

Characteristics 

Instructional activities 

and strategies 

Learning outcomes  

Various factors affect the use 

of coaching as an intervention. 

These include background 

factors, delivery methods, 

cognitive outcomes. 

Course level 

 

Table 2.3 a complete correlation between research topics and theoretical frameworks that 

systematically lead the study on coaching within teacher development programmes in Gauteng 

province schools. The research questions are inextricably linked to specific theories, revealing 

the basic assumptions of each framework and their practical implementations to answer the 

research questions. The first question that examines the nature of coaching used by educational 

psychologists, is based on Biggs's Presage-Process-Product Model that focuses on learner 

characteristics, instructional activities, learning outcomes and instructor characteristics. The 

second question assesses the success of educational coaching as an intervention using the 

GROW model, considering current circumstances, barriers and the efficacy of existing 

techniques. The final topic, Exploring Key Coaching Strategies combines GROW and Biggs's 

model to examine effective strategies for going forward. Finally, the fourth question, Factors 

Affecting Coaching Implementation uses the Biggs model to understand how characteristics, 

instructional activities, learning outcomes, background factors, delivery methods, cognitive 

outcomes and course levels influence coaching interventions.  



 

ΤΤ 
 

This table acts as a navigational tool, combining theoretical viewpoints with specific research 

questions to allow for a more nuanced examination of coaching in teacher development 

programmes within the Gauteng province's educational context. 

2.12. Addressing the lack of a standardised coaching framework in South Africa 

The literature on coaching frameworks, notably the GROW Model and Van Nieuwerburghôs 

(2017) Global Framework for Coaching in Education underscores the importance of goal 

setting, collaboration and tailored feedback. These frameworks have significantly contributed 

to the development of teachers in many contexts; however, the application in South Africa has 

given rise to unique challenges. Features of the South African school context, such as large 

classes, infrastructural constraints and a diverse cultural and linguistic landscape within schools 

cannot allow direct transference of models. Despite their proven efficacy in developed nations, 

these frameworks fail to address the unique systemic and contextual issues characterising the 

South African educational environment. 

Empirical studies highlight the successes of coaching frameworks in developed nations, 

showcasing improvements in teacher performance and learning outcomes. Coaching 

programmes in Europe and the United States have been found to have long-term effects on 

professional development due to iterative feedback mechanisms and reflective practices. The 

application of this remains unexplored, mainly in developing countries. A few exist on how 

such frameworks might be adapted to overcome resource constraints, inequities in access to 

education, and systemic barriers operating in South African schools. 

The absence of a standardised coaching framework for South Africa exacerbates critical gaps 

in teacher development initiatives. These gaps include inconsistencies in implementation, 

variations in the quality of coaching delivery, and a lack of standardised metrics to evaluate the 

effectiveness of coaching interventions. These involve developing a culturally sensitive and 

contextually relevant framework. A bespoke model needs to have the following elements: 

¶ Cultural Sensitivity: The coaching strategies must be respectful and consider the 

diverse cultural and linguistic contexts of South African educators and learners. 

Programmes that do not allow for such consideration stand to alienate stakeholders and 

undermine their potential effectiveness as interventions. 

¶ Resource Alignment: Ensure models are developed that work within resource 

constraints to create interventions with scalable coaching support across a broad 

segment of settings among those considered unserved. 
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¶ Teacher Well-Being: Coaching programmes should contain psychological support 

mechanisms as emphasised in Positive Psychology to deal with burnout, stress and 

general mental health among teachers. The most important thing is supporting teacher 

well-being to foster resilience and sustained engagement. 

¶ Evaluation Metrics: The impacts of the coaching interventions on teachers' 

performances and the achievements of the learners should be assessed using standard 

measuring tools for determining programme success and areas of improvement. A look 

into localised coaching models and pilot programmes in South Africa could provide 

insights valuable in the components of a workable framework. 

Analysing coaching initiatives in rural or under-resourced schools may reveal strategies that 

successfully address the countryôs unique challenges. Documenting these practices can 

contribute to the foundation of a standardised framework, offering actionable solutions for 

integrating educational psychologists into teacher development programmes. While global 

coaching frameworks offer valuable principles, their limitations in addressing South Africaôs 

unique challenges underscore the need for a localised, standardised model. A cohesive 

framework tailored to South Africaôs educational context could bridge critical gaps, ensuring 

consistency in implementation, improving coaching quality and enhancing teacher and learner 

outcomes across diverse educational settings.  

2.13. Conclusion 

The chapter reviewed relevant and previous literature on educational psychologists and their 

role in coaching. It started by examining the role and characteristics of coaching as a strategy 

for professional teacher development. It became apparent from the reviewed literature that 

coaching as an approach to teacher professional development has been used in varied world 

regions. Evidence from the literature suggests that whereas coaching has been used in places 

like Europe and America, there have been variations in how it is used. The literature shows that 

coaching and coaching approaches are often context specific. In some contexts, the term 

coaching is replaced by some other terms. The literature review has exposed some teacher 

coaching strategies in South Africa and beyond. Literature evidence identified common 

strategies that include peer coaching, reflective learning and training and coaching. Finally, the 

chapter reviewed literature that identifies challenges faced by educational psychologists in 

fulfilling their role within the educational setting. Common challenges that emerged from the 

literature include resources and cultural issues. 
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The literature review highlighted the fact that integrating coaching within teacher development 

frameworks is complex. This is challenging in such a diverse, resource-weak country as South 

Africa. Approaches to integrating coaching have to be flexible and adaptively responsive to 

culture, institution and individual elements. Peer coaching and reflective learning are potent 

strategies; however, their success usually depends on support systems with experienced 

coaches and a strong association of the coaching process with the institution's goals. 

Moreover, the literature underlines that educational psychologists bring something unique to 

coaching, introducing psychological principles into teacher professional development. Thus, a 

holistic approach is needed since it does not only mean addressing instructional practices but 

rather the well-being and resilience of educators themselves. The full realisation of coaching 

programmes is greatly encumbered by severe shortages in funding, inadequate training 

facilities and cultural resistance in schools. In a nutshell, the present chapter has taken a broad-

based review of coaching as a tool for professional development with particular emphasis on 

the role of the educational psychologist. Global trends, context-specific adaptations and 

challenges in practice were examined. The next chapter outlines the conceptual framework 

underpinning the study and uses the insights from this literature review to establish a theoretical 

foundation for the study. 
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CHAPTER 3: CONCEPTUAL FRAMEWORK 

Figure 3.1 below presents an overview of Chapter 3.  

Figure 3.1: Graphic presentation of chapter 3 

 

 

 

 

 

 

 



 

ΥΝ 
 

3.1.  Introduction 

In this chapter, a conceptual framework of the research that was conducted on the role of 

educational psychologists in coaching as a teacher development intervention is presented. 

While studies conducted by researchers in the field like Ali et al. (2018) and Kotze et al. (2019), 

among others, agree that instructional coaching or teacher coaching is effective in teacher 

development, it was evident in the literature that the circumstances under which this happens 

have not been identified nor outlined. Additionally, in the context of South Africa where the 

study was undertaken, an empirical research gap was identified because of the failure to locate 

studies conducted to examine the role of teacher coaching on teacher professional development 

within schools.  

Understanding the role of educational psychologists in coaching for teacher development is 

important because it allows for identifying different strategies that are crucial aspects of not 

just the professional development of teachers but, ultimately, learners' success. Additionally, 

because educational psychology has gained recognition in South Africa, understanding the 

profession's role in teacher development has given traction to creating educational policies 

designed to take full advantage of psychological insights within the teaching profession. Given 

the goals of all educational systems, including South Africaôs educational system, 

understanding the role of educational psychologists in coaching for teacher development 

should ultimately result in inclusive and supportive learning environments. Essentially, it 

results in effective teaching and practical learning for learners. 

The conceptual framework is presented within the context of this brief background to the study 

provided in the paragraphs above. Kivunja (2018:47) defines a conceptual framework as ñthe 

total, logical orientation and associations of anything and everything that forms the underlying 

thinking, structures, plans, practices and implementation of your entire research projectò. 

Additionally, Varpio et al. (2020) assert that within a conceptual framework, it is essential to 

incorporate literature and theory and explain why particular concepts are necessary for the 

study. Based on Kivunja (2018) and Varpio et al. (2020), this conceptual framework provides 

a foundation for understanding the key concepts and theories that informed the study. To begin 

with, there is a focus on The Global Framework for Coaching in Education, followed by a 

synthesis of theories in action, as well as a subsection that provides a link between the theories 

and the research questions.  
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Professional teacher development is at the centre of improving the quality of education; this 

resonates with developing nations like South Africa. In the South African education system 

context, challenges such as a burgeoning classroom and shortage of resources, including 

diverse learner needs, emphasise the importance of teacher effectiveness. It thus becomes a 

matter of great concern to find ways, such as through coaching, to offer teachers support in 

surmounting these challenges. As Lofthouse et al. (2010) note, coaching provides an 

opportunity for sustained, individual support to the teacher, thus enabling them to try new 

strategies within their classroom settings. More than the old traditional forms of professional 

development, like workshops, coaching is far more personal to each teacher's needs and 

teaching style, which is a good tool for practice improvement (Lochmiller, 2021). 

This is emphasised by Darling-Hammond et al. (2017) in their argument that sustained and 

collaborative professional development improves teaching quality and, as a result, learner 

outcomes. In many contexts, and South Africa is no exception, a gap exists in understanding 

how coaching can effectively be implemented in schools to stimulate teacher development and 

improve learning. This study tries to fill this gap by determining the specific role that 

educational psychologists play in facilitating teacher development through coaching and their 

influence in creating supportive and effective learning environments. 

Educational psychologists could contribute substantially to the field of teacher development 

programmes. They bring a psychological perspective that focuses on the emotional, cognitive 

and motivational aspects of teaching. According to Van Nieuwerburgh et al. (2018), 

professionals can design coaching interventions that support teachers not only in improving 

their instructional practices but also in navigating emotions and mental challenges linked to 

teaching, such as stress, burnout or low self-efficacy. Through their knowledge of 

psychological theories, especially those on self-efficacy by Bandura (1986) and on self-

determination by Ryan and Deci (2017), educational psychologists can design coaching 

frameworks focusing on teachers' confidence, competence and motivation. 

In South Africa, where teacher fatigue, stress and lack of support are the order of the day, 

educational psychologists could be strategically placed to apply psychological knowledge in 

coaching teachers. For example, a small but growing body of research has emphasised 

improving teaching effectiveness as part and parcel of supporting teachers' mental health and 

well-being (Moolla & Lazarus, 2014; Noltemeyer & Grapin, 2021). Educational psychologists 

can help teachers develop coping strategies for classroom stress and build their resilience that 
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lead to better interactions with learners for better educational outcomes (Ryan & Deci, 2017). 

Another application of psychological theories by educational psychologists enables teachers to 

develop reflective abilities concerning continuous development (Kurz et al., 2017). 

The idea of teacher coaching is familiar, and different coaching models have been established 

worldwide. There is a strong focus on teacher coaching in Europe to create inclusive, culturally 

responsive learning environments that promote cooperation and teamwork (Hordijk et al., 

2019; Darling-Hammond et al., 2017).  

Moreover, coaching has been shown to produce sustainable improvement in the United States 

and Japan, emphasising instruction modification to answer the various needs of learners, 

including teachers (Gu et al., 2017; Hadar & Brody, 2020).  

Each of these coaching models highlights the importance of contextualised support that is 

highly relevant to the classroom and the professional needs of teachers. 

3.2.  The global framework for coaching in education 

3.1.1.  Background 

Coaching has become a worldwide renowned strategy or practice to improve individual 

professional performance and ultimately, organisational performance (Kurz et al., 2017). In 

fact, coaching is multidisciplinary and can be applied to education, business, sports and a wide 

array of other fields. As noted by Kurz et al. (2017), the challenge concerns the need for a 

framework that guides the practice of coaching. Regarding coaching in education, Van 

Nieuwerburgh and Barr (2017) state that there is a challenge with explicitly identifying the 

methodologies or approaches that coaches apply. They further indicate that the need for 

longitudinal studies in this area of research exacerbates this challenge.  

In response to the abovementioned challenges surrounding coaching in general and coaching 

in education, the Global Framework for Coaching in Education was developed by Van 

Nieuwerburgh et al. (2018). The framework is rooted in several psychological theories 

highlighted by Munro et al. (2017). These theories were highlighted at length by a coaching 

psychologist (Adams, 2012) whose research identified a range of theories that are relevant to 

coaching in education or the application of coaching interventions as well as strategies in 

schools. 

Carl Rogersô 1961 Person Centred Approach ï The fundamental standpoint of this theory as it 

was originally applied to therapy is that a practitioner should always have empathy as well as 
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positive regard for a client (Greene, 2017). Hence, this is how the practitioner initiates positive 

development in the client. When applied to coaching in education, the coach approaches the 

relationship from a non-judgmental stance and acknowledges that the coachee is also an expert 

in his/her field. The role of the coach therefore would be to guide the coachee to take sustained 

action in response to situations that arise within the work context (Munro et al., 2020);  

De Shazerôs 1985 Solution-focused Approach ï This is a theory that is rooted in the field of 

Psychotherapy, and it is about finding solutions to problems rather than focusing on their causes 

(Peller & Walter, 2020). The theory has significant applications to coaching in education 

because it is solution-focused and future-oriented. Klimkowska (2021) concluded in his study 

that this approach yields positive results in the development of professional teachers. 

Challenges may arise, and coaches need to assist coachees in realising their full potential to 

tackle them (Munro et al. 2020);  

Banduraôs 1986 Self-efficacy Theory ï The gist of Banduraôs theory focuses on the individualôs 

perceptions and personal capabilities. To Bandura (1986) this is an essential determinant of 

positive outcomes; hence, the belief within the theory that all people have within them the 

capacity to be successful (Li, 2020). In the coaching relationship, the coach must believe in the 

capabilities of the coachee.  This means that the coach works and motivates the coachee to 

enhance their confidence and, as a result, aid goal achievement in the teaching space; 

The research also reflected on Self-determination Theory ï Developed by Richard Ryan and 

Edward Deci in 2000. This theory focuses on allowing humans to realise the importance of 

inner resources and their role in regulating behaviour and personality management. About 

coaching, Ryan and Deci (2017) purport that humans have psychological needs that are the 

basis of this behavioural self-regulation. These include competence (having a sense of mastery 

or feeling competent and able to handle challenges) and relatedness (having a sense of 

belonging and feeling connected to others within the same environment); autonomy (being in 

control of oneôs choices and actions or having the volition or power to govern one's own 

behaviour) (Ryan & Deci, 2017). Concerning Ryan and Daciôs self-determination theory, 

Munro (2017) argue that coaches bear the responsibility of ensuring that teachers feel 

competent in the work that they do and are able to handle challenges to have a sense of 

autonomy and always be in control of the situation, as well as to have a sense of relatedness 

with fellow teachers; Seligman and Csikszentmihalyiôs 2000 Positive Psychology ï Within the 

study of Psychology, the area of Positive Psychology is gaining significant recognition; thus it 
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is one of the areas that have influenced coaching in education, particularly The Global 

Framework of Coaching in Education. Positive Psychology focuses mainly on developing 

positive traits or beliefs, positive behaviours and positive emotions (Martin et al., 2017). In 

addition to the development of positive traits, in positive psychology there is great importance 

placed on self-perceptions of competence, which is why this area of psychology focuses on the 

development of such things as self-esteem, self-efficacy and self-worth, among other positive 

attributes (Seligman, 2019). Already, the juncture between positive psychology and coaching 

in education or coaching in general is evident. Hence, Munro et al. (2017) state that coaches 

can help teachers to use their strengths, creating the belief in oneôs competency.  

Additionally, they allude to the notion that research provides evidence that the idea that 

coaching builds positive traits, beliefs and emotions that are prioritised in positive psychology 

(Munro et al., 2017).  

The abovementioned theories are interconnected because they all focus on building capacity 

within people. Most importantly, they all continually reiterate that all humans have innate 

capabilities to handle different situations. Viewed from the perspective of the literature 

reviewed in Chapter 2, these theories bring into perspective the arguments made by Woolfolk 

Hoy (2000) as well as Nezhad and Vahedim (2011) on the notion that psychology belongs in 

the training and development of teachers. Additionally, these theories pinpoint the exact 

manner in which psychological principles apply to coaching in education; hence they validate 

the use of educational psychologists as coaches in coaching in education. Most importantly, the 

theories provide a solid foundation for the global framework for coaching and mentoring in 

education.  

In view of the earlier arguments of the widely varying approaches used in coaching in education 

throughout the world and the lack of a defined methodology, the purpose of the framework is 

to provide an overview of the different contexts in which coaching in education is being used 

(Van Nieuwerburgh et al., 2018). The framework was developed with due cognisance to the 

diversity as well as breadth of approaches that are being used in coaching in education; thus, it 

is meant to be a unified framework of all those approaches. The reason why such an overview 

was deemed necessary is because of the recognition that though the coaching approaches being 

used widely vary from context to context, they have been able to yield notable outcomes. 

Therefore, the Global Framework of Coaching in Education further provides a logical, coherent 
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or clear understanding of the different contexts in which coaching in education can be and is 

being applied.  

In addition to providing an overview of the different contexts where coaching in education is 

being utilised, The Global Framework of Coaching in Education promotes what they refer to 

as a whole school coaching culture (van Nieuwerburgh et al., 2020). This school coaching 

culture requires the involvement of all stakeholders that are important in coaching for 

education, including leaders (for instance government bodies like the Department of Education 

and school councils), teachers, learners, parents and even communities surrounding the schools 

(Masnawati et al., 2019).  

 

Van Nieuwerburgh et al. (2020:3) provides the following definition: 

A whole-school coaching culture for learning exists when education leaders, teachers, 

support staff, students, parents and other partners, intentionally use coaching and 

coaching approaches in a range of conversational contexts. For this to happen, 

coaching approaches should be widely understood and skilfully utilised across the 

school community. In such a culture, a coaching approach to conversations about 

learning will need to become part of an organisationôs ñway of beingò with appropriate 

resourcing and explicit integration into the schoolôs strategic plans. 

The Global Framework of Coaching in Education, therefore, provides four different contexts 

for the various ways in which coaching interventions can be used in schools to build a coaching 

culture (Munro et al., 2020). Van Nieuwerburgh et al. (2018) explicitly state that through The 

Global Framework of Coaching in Education, they recognise the success of the different 

coaching initiatives being used worldwide and celebrate them. However, there are insufficient 

longitudinal studies backed up by a universal methodology, resulting in a mixture of successful 

and unsuccessful initiatives being tried. Regarding unsuccessful initiatives, Kraft et al. (2018) 

discuss the matter at length regarding the different professional development interventions 

utilised in the United States while not yielding the desired results. In their research they allude 

to the fact that there are instances where tens of billions of dollars are spent to improve 

instructional practices and learner achievement. These interventions are implemented at a large 

scale, but they yield different results. The revelations of Kraft et al. (2018) highlight the 

importance of recognising coaching initiatives that have been successful.  
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The significance of recognising successful coaching initiatives worldwide is that it brings to 

light practices that have resulted in positive outcomes that can then be shared and adapted in 

different contexts. A study conducted by Green et al. (2020) concentrates on the importance of 

evidence-based practices, that is, practices or initiatives that have been proven through 

empirical studies. In their study, they sought to provide life coaching to high school female 

learners. They used instructional coaching to equip teachers with both theories and techniques 

that they would use to coach their learners. The study's results indicated that coaching caused 

an increase in hope and cognitive hardiness (cognitive resilience) in the learners, as well as a 

significant decrease in depression (Green et al., 2020). Recognition of such initiatives as the 

one by Green et al. (2020) thus provides evidence-based practices and a blueprint that others 

can follow.  

Additionally, such successful initiatives provide benchmarks for future initiatives and overall 

add to the building of a positive reputation regarding coaching in general as well as coaching 

in education. Essentially, recognising successful initiatives leads to greater trust in coaching 

and increased adoption of strategies in contexts where they are needed.  

3.1.2. The international model for education coaching 

Van Nieuwerburgh (2012) states that The Global Framework of Coaching in Education is a 

model. As a model, it can be regarded as a playing field, implying that it provides a ground or 

an arena for interaction and learning. Van Nieuwerburgh and Barr (2017) clarify that it is 

regarded as a playing field because it is inclusive, implying that users are free to interpret and 

adapt it as they see fit. In recognition of the varying techniques used worldwide, the model is 

also regarded as a playing field because it accommodates all different approaches or initiatives 

(Van Nieuwerburgh & Barr, 2017). Therefore, the model is a playing field divided into four 

quadrants or four areas. According to van Nieuwerburgh et al. (2020), the four quadrants are 

contexts in which coaching approaches can be applied within schools. The four quadrants are 

learner success and well-being, educational leadership, community engagement, and 

professional practice. Figure 3.2 presents the international model for education coaching.  
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Figure 3.2: The International model for Education Coaching 

 

Source: (Adapted from Van Nieuwerburgh & Barr, 2017:22). 

Explaining what each quadrant means and how they involve an access point, or portal through 

which coaching may be constructively presented within educational contexts is essential in 

interpreting the framework for implementation. There is no set procedure for opening the 

portals, and organisations are free to work on multiple portals concurrently. Cobb and Jackson 

(2021) claim that carrying out coaching tasks through various portals may help to develop 

coaching cultures.  

The learner success and well-being portal may focus on coaching techniques with learners or 

among learners to help them better explain their learning, set objectives and find solutions to 

problems (Cobb & Jackson, 2021). Both external and internal coaches may be utilised to 

achieve this. External coaches are trained individuals contracted to work with learners to 

improve their performance and well-being. However, internal teachers can be trained and 

equipped to become internal coaches for their learners. At the same time, learners can also be 

trained to provide peer coaching to fellow learners (Van Nieuwerburgh & Barr, 2017).  

The educational leadership portal seeks to enhance the leaders' leadership capacity and make 

these dialogues more developmental. For example, the educational leadership portal may focus 

on leadersô performance and development conversations with their teams (Cobb & Jackson, 

 
2 Permission to use the diagrams was obtained from author Christian van Nieuwerburgh on 24 August 2022 
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2021). For this reason, Van Nieuwerburgh and Barr (2017) state that to achieve this, coaching 

is made available to education leaders as a means of supporting their leadership development. 

After receiving and benefitting from coaching, educational leaders can also be trained to 

become coaches to utilise coaching initiatives in their leadership practice (Van Nieuwerburgh 

& Barr, 2017).  

The community engagement portal encourages coaching methodologies even more, including 

parents, caregivers and other community partners participating in learning and development 

discussions (Cobb & Jackson, 2021). Concerning parents, teachers can utilise coaching 

techniques when they have consultations with parents. This kind of community engagement 

extends beyond teachers and other trained professionals can also be utilised to coach parents. 

After successfully receiving coaching, parents can be trained and empowered to coach their 

children (Van Nieuwerburgh & Barr, 2017). It should be noted that the school community 

extends beyond parents. Therefore, it is essential to include trained professionals from the local 

community to provide school coaching as part of community engagement (Van Nieuwerburgh 

& Barr, 2017). 

The professional practice portal indicates a focus on classroom instruction and a desire to 

establish a secure environment for discussing what occurs in teachersô courses. This could lead 

to more discriminating and individualised professional development (Cobb & Jackson, 2021). 

The professional practice portal is therefore premised on instructional coaching and peer 

coaching. As part of instructional coaching, professional coaches like educational 

psychologists work with teachers to improve their instructional practice and learning outcomes. 

Having benefitted from instructional coaches, teachers can then collaborate with their 

colleagues to share techniques and formulate solutions to the various challenges they encounter 

in their classrooms (Van Nieuwerburgh & Barr, 2017).   

Having explained the quadrants ςessentially portals for providing coaching in education ς it 

becomes essential to explore further the role of these access points in coaching within 

educational contexts. But first it is necessary to understand portals and what they mean clearly. 

Sandkuhl and Lehmann (2017) state that portals are access ways, meaning they serve as 

entryways or gateways. In considering the four quadrants in the model, learner success and 

well-being, educational leadership, community engagement, and professional practice, the 

realisation is that they are, therefore, access points through which coaching initiatives can be 

applied within the educational environment. A more profound way of considering what portals 
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are in the context of education is that they are also specific moments of interaction that can be 

taken advantage of or utilised to provide coaching. An example of this would be parent-teacher 

consultations or community meetings that are always integral to providing education services. 

Those consultations and sessions can be taken advantage of for the application of coaching 

approaches and can, therefore, be regarded as portals.  

These portals play many roles within educational contexts. To begin with, the portals in the 

context of the international model for coaching in education allow for a holistic approach to 

coaching. The first thing to consider when providing coaching from a holistic perspective is to 

consider all the factors that affect the thoughts and behaviour of the individual who is to receive 

coaching (Farmer, 2015). Coaching requires explicitly understanding the individualsô socio-

cultural context, including language, religion and the wider social context that influences 

thoughts and behaviour. All these should be considered when coaching is provided for learners, 

teachers, parents and other leaders within the school environment. In addition, there is a need 

to understand the school environment, particularly from the perspective of culture.  

Van Nieuwerburgh et al. (2020) explain that one of the recommendations that accompany the 

use of the model is an understanding of the norms as well as practices that existed in the school 

environment before the application of coaching initiatives. They explicitly state that to 

approach coaching from a holistic perspective, coaches should consider that People's language 

reflects their mindset; using terms like trust, growth, and empowerment indicates a positive 

approach, while terms like judgment and compliance suggest negativity. Effective 

conversations and collaborations involve all stakeholders in decision-making and include 

structures for collaborative learning, goal setting, and development planning. Additionally, 

processes for data gathering, feedback, and practice discussions are in place, shaped by lived 

experiences (Van Nieuwerburgh et al., 2020). Most importantly, inherent in the model is the 

need to involve all relevant stakeholders in creating a cycle of coaching and developing all 

parties involved.  

Furthermore, because the portals can also be regarded as specific moments that can be 

capitalised for coaching interventions, they allow for timely interventions. According to Whale 

et al. (2013), when interventions are implemented promptly, they increase the likelihood of 

successful outcomes. As discussed earlier in this chapter, one of the purposes of the model is 

to create a coaching culture within the school environment. When this is successfully 

established, learners, teachers and other stakeholders benefit from coaching initiatives and are 
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empowered to provide peer coaching to their counterparts (Van Nieuwerburgh & Barr, 2017). 

It means, therefore, that all conversations within the school environment become avenues 

through which coaching can be delivered. What makes the interventions timely is that as 

conversations or interactions occur among learners and teachers, teachers and parents or even 

parents and their children, those trained to coach can immediately apply their knowledge and 

approaches to issue. Therefore, these portals allow coaching to occur without first scheduling 

sessions, meetings, workshops, etc.  

Another notable role of portals in coaching in education is that they make room for empowering 

all stakeholders within the learning environment. According to Van Nieuwerburgh (2018), 

coaching in education emphasises the improvement of learning and growth by fostering self-

awareness and personal responsibility, with the coach guiding the coachee's self-directed 

learning. A critical look at the explanations given on each of the portals reveals that these 

portals align interventions with the primary goal of coaching in education, and this goal is to 

empower stakeholders or those who receive coaching to have a sense of personal responsibility 

in their development.  

The active and not passive involvement of stakeholders in coaching interventions instils within 

them the understanding that they possess the strength and the ability to direct how they desire 

to develop professionally or academically. Furthermore, they become self-reflective and 

analyse their areas of weakness, together with the different implications of their actions on 

themselves and others.   

3.1.3. Portals in detail 

This section provides a detailed analysis of and critical perspective on each of the four portals: 

learner success and well-being, educational leadership, community engagement, as well as 

professional practice. 

3.1.3.1. Learner success and well-being portal 

The learner success and well-being portal pertains to coaching interventions focused on 

learners (Van Nieuwerburgh & Barr, 2017). Literature shows that several techniques can be 

used when coaching learners. It is imperative to remember that within the framework of this 

portal, coaching can be delivered from external, internal or even learner coaches (Van 

Nieuwerburgh & Barr, 2017). In the use of both external and internal coaches, both group 

coaching and individual coaching techniques apply. One of the most notable coaching 

techniques for learners is behavioural coaching. Devine et al. (2013) state that this technique 
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is highly recommended for learners within the United Kingdom. Though the approach is 

disregarded in some contexts because it fails to account for cognitive and emotional factors 

that affect learner success and well-being, research shows that it is effective at combatting 

learner anxiety and stress (Devine et al., 2013). Therefore, behavioural coaching is regarded as 

one of the techniques that are effective at increasing examination performance. Van 

Nieuwerburgh and Barr (2017) allude to a study conducted in West Midlands, UK by Passmore 

and Brown (2009) in which 16-year-old learners received behavioural goal-focused coaching. 

The results of the study indicated that the learners' performance improved to the extent that 

they surpassed both local and national trends.  

Another strategy that can be utilised to help learners is solution-focused coaching. Devine et 

al. (2013) highlight this approach as a source of empowerment for learners to realise their 

potential and develop a sense of resilience when encountering challenges. The crux of this 

technique is that the focus is on finding solutions and leveraging oneôs resources as well as 

strengths.  

On the reverse side, learner coaching can also be done using problem-solving techniques that 

focus on the identification of learnersô problems as well as addressing them (Toll, 2018).   

Apart from external and internal coaching, the learner success and well-being portal propagates 

learner coaching, where learners become coaches for other learners. In this instance, peer 

coaching is the most befitting technique for accomplishing educational outcomes. Van 

Nieuwerburgh and Barr (2017) indicate that learner peer coaching can either be two-way or 

one-directional. Devine et al. (2013) provide an explanation for this, stating that two-way peer 

coaching involves reciprocity, where learners assist one another in equal coaching 

relationships. However, one-directional peer coaching consists of using senior learners as 

coaches for their peers. In these coaching relationships, the older learners function as experts.  

All the coaching techniques about learner success and well-being share unique characteristics 

that make coaching initiatives successful. These include active listening, questioning and 

feedback, among others. Most importantly, their success hinges on objective setting that 

includes formulating specific outcomes that need to be achieved within specified time frames. 

These objectives should be measurable for monitoring and evaluation (Grant, 2016).  

Besides these, strategies that have been found to leverage the coaching methods in the portal 

of learner success and well-being include digital tools. Virtual platforms for online peer 

coaching systems make coaching relationships more accessible and flexible. Research by 
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Huang et al. (2021) has shown how e-coaching by peers enhances collaboration and allows 

learners to engage in reflective practice through structured online sessions. Furthermore, digital 

tools provide for collecting real-time data that helps monitor progress and allows tailoring the 

interventions to be made specific to the learnerôs needs. Such innovations ensure that coaching 

remains responsive and inclusive across diverse educational contexts. 

3.1.3.2. Educational leadership portal 

Enhancing leadership capacity is the primary purpose of the educational leadership portal. 

Coaching was first embraced within the organisational leadership framework and is now 

recognised as integral in the educational system (Munro, 2017). To begin with, leadership 

coaching is imperative for people who aspire to be leaders within educational systems. In this 

instance, coaching is meant to instil the capacity to be effective in leadership roles (Van 

Nieuwerburgh & Barr, 2017). Leadership coaching is imperative for the development of leaders 

who are already working within that capacity.  

Van Nieuwerburgh et al. (2020) state that in this regard, coaching motivates current educational 

leaders to take an active and proactive role in system leadership. They add that this aspect of 

the academic leadership portal becomes critical when changes occur in local, regional and 

global arenas. Thus, leaders should be capable enough to drive such changes actively. 

Concerning educational leadership and the empowerment of academic leaders, the 

recommendations of both Van Nieuwerburgh et al. (2018) and Van Nieuwerburgh and Barr 

(2017) are that one-on-one coaching is the best technique to use. They acknowledge that this 

is a technique that tends to be costly, but they cite that what makes it worthwhile is that the 

depth of professional learning that can be achieved through it cannot be matched by such things 

as workshops (Van Nieuwerburgh & Barr, 2017; Van Nieuwerburgh et al., 2018). During the 

literature review covered in the previous chapters, personalisation was one of the key 

characteristics of successful coaching. One-on-one coaches thus allow for coaching initiatives 

to be personalised to suit the unique circumstances of the coachee (Andrews & Munro, 2019; 

van Nieuwerburgh et al., 2018).  

The educational leadership portal also pertains to leader-as-coach training. This implies that 

leaders within the school system can and should be empowered to use coaching as part of their 

professional practice (van Nieuwerburgh et al., 2020). What is regarded as necessary in this 

aspect of the educational leadership portal is the ñnature of performance and development 

conversations that leaders have with their teams with a desire to both improve the leadership 
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capacity of the leaders themselves and make these conversations more developmental in 

natureò (Munro, 2017:3). According to Van Nieuwerburgh et al. (2018), this approach to 

coaching and educational leadership is not an additional concept to traditional approaches on 

teacher development. It is rather a new conception of leadership that envisions leaders as co-

creators of both connections and meaning through how they engage with work colleagues as 

well as members of their teams.  

To enhance this portal, technology integration is one of the significant enablers of leadership 

coaching. Digital platforms now allow leaders to engage in virtual coaching sessions with their 

audience in areas where face-to-face coaching cannot occur because of logistical constraints. 

A report by Passmore and Sinclair (2020) points out that virtual coaching provides expanded 

reach and would thus offer leaders access to top-quality coaching, regardless of their 

geographical location. Such platforms allow for the gathering and analysing performance data; 

this enables targeted feedback and ensures continual monitoring of the development of a leader. 

A critical supplement to the educational leadership portal is peer coaching for leaders. Peer 

coaching supports collaborative leadership among school leaders, placing them in an open 

learning space where they share ideas, strategies and experiences. Darling-Hammond et al. 

(2020) believe that while peer coaching bolsters individual leaders' leadership, it also 

strengthens schools' collective ability in problem-solving and innovation. This crucial 

collaborative approach ensures that leadership development does not stay in personal 

development but expands to systemic improvement. Lastly, it is supported by incorporating 

emotional intelligence in leadership coaching. Leaders with emotional intelligence are better 

prepared to deal with complexity in interpersonal dynamics, establish sustainable relationships 

with other colleagues, and develop constructively the environment for a supportive team 

(Goleman et al. 2013). Emotional intelligence fills the gap in the technical areas of leadership 

coaching and ensures that leaders are competent in leading meaningful change in an 

educational setting. These enhancements, taken cumulatively, cement the place of the education 

leadership portal as a transformational instrument of school leadership development. 

3.1.3.3. Community engagement portal 

The community engagement portal involves coaching with parents and the school community. 

The purpose of this portal is to broaden the horizons of coaching in education to include not 

just teachers and learners but all members of the school community, including parents, carers 

and all other members of the community (Munro, 2017). It recognises that these people should 
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be part of developmental conversations as well as initiatives and that their roles strategically 

position them in such a way that they can contribute to learner success. The community 

engagement portal comprises three main components: the coaching of parents by teachers and 

others, parents trained to coach their children, and coaching by the community (Munro, 2017).  

In parent coaching by teachers, teachers actively use coaching techniques during their 

interaction with parents (Andrews & Munro, 2019). The aim of these coaching approaches is 

parents' active involvement in their children's education. What is interesting about teacher-

parent coaching is that it is like the educational leadership portal in that it hinges on the ability 

to take advantage of conversations to utilise coaching initiatives. Essentially, in parent-teacher 

coaching, teachers use their conversations with parents during parent-teacher meetings or other 

meetings to deliver goal setting, problem-focused, solution focused or cognitive-behavioural 

coaching, among other techniques (Munro, 2017). In the same manner, professionals who are 

part of the school community or other community members can also be trained so that they can 

make use of such techniques in their conversations with parents (Munro, 2017).  

Like the approach in the educational leadership portal to train leaders so that they themselves 

can use coaching techniques in their practice, the community engagement portal recognises 

that parents can also be trained so that they are able to have developmental conversations with 

their children (Kemp & Turnbull, 2014). This approach enables the continuity of learner 

coaching beyond the school gates and keeps the momentum high concerning learner 

development. To accomplish this, school leaders bear the brunt of creating educational 

programmes for parents and enlisting the help of trained professionals like educational 

psychologists to achieve the goal (Van Nieuwerburgh & Barr, 2017). Similarly, other 

community members can also be part of such training initiatives to have developmental 

conversations with learners. This also opens new avenues through which the community 

engagement portal can expand its reach and accessibility. Virtual coaching sessions between 

teachers and parents ensure that those parents with time or logistical constraints are not left out 

of developmental conversations. Huang et al. (2021) found that this regular virtual engagement 

opens mutual goal-setting and problem-solving possibilities. Also, online training modules 

allow parents and community members to experience practical, self-paced learning experiences 

imbued with crucial coaching techniques for learner development. 

Fostering partnerships between schools and local organisations can also improve the 

effectiveness of the community engagement portal. According to Passmore and Sinclair (2020), 
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collaboration with community-based organisations and non-profit organisations can bring 

additional expertise and resources to enhance the coaching experience for parents and learners. 

Such partnerships may also help overcome some specific challenges underserved communities 

face regarding access to training or a lack of professional support, ensuring equitable 

participation in coaching initiatives. 

Finally, the incorporation of feedback mechanisms into the portal enhances its effect. It may 

also contain periodical surveys and organised feedback sessions with parents and community 

members to help the school administrators sharpen their coaching programmes and better deal 

with the community's ever-evolving needs. In this way, the portal will be iterative and always 

dynamic in involving the community, setting a sustainable foundation for long-term learner 

success. 

 

3.1.3.4. Professional practice portal 

The professional practice portal focuses on how teachers teach, focusing on classroom 

instruction. There are two primary contexts in which coaching for professional practice occurs: 

instructional coaching and peer coaching (Van Nieuwerburgh & Barr, 2017). Instructional 

coaching is a content-based professional development approach (Devine et al., 2013). This type 

of approach to teacher professional development can be achieved through the use of 

instructional coaches who are essentially professionals who function within the ambit of an 

onsite coaching relationship with teachers to develop their professional practice to the point 

where they are able to make use of research-based instructional methods effectively (Van 

Nieuwerburgh & Barr, 2017); hence instructional coaching is content-based. Coaches are 

sometimes specialists in a specific area of the school curricular, like Mathematics (Van 

Nieuwerburgh et al., 2018). It should be noted, therefore, that instructional coaching differs to 

a greater degree from other coaching techniques because the teacher is taught by the coach how 

to use specific research-based methods.  

Knight et al. (2016) discuss what they refer to as the determinants of a well-designed 

instructional approach. These include high-leverage practices that include content planning, 

community building and formative assessment practices (Knight et al., 2016). Apart from high-

leverage practices, coaches are encouraged to make use of explicit explanations in their 

communication (Knight, 2019). This means that coaches should be able to communicate with 

clarity, particularly about implementing coaching initiatives, because teachers need clearly to 
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understand how to implement them. Modelling is identified by Knight (2019) as one of the 

essential techniques that instructional coaches are supposed to use. In modelling, coaches 

demonstrate practices for teachers so that they can implement them on their own. In Knight 

(2021), seven factors are identified for successful instructional coaching. These are (i) a clear 

coaching cycle (a structured process that includes goal setting, implementation, assessment, 

feedback and reflection); (ii) gathering classroom data; (iii) having adequate knowledge on 

teaching, as well as coaching strategies; (iv) understanding the complexities of coaching 

relationships; (v) effective communication; (vi) effective leadership, as well as (vii) having the 

support of relevant administrators within the system.  

The other component of the professional practice portal is peer coaching. This route towards 

professional development requires teachers to support one another. Van Nieuwerburgh (2018) 

states that peer coaching places teachers in positions where they must take responsibility for 

their professional development. 

In other words, peer coaching gives them an understanding of the effort they themselves need 

to exert to ensure that they accomplish the goals of their teaching practice. Van Nieuwerburgh 

and Barr (2017 add that in peer coaching, teachers establish reciprocal relationships through 

which they set professional goals relating to their practice and engage in ongoing dialogue to 

meet those goals. One way teachers can practise peer coaching is through role modelling, where 

they take turns being teachers and learners and mimic classroom situations (Van Nieuwerburgh, 

2018). It is apparent that utilising the professional practice portal as a gateway to coaching in 

educational contexts requires establishing a secure environment for discussing teaching 

practices. In both instructional coaching and peer coaching, teachers need to be able freely to 

express themselves and the full extent of the challenges they face, otherwise initiatives will not 

be fully compatible with the environment. Peer coaching helps build trust among teachers and 

contributes to establishing a secure environment for teachers.  

Having discussed in detail the four portals of The Global Framework of Coaching in Education, 

(Table 3.1) places all the different aspects addressed in perspective. The table was adapted from 

van Nieuwerburgh et al. (2020) and illustrates the everyday conversational contexts and the 

desired outcomes for each coaching approach. Table 3.1 below presents the context for 

coaching.  
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Table 3.1: The context for coaching  

 Conversational contexts Desired outcomes 

Learner success 

and well-being 

Å Academic progress  

 Pastoral support and well-being 

Å Learner goal-setting and action planning 

Å Restorative practices 

Å Behaviour management 

Å Learner leadership development 

Å Learnersô voices 

Å Peer support and feedback 

Å Positive education programmes 

Increased academic attainment 

Å Wider range of achievement 

Å Increased learner uptake of voluntary 

activities 

Å Reduction in challenging behaviour 

Å Enhanced learner well-being 

Å Building learner capacity for peer 

leadership 

Å Learners are better able to            

articulate their learning 

Å Improved attendance Å Reduction in 

exclusions from school 

Å More agency-enabling conversations 

with learners 

Å Conscious application of positive 

education strategies by learners 

Å Learners feel heard and supported as 

individuals 

Educational 

leadership  

Performance review and development 

processes 

Å Leadership skills 

Å Leadership functions 

Å Team operation 

Å Strategic planning 

Å Difficult/challenging conversations 

Å Feedback conversations 

Å Managing mandated processes from 

governing authorities 

More positive and productive 

performance conversations 

Å Establishment of a culture of continuous 

improvement or enhancement 

Å Flattened hierarchies 

Å Leadership conversations are more 

developmental/growth-oriented 

Å More efficient and effective meetings 

Å Increased emotional intelligence 

Å Constructive feedback is sought, 

provided and received more positively 

Å Increased collegiality and collaboration 

Å Externally imposed processes are 

implemented more sensitively and 

meaningfully 

Community 

engagement 

Parents/carer communication 

Å Parent-teacher interviews 

Å Parents-student communication 

Å Community leaders and groups 

Å School governors/boards 

Parents report feeling better listened to 

and more involved in their childrenôs 

learning. 

Å Parents are more intentional in 

conversations with their children 
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 Conversational contexts Desired outcomes 

Å Liaison with external agencies Å Increased sense of partnership between 

parents and school 

Å Parent-teacher communication is more 

dialogic 

Å Community leaders and groups engage 

more with school 

Å Improved relationships and improved 

engagement with school governors and 

boards 

Å More inclusive decision-making 

Å Schools and external agencies see one 

another as partners 

Professional 

practice 

Teacher professional learning 

Å Professional reflection 

Å Teacher goal-setting and development 

planning 

Å Teacher collaboration 

Å Professional learning teams 

Å Curriculum/faculty/year-level teams 

Å Classroom observation and feedback 

Å Use of data 

Å Supporting beginning teachers 

More discerning choices for professional 

learning 

Å More personalised professional learning 

Å Implementation of alternative teaching 

strategies 

Å More focused use of evidence 

Å Recognition of strengths in practice 

Å Identification of strengths and capacity 

building 

Å Creating a safe space to discuss and 

develop practice, and therefore de-

privatising classroom practice 

Å Increased awareness of classroom reality 

and increased self-efficacy and agency 

Å Observation and feedback are non-

judgemental and serve the development 

goals of the teacher 

Å More action-oriented team dialogue 

Å Differentiated support for beginning 

teachers 

Source: (Van Nieuwerburgh et al. 2020). 

All four portals of the model, educational leadership, professional practice, community 

engagement, and learner success and well-being are related and function as sub-parts of a 

whole. To understand fully the relationship between the four portals, looking at them from the 

lens of General Systems Theory is essential. The general systems theory is premised on the 
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science of wholeness that means that its foundational principle is the recognition that a 

complete system is made up of interconnected elements (Lai & Lin, 2017). In the research 

context, the school system can be regarded as a system comprising interlinked parts, including 

teachers, learners, parents and the community. At the same time, a critical analysis of The 

Global Framework of Coaching in Education leads to the conclusion that the model depicts the 

vital elements of a dynamic coaching system in education. An essential factor to note in systems 

thinking is that no matter the system, the whole is always regarded as more significant than the 

sum of its parts (Lai & Lin, 2017; Thompson, 2017). Applied to the model, this means that 

while the different portals are important gateways into coaching in education and have been 

proven very effective, they should not be considered as separate entities.  

An approach focusing on one or just two portals is incomplete; wholeness can only be achieved 

if coaching in education incorporates all four portals. That is why systems theory posits that 

the elements of the system are interrelated and constantly interact (Thompson, 2017).  

If consideration is made of the school system, the nexus with the coaching in the education 

system is that teachers and parents interact, learners and teachers interact, and parents and 

learners interact; thus, there are always interactions between all these groups of people with 

leaders as well as community members. There are many possibilities for interaction between 

different groups of people/elements within the school system. If there is an emphasis on only 

one or two portals, it results in unutilised portals or gateways. However, when all portals are 

utilised, all conversations within the system become grounds for coaching, so the whole is 

greater than the sum of its elements. This kind of systems view of the four portals leads, 

therefore, to the conclusion that they are parts or aspects of a whole coaching system, and when 

they are used together, they allow for painting the complete picture of what coaching in 

education is and what it can yield.  

3.2.  Synthesis of theories of action 

The researchôs primary objective pertains to educational psychologists' role in teacher coaching 

as a professional development intervention. In the detailed analysis of the four portals of The 

Global Framework for Coaching in Education, one of the factors that was strongly emphasised 

is that there is a need for trained professionals to coach teachers, learners, parents, leaders and 

community members so that that they are able to use them for their benefit as well as in turn 

coach others. This is a gap for professionals in coaching that educational psychologists can fill. 



 

ΝΜΝ 
 

What is apparent is that the role of educational psychologists can extend even beyond teachers, 

and they can provide coaching to all stakeholders involved.  

Apart from determining the role of educational psychologists, the study also sought to 

investigate whether coaching adds value to learning and if coaching offers learning 

opportunities. The background provided on The Global Framework for Coaching in Education 

is that it recognises successful coaching, which is why it was developed. This means that the 

framework is premised on the fact that coaching adds value to learning and presents growth 

opportunities. The study by Green et al. (2020) that is alluded to in the early sub-sections of 

this chapter provides sufficient evidence on this matter; thus, teacher coaching significantly 

improved learning outcomes. The study makes it evident that because of coaching, teachers 

were able to develop their practice, which led to the desired results regarding learning 

outcomes. Educational psychologists must make use of the appropriate strategies for teacher 

coaching.  

Recommendations made within the professional practice portal in The Global Framework for 

Coaching in Education is that effective teacher coaching can be achieved through instructional 

coaching and peer coaching (Van Nieuwerburgh & Barr, 2017 Van Nieuwerburgh et al., 2018). 

It should be noted that through these strategies, coaches can build trust and secure a safe space 

for teachers to develop.   

Moreover, the fact that educational psychologists can extend their coaching to other 

stakeholders depicts their versatility in developing holistic education. Equipping learners, 

parents and leaders with coaching tools ensures that the benefits of coaching trickle down to 

all levels of the educational ecosystem. Indeed, according to Passmore and Brown (2020), this 

multi-level coaching approach increases collaboration among schools, engendering a shared 

concern for learnersô success. 

The focus on trust and creating a safe space within teacher coaching is critical. Coaches who 

focus on building secure environments allow teachers to share difficulties openly and search 

for constructive solutions together. According to Knight (2009), trust is the foundation of 

effective coaching relationships as it supports vulnerability and genuine engagement in 

reflective practices. With this in mind, educational psychologists can use instructional and peer 

coaching techniques to guide teachers to meaningful professional development, that is, 

improved instructional practices and, ultimately, improved learning outcomes. 
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Moreover, the use of technology within coaching practice may be seen as an additional step 

towards its greater reach and impact. Digital coaching tools make online coaching possible, 

closing gaps between geographical areas and bringing it to educators located in remote and 

underserved regions (Van Nieuwerburgh et al., 2018). Similarly, digital coaching tools assist in 

data collection on performance measures; this enables the coach to focus interventions based 

on specific needs and to track how performances change over time. 

This study concludes by synthesising theories of action, indicating the critical role of 

educational psychologists in coaching initiatives. They may drive meaningful change in all 

stakeholders within education by such strategies as instructional and peer coaching, building 

trust, and embracing technological innovations, and hence create an effect that would positively 

impact practice, learning outcomes and community engagement. This is a holistic approach, 

ideally in line with The Global Framework for Coaching in Education to ensure coaching 

becomes a powerful tool for educational transformation. 

3.3.  Linking theory to key research questions 

The Global Framework for Coaching in Education provides a solid foundation for this study. 

This section details how the key research questions that guided the study fall within the 

framework's auspices.  

3.3.1. Research question 1 

The first key research question is, What are the opportunities for using coaching as a teacher 

development strategy in the Gauteng province? One of the studies reviewed in the previous 

chapter was conducted by Legotlo (2014) who highlighted the different challenges teachers in 

South Africa face. The most notable of those challenges is the shortage of sufficiently trained 

teachers to do the work, and this is an area where The Global Framework for Coaching in 

Education can be applied. However, the challenge emanates from the training phase; it is, 

therefore, imperative to introduce teacher coaching right from this phase to empower teachers 

to fulfil their roles once fully qualified. Thus, in the training of teachers, instructional coaching 

can be introduced from this phase and continued in the context of actual teaching within 

classrooms as part of an ongoing professional development initiative. Another challenge that 

Legotlo (2014) notes is that teachers in South Africa need better teaching and learning 

strategies. Again, teachers can be capacitated to use effective instructional strategies through 

professional practice and educational leadership portals. Other noted challenges were a lack of 

motivation and morale, poor discipline Legotlo (2014) and high job insecurity that can all be 
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addressed through coaching. In the case of poor morale, when coaching initiatives yield 

positive results in learning outcomes, there is likely be a shift in teachers' motivation and 

morale.  

3.3.2. Research question 2 

The study's second research question explores the perceptions and experiences of Gauteng-

based professional teachers who have received educational coaching as an intervention strategy 

for their development. This area is covered within The Global Framework for Coaching in 

Education because it recognises that successful teacher coaching, particularly in instructional 

coaching, requires monitoring and evaluation. Therefore, exploring teachers' experiences 

allows one to determine the effectiveness of the specific coaching interventions used by 

Sweeny and Farmer (2017); hence, coaching requires a contextual application (Kotze et al., 

2018).   

3.3.3. Research question 3  

The third key research question is, What are the key strategies an educational psychologist 

uses in conducting coaching, and how beneficial are these strategies? The professional practice 

portal indicates that instructional coaching is the best for teacher development (Van 

Nieuwerburgh & Barr, 2017). Therefore, instructional coaching focuses on how instructions 

are given in classrooms and is content-driven. Educational psychologists can use strategies 

proven to be effective, including lesson observation and feedback (Desimone & Pak, 2017) and 

subject-specific coaching (Devine et al., 2013). Additionally, educational psychologists would 

need to introduce peer coaching so that coaching extends to peer relationships.  

3.3.4. Research question 4 

The fourth key research question for the study is, What factors affect the implementation of 

coaching as an intervention for professional teacher development in the Gauteng province? 

These factors are essential to uncover because they stand as barriers to applying the different 

coaching initiatives outlined in this theoretical framework. In putting forward The Global 

Framework for Coaching in Education, Van Nieuwerburgh et al. (2018) indicate the importance 

of a conducive environment for applying coaching initiatives. Therefore, while these barriers 

persist, coaching interventions for teacher development cannot yield the desired outcomes.  
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3.4. Conclusion 

The Global Framework for Coaching in Education unifies various coaching interventions 

worldwide. It provides a vital lens through which the many educational coaching approaches 

may be understood and their implications assessed. Four quadrants lie at the core of this 

framework: learner success and well-being, educational leadership, community engagement, 

and professional practice. These quadrants are distinct yet interconnected dimensions through 

which coaching interventions could be channelled in the educational setting. Each quadrant 

holds a portal or gateway where coaching can be conducted for various stakeholders who 

populate the education system ς learners, teachers, school leaders and the greater community. 

Its quadrants are aligned with broader goals that systems of education have for the holistic 

development of both learners and the educational environment. The student success and well-

being quadrant zooms in on this support provided in a nurturing environment where one can 

progress and develop through academic achievement and emotional growth. The educational 

leadership quadrant focuses on capacity building in school leaders to transform and create a 

positive school culture.  

Community engagement involves the collaboration of the school with the broader community 

to achieve better outcomes. Lastly, the professional practice quadrant supports teachers in their 

growth and continuous professional development as educators so that teaching practice can 

change in response to the dynamic needs of learners and schools. 

It is in these quadrants that the role of the educational psychologist lies. To offer insight into 

the cognitive, emotional and motivational aspects of teaching and learning, educational 

psychologists need to integrate their knowledge and expertise in psychology into coaching 

practices. Not only will this make the coaching interventions more effective, but it will also 

ensure that teachers are supported in their professional and personal areas of need. Educational 

psychologists can bring a unique perspective to coaching, especially in the challenges ahead 

for teachers in the fight against burnout, stress and low self-efficacy that may result to a decline 

in the quality of teaching and learning outcomes. This research is based on the Global 

Framework for Coaching in Education. It seeks to answer important research questions, such 

as what role educational psychologists can play in coaching, what strategies can be used in 

practice to strengthen teachers' development, and what barriers might exist to prevent the 

effective implementation of coaching interventions in schools, with a particular emphasis on 

the province of Gauteng in South Africa. The findings are relevant for informing policy 
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development and adding to the growing evidence concerning how teacher development may 

be improved through coaching interventions. 
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CHAPTER 4: RESEARCH METHODOLOGY 

Figure 4.1 below presents an overview of Chapter 4 

Figure 4.1: Graphic presentation chapter 4
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4.1. Introduction 

This chapter discusses the research methodology used to investigate the role of educational 

psychologists in coaching as a teacher development intervention. The research examines how 

coaching as a professional development strategy would impact teacher practices and outcomes, 

especially in South Africa. This chapter provides philosophical underpinnings, the research 

design, sampling strategy, data collection methods and data analysis techniques to achieve the 

research objectives. The selected methodology reflects a qualitative approach due to the very 

nature of this study. It focuses on experiences and perceptions, the subjective involvement of 

participants in coaching interventions. The philosophical perspective was founded on 

interpretivism to facilitate the representation of understanding about social life through the 

subjective lived experience of individuals. This accords with the purpose of this research: to 

investigate more complex roles and contributions educational psychologists make towards 

teacher development that allows investigations into the challenges, strategies and impacts of 

teachers in much more depth than has previously been possible to achieve. The paradigm is 

complemented by a phenomenological research design that seeks to uncover the essence of 

participants' experiences. By focusing on the personal and professional narratives of teachers, 

educational psychologists and school administrators, the research can combine complex and 

multifaceted coaching as a development tool. 

The researcher used purposive sampling in selecting participants engaging in coaching 

processes directly; this ensured that data collection was derived from persons with relevant and 

practical experiences, including educational psychologists, teachers and administrators. The 

primary data sources were semi-structured interviews and focus groups, striking an appropriate 

balance between the detailed, individual insights of single-case depth and the dynamism of 

collaborative group effort. The data was analysed through a theme-analysis process, one of the 

methodological processes of identifying repeated patterns and themes. It provided the ground 

for the findings within the participants' own experiences while ensuring the questions posed by 

the research questions were adequately addressed by this current study. Measures such as 

triangulation, member checking and maintaining an audit trail were employed to ensure the 

studyôs credibility and reliability. This chapter provides a detailed overview of the 

methodological framework, ensuring transparency and rigour in the research process. By 

carefully outlining the study's methodological choices, it establishes a foundation for the 

credibility of the findings presented in subsequent chapters. 
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4.2. Purpose of the research and research questions 

This research aimed to investigate educational psychologists' role in coaching as a teacher 

development intervention. Within the ambit of this purpose, it recognised through literature, 

particularly studies conducted by Ben-Peretz et al. (2018), Bradshaw et al. (2018), Piper et al. 

(2018) and Reddy et al. (2021) that coaching interventions can advance professional 

development among teachers, through enhanced as well as practical teaching practices. This 

professional development among teachers is also instrumental in improving learning outcomes 

in learning institutions. The research was therefore explicitly premised on the role of 

educational psychologists in coaching because of the growing demand for studies that 

investigate the conditions necessary for the success of coaching initiatives in teacher 

development (Kraft et al., 2018). Therefore, by focusing on educational psychologists, the 

study considered their expertise as psychologists and their specialised knowledge in coaching, 

learning as well as assessments. Having been conducted in Gauteng, South Africa, where 

teacher coaching is constrained by various contextual issues, including the shortage of 

educational psychologists and the widely varied levels in the application of coaching in 

education in schools, the research was guided by the following research questions: 

1. What are the presenting opportunities for the use of coaching as a teacher development 

strategy in the Gauteng Province? 

2. What are the perceptions and experiences of Gauteng-based professional teachers who have 

received educational coaching as an intervention strategy for their development? 

3. What are the key strategies an educational psychologist uses in conducting coaching, and 

how beneficial are these strategies?  

4. What factors affect the implementation of coaching as an intervention for professional 

teacher development in the Gauteng province? 

4.3. Overview of this chapter 

The purpose of conducting research is to uncover information that allows the researcher to 

answer questions about the phenomenon under study (Muringa & Shava, 2024; Pandey & 

Pandey, 2021). Within the ambit of that purpose, the research methodology pertains to the 

specific methods and processes followed to gather the data and analyse it (Zhang et al., 2023). 

Figure 4.2 provides an overview of the methodological approach used to investigate the 

abovementioned research questions. 
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Figure 4.2: Overview of the research methodology 
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As depicted in Figure 4.2 the research was based on subjective epistemology. This was because 

it emphasised the participants' experience with the study phenomenon. In line with subjective 

epistemology, the interpretivist meta-theoretical paradigm was also imperative to 

accomplishing the study's goals because it amplified the insistence on focusing on the 

participants' subjective experiences. Because many research gaps exist regarding coaching for 

teacher development, especially in South Africa, the methodological paradigm was 

exploratory. Thus, the phenomenological research design that focuses on participants' lived 

experiences, was followed. Non-probability purposive sampling was best suited to the 

qualitative nature of the study. It enabled the researcher to select study participants who met 

specific predetermined criteria. Secondary and primary data was collected during data 

collection. Primary data was collected using focus groups and semi-structured interviews. Data 

analysis was conducted using Braun and Clarkeôs (2006) thematic analysis. 

This chapter provides an overview of the research methodology for the study and discusses the 

aspects highlighted in the figure above. By highlighting the exact methodological steps that 

were followed, the researcher aimed to enhance credibility, transferability, confirmability and 

dependability. The chapter also discusses issues relating to the ethics considerations that the 

researcher upheld throughout the research process.  

4.4. Epistemological paradigm 

Epistemology provides the theoretical underpinnings for the different research methods utilised 

throughout the research process (Bleiker et al., 2019). The central point of analysis within 

epistemology is the concept of knowledge. A comprehensive definition of epistemology 

regarding its focus on knowledge is given by Kamal (2019:1390) who states that it is ñthe 

process by which the investigator comes to know the truth and reality or, put another way, how 

do we know what we knowò. Critical engagement with this definition reveals the fundamental 

aspects of epistemology. To begin with, Kamal (2019) refers to it as a process, meaning that 

the investigator uses a series of actions or steps to acquire knowledge. This explains why 

Bleiker et al. (2019) posit that epistemology underpins the entire research process. 

Additionally, the definition alludes to the truth or reality, implying that there needs to be 

justification or a foundation for the kind of knowledge obtained by the investigator.  
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Regarding epistemology, researchers can choose two main standpoints, depending on the 

nature of the study. In quantitative and other positivist studies, researchers do not consider the 

participants' subjective experiences about the research phenomenon, so such studies are 

premised on objectivist epistemology (Bleiker et al., 2019). However, studies that seek to 

understand these experiences adopt a subjective stance when conducting research; hence, 

subjective epistemology underpins this research (Bleiker et al., 2019). After carefully 

examining both approaches, subjective epistemology was identified as the most appropriate for 

achieving the aims and objectives of this study. Subjective epistemology places emphasis on 

the experiences of individuals and how these play a critical role in sense-making and actions 

thereof (Al-Ababneh, 2020). It tackles the gap left by traditional objectivist approaches that 

believe in objective truths and universal laws by instead embracing diversity within human 

nature, particularly about how it shapes knowledge (Al-Ababneh, 2020). In completing the 

research, part of the knowledge that needed to be acquired concerned the perceptions and 

experiences of teachers who received coaching as an intervention strategy for their 

development. This and the other guiding objectives indicated the need for an epistemological 

paradigm that acknowledged the subjectivity of the phenomenon of study. Subjective 

epistemology enabled the accomplishment of the goals of the research.  

4.4.1. Meta-theoretical paradigm: Interpretivism  

Having chosen to underpin the study with subjective epistemology, it became necessary to 

follow the interpretivist meta-theoretical paradigm. This connection is scientifically founded. 

Alharahsheh and Pius (2020) highlight the ontological as well as epistemological beliefs in 

which interpretivism is grounded. These are relativist ontology that asserts that reality is best 

understood through inter-subjectivity and through the social, as well as experiential aspects, 

and subjective epistemology that as indicated earlier, does not exclude humans from the 

knowledge that pertains to them and their livelihoods (Alharahsheh & Pius, 2020; Muringa & 

Zvaita, 2022).  

Interpretivism emerged from the school of thought that critiques positivism and argues for 

subjectivism (Pervin & Mokhtar, 2022). Sefotho (2015) explains that positivism and post-

positivism present a binary worldview that is not adequate to understand the multiple 

worldviews that exist within society. The multiple worldviews emanate from multiple cultures, 

religions, social circumstances and time frames, all of which result in the development of 

multiple social realities (Alharahsheh & Pius, 2020). Interpretivism, therefore, disregards the 

positivistic assumption that universal laws of life exist, and these can be generalised to 
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everyone. This is why it is rooted in idealistic philosophical positions that include social 

constructivism, hermeneutics and phenomenology, all of which reject the objectivist view that 

guides positivism (Junjie & Yingxin, 2022).  

Interpretivism is, therefore, cognisant of individual meaning based on experience (Alharahsheh 

& Pius, 2020). A critical point regarding interpretivism is raised by Junjie and Yingxin (2022) 

and Pervin and Mokhtar (2022) who state that it not only recognises and seeks to understand 

subjective meanings but also reconstructs and theorises them. At this juncture, there is a nexus 

with Sefotho (2015) who unpacks the meta-theoretical perspective, highlighting that meta-

theory is concerned with conceptualising or engaging in the process of forming knowledge 

regarding a particular phenomenon. Sefotho (2015) states that the meta-theory perspective is 

concerned with finding solutions to the research problem instead of simply restating what has 

already been said.  This essentially captures the rationale for this study regarding the identified 

gaps in coaching in education in Gauteng province and South Africa.    

4.5. Methodological paradigm 

In line with interpretivism, this study took an exploratory methodological approach. One of the 

reasons why teacher coaching was chosen as the topic of this study is because this is an area of 

research that is still characterised by many existing gaps in South Africa. These gaps are even 

evident in practice as coaching in education is not a widespread practice that is equally 

available in all manner of schools within the country, including in the actual training of 

individuals for the teaching profession.  

Because of this, it was essential to conduct an exploratory study. Thus, this was the best 

approach for a research area with limited information (Shava & Muringa, 2024; Swedberg, 

2020). The aims of conducting exploratory research are, firstly to gain sufficient insights into 

the study phenomenon; secondly, to use the data obtained to present a well-grounded 

presentation of the phenomenon within the context of the study; thirdly, to develop tentative 

conceptualisations or theories on the phenomenon, and lastly, to provide direction for future 

studies in the research area (Mbaka & Isiramen, 2021). The chosen qualitative approach in the 

study that was premised on studying coaching in education from a subjective, interpretative 

perspective, fell in line with the requirements for exploratory research. To this effect, Nattrass 

(2020:4) points out that ñexploratory research is an important component of scientific 

endeavour especially when it comes to understanding societyò. 
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An essential aspect of conducting exploratory research that was upheld in this study is that 

there is a requirement for an inductive approach (Casula et al., 2020; Muringa & Shava, 2025). 

In inductive reasoning, conclusions and generalisations are based on data collected and 

analysed. In fact, in inductive reasoning observations based on data are imperative and form 

the crux of the entire exploration (Okoli, 2023). This is juxtaposed with deductive reasoning, 

where the investigator works from the perspective of predetermined expectations or hypotheses 

of what the data will indicate (Casula et al., 2020). The obtained data was, therefore, of central 

focus in this study. Conclusions reached on each research question were based on the primary 

and secondary data that was analysed using inductive approaches. This guaranteed the 

authenticity of the exploration that was being conducted.   

4.6. Phenomenological research design 

The selection of the phenomenological research design was again informed by subjective 

epistemology. At its core, phenomenology is concerned with the participantsô lived experience. 

It focuses on social phenomena that can best be conceptualised through subjective viewpoints 

provided by individuals who experience them (Tomaszewski et al., 2020; Urcia, 2021). It 

therefore emphasises the first-person point of view. Regarding this, Webb and Welsh (2019) 

state that from the first-person point of view, there is a demonstration of the meaning and 

significance that experiences and objects have for people. This point was congruent with the 

aim of the research in adopting the phenomenological research design. To best understand 

coaching in education in Gauteng province, the best approach would be through first-person 

accounts of people who have experienced it.  

By talking to them, the data specifically highlighted the meaning that those who had been part 

of the coaching in education process attached to it. Within the framework of the 

phenomenological research design, Webb and Welsh (2019) talk about the role of the 

researcher, which is double-barrelled. Because of the subjectivity of phenomenology, the 

researcher is both an observer and an interpreter (Webb & Welsh, 2019). These are the roles 

that the researcher occupied during data collection. During the focus group discussion and the 

interviews, the researcher would observe the participants' behaviour and make notes where 

necessary. These notes were important during the data interpretation phase because they held 

information that helped the researcher to understand what was just said verbally.  
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4.7. Qualitative research approach 

The qualitative research approach is rooted in interpretivist and constructivist paradigms. Thus, 

it is concerned with developing an in-depth understanding of the subject (Tomaszewski et al., 

2020). Because of this, in qualitative research, there are no predictions of study outcomes. 

Qualitative research is dominant in studies that deviate from the formerly dominant objectivist 

and positivist approaches that dominated research (Kamal, 2019; Muringa, 2019). This 

approach gained prominence due to the realisation that explorations that sought to understand 

a human or social problem about an individual or group were better achieved with different 

approaches than those used in quantitative studies. This is because there was recognition of the 

notion that in exploring a social issue, the best approach would be to engage people who are 

involved in it (Kamal, 2019). Therefore, individuals with such backgrounds can contribute 

comprehensive data to a study based on their experiences. The qualitative approach was the 

most suitable in seeking in-depth data regarding coaching in education in South Africa, coupled 

with the subjective nature of the subject, because coaching is a developmental process 

experienced. The alternative quantitative approach would simply have allowed the researcher 

to describe the situation based on numbers without delving deeply into the exact experiences 

of professionals who are stakeholders in the process.  

Within the qualitative research approach, the study adopted the multi-method approach to data 

collection. The qualitative multi-method involved the use of different qualitative data 

collection techniques to obtain data for a study (Al-Ababneh, 2020; Muringa & McCracken, 

2021). In this case, focus groups, semi-structured interviews and secondary data analysis were 

the methods that were concurrently used to gain insight into the phenomenon of the study. The 

advantage of the multi-method qualitative approach is embedded in the notion that it carries 

profound opportunities for answering research questions (Al -Ababneh, 2020).  

4.8. Explanatory case study design and its importance 

Explanatory case study design was paradigmatic to this research as it allowed for an in-depth 

examination of coaching as a teacher professional development mechanism in its natural 

setting. This type of case study is imperative for explaining the cause-and-effect relationships 

affecting the manifestation of phenomena and hence very suitable for examining whether 

coaching interventions are effective in changing teacher development (Yin, 2018). This design 

enables investigation of the mechanisms and reasoning of how coaching practices affect 

teacher development. Using this approach, the research could effectively merge empirical data 
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and theory models, thereby gaining a more complete understanding of factors affecting the 

success of coaching programmes in South Africa. Furthermore, the explanatory case study 

design enabled the incorporation of various insights from the key stakeholders, such as 

educational psychologists, teachers and school administrators. 

By integrating information gathered from various sources, including semi-structured 

interviews and focus groups, this method increased the validity and completeness of the results 

(Stake, 1995). The flexibility inherent in this method permitted a recursive research design 

whereby newly developing knowledge could inform subsequent phases of data collection and 

analysis. This allowed narrowing down the study focus within real-world complexities so that 

it became relevant at a practical level for policymakers and education practitioners alike. 

Conclusively, the proposed methodology presented a formal and flexible framework for 

investigating coaching interventions in schools that were highly appropriate for ascertaining 

their impacts in South African schools. 

4.9. Sampling strategy and participants  

This sub-section details the research context, sampling strategies and techniques to develop the 

most appropriate sample. Additionally, it details information about the participants and the 

criteria used for both inclusion and exclusion.  

4.9.1. Site and population 

The study was conducted in South Africa. Because of this geographical boundary, all teachers, 

educational psychologists, subject advisors and school principals within South Africa were part 

of the general population. The general population is the largest group affected by the study 

phenomenon (Asiamah et al., 2017). Therefore, the focus on coaching in education in South 

Africa automatically identified this group of people within the country as the general 

population to whom the study could be generalised. Given this fact, at the time of the research, 

South Africa had over 26,000 schools, 400 00+ teachers and more than 13 million learners as 

of 2021 (Sterne, 2021). Twenty-two thousand seven hundred and forty were public institutions, 

making up most of these schools (Statistics South Africa, 2021). The two provinces with the 

most public schools were KwaZulu-Natal and the Eastern Cape, with 5,801 and 5,109 

respectively. In contrast, there were only 2,154 independent schools. Most independent 

educational institutions, 874 and 306 schools, respectively, were in Gauteng and the Western 

Cape.  
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Since South Africa was too large to focus on, the research examined the use of coaching as a 

professional teacher development strategy among school teachers in the Tshwane Districts 

(South and North) in the Gauteng province. Therefore, teachers, educational psychologists, 

subject advisors and school principals in Gauteng Province were part of what is regarded as 

the target population. A target population is a refined population set that excludes groups of 

people that are not accessible, would broaden the scope of the study or people whose 

demographic characteristics fall outside the scope, as well as the goals of a study (Asiamah et 

al., 2017). However, the target population required further refinement because Tshwane district 

was still geographically too broad for a study of this nature. The target population was thus 

narrowed down to the accessible population, which was the final group of people from which 

the sample was drawn (Asiamah et al., 2017). 

The accessible population for this research encompassed not only classroom teachers in urban 

public Quintile 4 and 5 schools in Pretoria, South Africa, but also school principals who are 

responsible for education management and leadership, subject advisors who provide 

monitoring, curriculum support, teacher development and support and educational 

psychologists who work in schools in Pretoria in the Gauteng province. According to Daniels 

et al. (2007), an estimated 30 educational psychologists are involved in schools in the Gauteng 

province. Therefore, the accessible population of this study comprised school teachers, school 

principals, educational psychologists and subject advisers in 235 urban public schools in 

Pretoria (Quintiles 4 and 5).  

All public ordinary schools in South Africa are classified into five groups or quintiles, based 

on their level of resource deprivation. Quintile 1 schools are considered the poorest, and 

quintile 5 schools are considered the least poor. The researcher chose to focus on Quintile 4 

and 5 schools because these categories did not struggle with resources to support their teachers 

and educational psychologists.  

According to Ogbonnaya and Awuah (2019), Quintile 1 schools are characterised by poor 

infrastructure, overcrowded classrooms and relatively poor educational outcomes. Against this 

backdrop, the researcher found it appropriate to investigate the use of coaching as an 

intervention for the professional development of teachers in Quintile 4 and 5 schools. Figure 

4.3 depicts the general, target and accessible population of this study in line with the above 

discussion.  
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Figure 4.3: The general target and accessible population for this study  

 

4.9.2. Sampling and sample size of this study 

Sampling refers to the process or technique of selecting participants that will provide data for 

the research from the accessible population. (Obilor, 2023). The sampling process is a 

systematic process that requires careful consideration and precise actions to reduce sampling 

bias when there is a mismatch between the sample or participants chosen for the study and the 

population they should represent (Berndt, 2020). The resulting problem of sampling bias is 

results that lack reliability and validity. In sampling, there is, therefore, a requirement first to 

clearly define the general, target and accessible population that is also the sampling frame, 

followed using a well-defined sampling technique (Obilor, 2023).  

Qualitative studies that require a significantly smaller sampling size than quantitative studies 

use non-probability sampling techniques. Whereas probability sampling techniques like 

random sampling ensure that each member of the accessible population has an equal 

opportunity of being selected, non-probability sampling techniques do not make provision for 

the same. However, they are rather premised on being able to select the correct group of 

participants to provide data for a study (Stratton, 2021). 

General population

Teachers, educational psychologists,
subjectadvisersandprincipalsin South
Africa

Target Population

Teachers, educational 
psychologists, subject advisers 

and principals in Tshwane 
District (South and North)

Accessible Population

Teachers, educational 
psychologists, subject advisers 
and principals in 235 schools in 

Pretoria (Quintile 4 and 5)
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This study utilised non-probability, purposive sampling, also known as judgment sampling. In 

purposive sampling, the researcher uses judgment to determine participants with the best 

potential for yielding the most valuable data for the research (Campbell et al., 2020). According 

to Obilor (2023), purposive sampling is conducted at the researcher's discretion because the 

chosen sample needs to meet specific criteria to satisfy the study's objectives. It is a sampling 

strategy, therefore, that requires the researcher to map out the characteristics that are being 

sought after in participants. In this study, these characteristics pertained to professionals ς 

teachers, school principals, subject advisors and educational psychologists actively involved in 

coaching education in Gauteng schools. Based on these characteristics, a list containing 

inclusion and exclusion criteria for each of these groups of professionals was created to guide 

the sample selection process. Recommendations by Andrade (2021) indicate that for a sample 

to be genuinely purposive, there needs to be a good number of inclusion and exclusion criteria 

followed. Andrade (2021) indicates that when purposive sampling is conducted accurately, it 

increases the validity and reliability of the study. For this reason, the sampling process followed 

in this research was meticulous and guided by the criteria presented in the following subsection.  

Table 4.1 depicts the characteristics of the chosen sample and the sample size. The total number 

of participants that were sampled is (n=30). This sample comprised 10 teachers, 10 school 

principals, five educational psychologists and five Subject advisors.  

 

 

Table 4.1: Characteristics of the sample and the sample size  

Profession Province Sample size 

Teachers Gauteng 10 

School principals Gauteng 10 

Educational psychologists Gauteng 5 

Subject advisors Gauteng 5 

Total 30 

 

4.9.3. Inclusion and exclusion criteria 

Table 4.2 highlights the inclusion and exclusion criteria used in the selection of participants for 

the study. 
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Table 4.2: The inclusion and exclusion criteria employed during sample selection  

Participant type Inclusion criteria  Exclusion criteria 

Teachers 

 

¶ Full-time or part-time teachers in 

primary schools in the study area. 

¶ Have received some form of 

educational training from an 

educational psychologist as a 

teacher development intervention. 

¶ Have been teaching for at least two 

years. 

¶ Teachers who have not 

received educational coaching 

as a teacher development 

intervention. 

¶ Teachers teaching for less 

than two years. 

¶ Teachers unwilling to 

participate in the study. 

School principals ¶ Principals of schools in the study 

area. 

¶ Have experience interacting with 

educational psychologists and their 

coaching interventions or other 

related teacher development 

training. 

¶ Principals who have neither 

worked with educational 

psychologists nor their 

coaching interventions. 

¶ Principals unwilling to 

participate in the study. 

Educational psychologists Educational psychologists with 

experience in providing coaching 

Interventions or other professional 

training to teachers in the study area. 

¶ Educational psychologists 

without experience in 

providing coaching 

Interventions to teachers in 

the study area. 

¶ Educational psychologists 

unwilling to participate in the 

study. 

 

Subject advisers Subject advisers with experience 

interacting with educational 

psychologists and their coaching 

interventions in the study area. 

¶ Subject advisers who have 

neither worked with 

educational psychologists nor 

their coaching interventions. 

¶ Subject advisors unwilling to 

participate in the study. 

4.10. Secondary data: documentary analysis 

The research also utilised secondary data. This is data that other researchers collected in 

previous studies on similar topics and that is readily accessible (Ruggiano & Perry, 2019). 

Secondary data is wider than academic research, which is why this research used government 

reports and media articles with relevant information. The decision to include secondary data 

was made because not only is the data accessible, but such data also carries valuable insights 

to inform future studies; hence, it also complements collected primary data (Ruggiano & Perry, 

2019).  

The following documents were used as part of the secondary data analysis: 

¶ DBE Action Plan for 2019 Teacher Development 

¶ Roles and Responsibilities of Education Districts 
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¶ Framework for Teacher Development 

¶ Teacher Development Master Plan 

¶ DBE Strategic Plan 

In selecting these secondary data sources, the researcher considered they needed to be relevant 

to the current study's objectives. Additionally, these sources were accessed for reliability to 

ensure they would not introduce bias into the study.  

4.11. Data collection strategies 

Three data collection strategies were used. Focus groups and semi-structured interviews were 

used to collect primary data, while document analysis was explicitly used to collect secondary 

data. These are discussed in this sub-section. Before data collection commenced, the study 

participants were provided with an information sheet that detailed the study, including the aims 

and objectives. Participants were encouraged to read the information and ask questions about 

the survey. This phase was prioritised because it ensured that participants were aware of 

important information, that participation was voluntary and that it was within their rights either 

to refuse to participate or withdraw from the study at any point for up to one month after 

participating. 

After participants had read the information sheet and voluntarily agreed to participate, they 

were given a consent form (Consult Appendix 2) that they all had to sign. This document 

indicated that participants were not coerced into participating but did so out of their own 

volition. While participants were encouraged to keep the information sheet that also had the 

researcher's contact details in case of any issues that could arise for the participants because of 

having participated in the study, they submitted the signed consent form to the researcher for 

record keeping. On the day of the data collection, the researcher ensured that the participants 

were reminded of the aim and objectives of the study, together with their rights. These 

processes were necessary to safeguard both the researcher and the participants; Sim and 

Waterfield (2019) indicate that obtaining informed consent makes the researcherôs actions 

legitimate.  

4.11.1. Focus groups 

Focus group discussions (FGDs) were employed in this study as a primary method of 

qualitative data collection to elicit collective insights, shared understandings, and spontaneous 

dialogue among participants. As Sim and Waterfield (2019) explain, focus groups are 

particularly effective for encouraging participants to respond to one another in a structured yet 
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conversational environment, enabling the co-construction of meaning. In line with 

Gundumugula and Gundumugula (2020), the researcher used focus groups to explore complex 

experiences, perceptions, and attitudes within naturalistic group interactions. The process 

began with purposive sampling to identify suitable participants from four key stakeholder 

categories in education: teachers, school principals, educational psychologists, and subject 

advisors. Once identified, potential participants were contacted through formal email 

invitations and follow-up phone calls. Each individual was sent an information sheet and a 

participant consent form (Appendices 1 and 2), which detailed the purpose of the study, the 

voluntary nature of participation, confidentiality assurances, and the use of audio recordings. 

Upon receiving signed consent forms, the researcher scheduled sessions based on participant 

availability. 

Four focus groups were conducted in total, each comprising between five and eight 

participants. The sessions were categorised by participant group: FGD 1 included teachers, 

FGD 2 included school principals, FGD 3 consisted of educational psychologists, and FGD 4 

included subject advisors. This structure was selected to promote homogeneity within groups 

to facilitate open discussion while ensuring coverage across key educational roles. Each session 

lasted approximately 60 to 75 minutes. Two of the FGDs (teachers and educational 

psychologists) were conducted online via Microsoft Teams, while the other two (principals and 

subject advisors) took place in person, in settings convenient to the participants. The focus 

group questions (Appendix 3) were designed in advance to guide discussion while remaining 

open-ended to allow the emergence of unanticipated themes. The researcher moderated all 

sessions, encouraging balanced participation, facilitating conversation, and paying close 

attention to interactions that occurred outside the primary dialogue to capture all relevant data, 

as recommended by Sim and Waterfield (2019). All sessions were audio-recorded with verbal 

and written permission, transcribed verbatim, and anonymised to protect confidentiality. 

4.11.2. Semi-structured interviews 

Semi-structured Semi-structured interviews were conducted prior to the FGDs and served as 

the foundational phase of data collection. This approach was chosen for its flexibility in 

exploring individual experiences in depth, allowing the researcher to probe beyond surface-

level responses and capture participantsô unique perspectives (Adeoye-Olatunde & Olenik, 

2021; Muringa & Shava, 2025). A total of 30 interviews were conducted with a balanced 

distribution across the four participant categories: 10 teachers, 10 school principals, 5 

educational psychologists, and 5 subject advisors. Similar to the FGDs, participants were 
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selected through purposive sampling based on their relevance to the study. They were contacted 

via email and phone, provided with information sheets and consent forms (Appendices 1 and 

2), and given the option to choose between face-to-face and virtual interviews based on their 

preferences and availability. 

The interviews were guided by a semi-structured schedule (Appendix 4) comprising closed-

ended demographic questions and open-ended questions focused on the research objectives. 

The guide was not used rigidly but served as a flexible framework to ensure consistency across 

interviews while allowing space for probing and follow-up questions. The researcher applied 

active listening techniques and used prompts to delve deeper into issues raised by participants. 

Each interview lasted a minimum of 60 minutes. The natural flow of the conversations helped 

put participants at ease, encouraging the disclosure of detailed and candid responses. With 

consent, all interviews were recorded and later transcribed verbatim. Like the focus group 

transcripts, interview data were anonymised and securely stored. Conducting the interviews 

first enabled the researcher to gain an initial understanding of key issues, which then informed 

the refinement of the focus group discussion guide. This sequencing allowed the research 

process to build progressively from individual perspectives to group reflections, strengthening 

both the depth and breadth of the data collected. The integration of both data collection 

methodsðindividual interviews followed by group discussionsðallowed for triangulation, 

enhancing the credibility and dependability of the findings (Sim & Waterfield, 2019). 

 

4.11.3. Document analysis 

As part of secondary data analysis, the study delved into document analysis, also known as 

document review. According to Morgan (2022), this approach remains underused mainly in 

qualitative studies. Nevertheless, it remains a powerful data collection tool valuable to both the 

social and applied sciences. In document analysis, all documents, whether newspapers, 

government reports, books or online material, contain data suitable for qualitative analysis 

(Mackieson et al., 2019; Muringa & Mutereko, 2024). Hence, the decision to add value to 

primary data collected in this study, using secondary document analysis. The study placed 

significant emphasis on selecting the appropriate documents to analyse. Following the 

recommendations of Morgan (2022), documents were selected based on four criteria that are 

authenticity (authentic documents are usually primary sources, written professionally and free 

from writing error), credibility (these are reliable sources and bias-free), representativeness 
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(documents that contain information similar to other sources on the same or similar topic) and 

meaning (the document must be clear, understandable and it must contain valuable 

information). Mackieson et al. (2019) affirm that the process of selecting documents is not 

straightforward, but it is instead a systematic, iterative process that requires the use of various 

techniques, including lightly skimming through, in-depth reading and even interpretation to 

determine which ones to include. Figure 4.4 shows the considerations in selecting the analysed 

documents, listed in Section 4.7.  

 

Figure 4.4: The factors to consider when selecting documents  

    

 

 

 

 

 

 

 

 

 

 

Source: (Adapted from Kridel, 2015, cited in Morgan, 2022:71). 

There is a pertinent reason why document analysis was selected as a data source: to add to 

primary data collected from semi-structured interviews and focus group discussions. Dalgish 

et al. (2020) state that one document analysis can be used to supplement other data, which is 

why it was chosen. According to Morgan (2022), this type of approach is widely known as 

triangulation and it is imperative to increase a study's trustworthiness. Therefore, the 

researcher's goal in including secondary data analysis was to triangulate the results from all 

three sources, thus increasing the depth of the insights gained from the study.  

What to look for when selecting documents  

Authenticity  Credibility  Representativeness Meaning  

The extent to 

which the 

document is 

genuine  

 

The extent the 

document is free 

from errors  

How typical a 

document is  

The significance 

of a documentôs 

content  
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4.12. Data analysis strategies 

The researcher used Braun and Clarke's (2006) thematic analysis method to analyse all data. 

The data was examined thoroughly and methodically using this integrated strategy.  

Primary data was collected as recorded audio and transcribed as text; hence, the secondary data 

was exclusively in text form. Interview and focus group data were rigorously organised for 

effective data management. Braun and Clarke's (2006) thematic analysis was used to analyse 

the data. Data like transcripts and field notes was carefully examined in the descriptive-level 

analysis. The researcher manually recorded crucial codes at this early coding step. The 

researcher interpreted, defined and explained the topics from the data in the final stage. These 

themes were combined with secondary data to support the study's findings. 

4.13. Ensuring data quality and data verification 

Validity and reliability are traditionally associated with quantitative studies, in which they can 

be numerically assessed. Despite this, there is a growing body of literature, for example, 

Coleman (2022), Hayashi et al. (2019) and Rose and Johnson (2020), that recognises that these 

issues are as relevant to qualitative studies as they are to quantitative ones. The only difference 

is the operationalisation of both aspects of research in the two approaches to research. Within 

the framework of qualitative studies, validity refers to the ñcorrectness or credibility of a 

description, conclusion, explanation, interpretation, or another sort of accountò (Coleman, 

2022, p. 2042). In contrast, reliability refers to the ñapplication and appropriateness of the 

methods undertaken and the integrity of the conclusionsò (Coleman, 2022, p. 2042; Zondi & 

Muringa, 2024). To assess validity in qualitative studies, researchers focus on the credibility 

as well as transferability of the study. Similarly, reliability is assessed by examining the study 

results' dependability and confirmability or consistency (Coleman, 2022). These aspects of 

reliability and validity within the framework of qualitative research are all dimensions that 

contribute towards what is regarded as the trustworthiness of a study (Quintão et al., 2020).  

4.13.1. Credibility of the study 

Credibility assesses internal validity within a study, and it is concerned with the congruence 

between the findings of a study and reality. The requirement for ensuring that a study has 

credibility is that there are specific processes that the investigator should follow, mainly in the 

areas of prolonged engagement, triangulation, saturation, rapport building, questioning and 

coding (Gil-Torres et al., 2024; Nyirenda et al., 2020). Prolonged engagement is a necessary 

process that a researcher must go through before the research process, which was done before 
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the study commenced. It requires the researcher actively to analyse the context of the study and 

gain further trust from relevant stakeholders (Amin et al., 2020). In this research, gaining the 

trust of the various schools in Gauteng from which participants were drawn was essential.  

This also enabled the researcher to understand the context in which teacher coaching takes 

place and the various components of the process. Apart from prolonged engagement, 

triangulation was used in various forms of data (focus group data, interview data and secondary 

data) to enhance the depth of the research.  As explained earlier, the number of focus groups 

and the number of participants for the study were informed by literature to reach both code 

saturation and meaning saturation. During coding, the researcher followed an iterative or 

repetitive process to limit mistakes and refine the researcherôs understanding. Additionally, 

coding was conducted from an inductive stance, such that all the identified themes were 

informed by the data as opposed to being informed by the deductive or preconceived ideas of 

the researcher. Most importantly, the consistent guidance of the supervisor enabled the 

researcher to minimise any misinterpretation of the data, guard against researcher bias, and 

verify the accuracy of each participant's perspective (Wu et al., 2024; Ndlovu and Muringa, 

2025).   

4.13.2. Transferability of the study  

Transferability pertains to the applicability of the results obtained in the study to other contexts 

besides where it was conducted. Kyngäs et al. (2020) highlight that transferability is not the 

same as generalisability in quantitative studies because within this research approach the 

findings are generalised from the sample to the population, not another context. According to 

Daniel (2019), one of the critical things researchers should do to ensure the transferability of 

their study results is to ensure that the data collected from participants and how it is interpreted 

is typical of the participants' experiences. Accordingly, when this is done with accuracy, data 

from that group of participants becomes transferable to contexts where individuals share 

similar demographic characteristics. It is also vital for the researcher to be meticulous in the 

sampling process so that the chosen participants are knowledgeable about the study 

phenomenon (Daniel, 2019). In this research, purposive sampling that was conducted based on 

specific inclusion and exclusion criteria, led to a study sample comprising important 

stakeholders in teacher coaching for professional development. Kyngäs et al. (2020) indicate 

that transferability can be achieved through the transparent reporting of the study results. When 

the researcher does not exercise transparency, the results fail to represent the participants 

adequately; hence, it cannot be applied to other contexts. In this study, there was a commitment 
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to transparency throughout the research process. Transparency in the study was ensured by 

keeping clear audit trails of decisions made in terms of data collection and analysis and 

presenting initial findings to participants to validate them as a check that they were indeed 

accurate and represented. 

4.13.3. Dependability of the study 

Dependability is an assessment of reliability, and its primary focus is to ensure that the study 

can be replicated and produce the same results. Kyngäs et al. (2020) explain that data gathered 

while conducting a study and the results thereof should remain stable with time. Additionally, 

stability should be consistent in varying contexts. An important step that is critical to increasing 

dependability in a study is the re-analysis of the data (Kyngäs et al., 2020). This ensured that 

the initial analysis was free of mistakes. Re-analysing the results allows the researcher to 

examine the consistency of the technique being used for data analysis (Kyngäs et al., 2020). 

This step was followed in this research to ensure dependability. While the entire data set was 

not analysed, the step was followed with a subset that proved that there was consistency in the 

technique and no mistakes in the initial analysis. It is imperative to note that when more than 

one person is working on the study, dependability can also be assessed through agreement by 

all stakeholders on the study results (Nyirenda et al., 2020). 

4.13.4. Confirmability of the study 

Confirmability in qualitative research raises questions regarding the reliability of the study 

results in relation to how data was analysed and interpreted. Haven and Grootel (2019) state 

that confirmability refers to the soundness of the data analysis process followed and the 

objectivity of interpreting the results. Qualitative studies focus on the subjective accounts of 

participants and bear a high likelihood of being affected by the researcher's personal biases 

regarding the phenomenon of the study. In response to this potential bias that can affect the 

reliability of the study, confirmability strongly emphasises the practice of objectivity 

throughout the research process (Coleman, 2022). The primary recommendation towards 

mitigating bias and maintaining objectivity is that the investigator should uphold reflexivity. 

ñReflexivity is the consideration and acknowledgement of how oneôs beliefs and experiences 

can influence the research process, including participant responses and how data is collected, 

analysed and presentedò (Nyirenda et al., 2020:2). According to Amin et al. (2020), the 

researcher always influences the study in quantitative investigations. They emphasise that 

researchers should be aware of their role throughout the research process to avoid influencing 
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outcomes. To enhance the confirmability of the study, the investigator in this research followed 

the required process of being reflexive about the inquirer's role. This involved noting potential 

areas of bias that would affect the analysis and interpretation of data and ensuring that those 

things would not affect any of those processes. 

4.14. Methodological limitations  

Methodological limitations pose a major threat in that there is such a variation in the 

implementation of coaching programmes among schools that becomes difficult to obtain 

consistent and valid conclusions. School variability in levels of participation, availability of 

resources and the depth of commitment to coaching programmes would skew results and 

misrepresent the general effectiveness of such programmes. For example, schools with proper 

support structures and those that are highly involved should produce the desired outcomes. 

Schools with low participation or loose implementation will see little benefit from the 

suggested programmes. Thus, it is not helpful for an individual to discern any general trends 

or exemplary practices in the coaching models. 

To fill this gap, future research should thoroughly examine the factors that cause variability in 

programme implementation. This may include categorising schools by their level of 

engagement with coaching initiatives and comparing the impact of these differences on teacher 

development and learner outcomes.  Standard coaching programme protocols have to be 

developed for participating schools to lessen variability and provide a more uniform 

comparison base. This would include common standards for participant selection, minimum 

engagement requirements, and structural frameworks around monitoring and evaluation. 

Equally, the researcher needed to consider the appropriateness of the mixed-method approach 

through which the research could investigate contextual factors contributing to variability. For 

example, quantitative data is used to measure consistency in the implementation of 

programmes in schools. At the same time, qualitative information is drawn upon to reach a 

deeper understanding of challenges and barriers confronted by schools under restricted 

participation. Such a combination provides a much more holistic view of how coaching 

programmes are experienced and implemented.  

Findings that may be more accurate and generalisable could materialise by tackling variability 

in the implementation of coaching programmes. This would make the research much more 

credible, and the insights it offers would be valuable for developing coaching models adaptable 

to diverse educational contexts with consistent effectiveness standards. 
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4.15. Ethics considerations 

This sub-section outlines the research ethics that was upheld throughout the research process. 

Research ethics is concerned with the researcher's practices, values, and norms in collecting, 

analysing, and reporting the studyôs findings (Bos, 2020).  

In all these spheres of research, there are vital ethics considerations that the researcher must 

make; hence, this was done in this research.  

4.15.1. Ethics clearance 

An essential aspect of the research process is seeking ethics clearance. Mbabe et al. (2021) 

explain that ethics clearance ensures that the proposed study adheres to institutional, national 

and international ethical standards. They further highlight how the process of getting ethics 

clearance is of paramount importance to universities, especially South African universities. 

Because of this, ethics clearance was sought from the university committee before the 

commencement of data analysis (Consult Appendix 5 for the ethics clearance certificate). 

Additionally, because the study was conducted with participants from schools in Gauteng, it 

followed the necessary process to obtain ethics clearance from the Gauteng Department of 

Education (Consult Appendix 6) and the schools from which participants were sourced.  

4.15.2. Preventing physical and psychological harm 

One shared value in all kinds of research is that the researcher ensures that participants do not 

incur physical or mental harm (Bos, 2020). Because this was not an experimental study, there 

was no risk of physical harm. However, there was a low risk of psychological distress, 

including stress and anxiety, because participants had to detail their experiences with teacher 

coaching that could uncover negative or unpleasant experiences. To mitigate this risk, 

participants were thoroughly informed about the study. They were further advised that if they 

were experiencing negative emotions concerning teacher coaching before the study, it was 

advisable not to participate. Based on the abovementioned reasons, it was anticipated that none 

of the participants incurred any harm because of the study.  

4.15.3. Integrity and honesty 

Throughout the research process, it was imperative to maintain the integrity of the research. 

The integrity issue is discussed in detail by Drolet et al. (2023) who highlight that academic 

research, due to its competitive nature and time sensitivity, is often plagued by data falsification 

and plagiarism. In this study, primary and secondary data was collected and analysed from the 
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standpoint of truthfulness. Additionally, sources that were cited throughout the research report 

are accurately referenced. Another ethical consideration that usually affects the integrity of a 

study is not being truthful to participants (Drolet et al., 2023).  

In this research, from the initial engagements with potential participants, they were truthfully 

informed about the research and its purpose. Where they had concerns, these were addressed 

without using misleading or false information.  

4.15.4. Informed consent and voluntary participation 

Research with participants requires informed consent (Consult Appendix 2) and voluntary 

participation (Josephson & Smale, 2021). For this reason, participants signed informed consent 

forms before participating in the study. On these forms, they confirmed that they had been 

informed about the research and had chosen of their own volition to participate. Participants 

were informed that participation was voluntary and would not be compensated. They were 

allowed to withdraw from the study at any point during the study. This was done in respect of 

the participants and to safeguard their well-being.  

4.15.5. Confidentiality and anonymity   

Confidentiality is safeguarding the participant's personal information (Tolich & Tumilty, 

2020). The anonymity concept pertains to ensuring that the participant remains unknown to the 

public. This means that apart from the signed consent forms, all other data contains no 

identifying information regarding the participant (Tolich & Tumilty, 2020). According to 

Dougherty (2021), confidentiality and anonymity function as a cloak over the participants in 

research. It prevents them from suffering any consequences from participating in the study and 

enables them to be free and honest regarding the subject matter. This was important in the 

research. Therefore, the participantôs personal information was kept private and confidential. 

In the research the participants are referred to using pseudonyms. Data protection is an essential 

aspect of confidentiality and anonymity in research.  

Because of this, the researcher has to keep the signed consent forms and the raw data from the 

interviews and transcripts for the period prescribed by the university. Only the researcher and 

the project supervisor have access to it during this time. Thereafter, all the data will be 

permanently destroyed.    
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4.16. Chapter summary 

This chapter discusses the research methodology used to investigate the role of educational 

psychologists in coaching as a teacher development intervention. This provides a broad 

framework to guide the study.  

Anchored in qualitative research design and guided by interpretivist and phenomenological 

principles, this method explores participants' lived experiences and their subjective 

perspectives. These approaches befit the purpose of this study, namely, an understanding of the 

complexities, challenges and opportunities coupled with coaching in the South African 

educational context. This chapter started with an overview of interpretivism's philosophical 

position foregrounding reality's subjective and socially constructed nature. This paradigm was 

selected to allow the research to draw out in detail the subtle and context-bound roles played 

by the educational psychologist within coaching interventions. Such a research design 

strengthens the phenomenological approach by bringing to the foreground the real-life 

experiences of participants through coaching, emphasising what they perceive and interpret. 

This dual framework ensures that the research captures the depth and richness of the 

participantsô narratives while focusing on the practical implications of coaching in educational 

settings. Furthermore, using an explanatory case study design adds to the research capacity to 

study causal relationships and the environmental contingencies that influence coaching 

interventions. 

The sampling strategy employed was purposive, ensuring the selection of participants directly 

involved in coaching activities. This included educational psychologists, teachers and school 

administrators, each having a different perspective brought into the coaching process. This was 

to ensure the relevance of the findings in the study for real-world applicability in educational 

settings. Different participants with varying backgrounds added strength to the study by 

widening the possibility of inclusive conclusions on systemic and individual elements that 

impact coaching effectiveness. The data collection methods were carefully selected to fit the 

qualitative approach where semi-structured interviews and focus groups were the main 

instruments.  

These methods opened a way for participants to describe their experiences in detail while at 

the same time allowing for collective discussions that showed group patterns and themes. 

Documentary analysis was included as a supplementary method, offering additional context 

and corroborative data to support the findings. 



 

ΝΟΝ 
 

The data analysis process, conducted through thematic analysis, ensured a systematic and 

rigorous approach to identifying recurring patterns and themes. This method allowed the 

researcher to distil complex narratives into coherent findings that addressed the research 

questions while remaining grounded in participantsô experiences.  

Other strategies put in place to enhance the trustworthiness and credibility of this study 

included triangulation and member checking, along with maintaining an audit trail. This 

chapter, therefore, provided the research with a strong methodological foundation, ensuring in-

depth transparency and reliability during the investigation. This positioned the research well to 

generate meaningful insights into the role of educational psychologists in coaching as a teacher 

development intervention, underpinned by an interpretivist and phenomenological framework, 

with the careful selection of methods and rigorous analysis techniques. The next chapter 

elaborates on this and presents findings and implications of these for educational practices and 

policies in South Africa. 
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CHAPTER 5: PRESENTATION OF FINDINGS 

Figure 5.1 below presents an overview of Chapter 5 

Figure 5.1 Graphic presentation of chapter 5 
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5.1 Introduction 

This chapter reports the findings from the data analysis in this study on the function of 

educational psychologists as coaches within the teacher development intervention. It describes 

how coaching strategies were implemented, how effective these strategies were, and what 

difficulties were experienced, underpinned by the experiences and perceptions of the 

educational psychologists, teachers and school administrators.  

The findings are organised thematically to represent the significant patterns and insights that 

emerged in the analysis. This research tried to capture the subtle, context-specific experiences 

of participants engaged in coaching interventions. Semi-structured interviews, discussions 

within focus groups and documentary analysis ensured a detailed data set. The findings 

presented in this chapter are based on the participants' lived experiences and portray a holistic 

view of the many faces coaching takes in educational settings. The thematic analysis enabled 

the identification of patterns and themes that foregrounded unique perspectives and individual 

experiences. 

 

The findings are arranged in line with the main research objectives for clarity and logical flow. 

This chapter first considers the role of educational psychologists in identifying the 

developmental needs of teachers and then devising coaching interventions that cater to this 

population. It then addresses the perceived benefits of coaching for teacher professional 

development, including instructional practices, confidence and classroom management. The 

chapter also describes how the educational psychologist may create the conditions that 

facilitate a coaching relationship and collaborative dynamics among these stakeholders. 

Further, it examines conditions that counter coaching implementation as a teacher development 

intervention, providing insights into systemic, institutional and cultural barriers. Such findings 

are placed within the broader framework of teacher professional development in South Africa 

and offer a nuanced understanding of how coaching can be adapted to address local challenges 

and opportunities. This chapter links the methodological laying of the foundation in Chapter 4 

and the discussion of findings and implications in subsequent chapters. The chapter highlights 

the themes and patterns identified in a rigorous analysis to lay the ground for interpreting 

findings and drawing meaningful conclusions about the role of educational psychologists in 

coaching interventions. 
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5.1. Presentation of findings 

The findings of this study have revealed various themes and sub-themes that indicate the role 

of educational psychologists in coaching as a teacher development intervention in Gauteng 

province. They present the different opportunities, experiences and challenges for teacher 

coaching. 

 

5.2. The role of educational psychologists in coaching as a teacher development 

intervention 

Educational psychologists play a critical role in teacher development. Coaching is one of the 

approaches they use in teacher development. Interviews were conducted with teachers, school 

principals, subject advisors and educational psychologists. Two focus group discussions were 

conducted with school principals. The responses of these participants are presented and 

analysed in the following sections and indicate six critical roles of educational psychologists 

in coaching as a teacher development intervention. Participants identified the critical 

responsibilities as identifying teacher development needs, designing coaching interventions, 

building collaborative relationships and implementing continuous professional development. 

In the next section, these key responsibilities are presented and discussed as themes. Table 5.1 

shows the key themes and sub-themes of the role of educational psychologists in coaching.  

Table 5.1: Key themes on the role of educational psychologists in coaching  

Themes Sub-themes 

1. Identifying teacher development needs The role of observations and feedback in 

identifying teacher development needs.  

 The role of assessments in identifying teacher 

development needs. 

2. Designing tailored coaching interventions Personal strategies to enhance coaching as an 

intervention for teacher development. 

 Contextual adaptation to coaching as an 

intervention. 

3. Building collaborative relationships Collaboration with teachers to enhance 

coaching as an intervention. 

 Support from school leadership to enhance 

coaching in schools. 

4. Implementing continuous professional 

development 

Follow-up and feedback to enhance continuous 

teacher development. 
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5.2.1. Identification of teacher development needs 

The participants' responses highlight educational psychologists' impact on identifying teachers' 

professional development needs through multiple means, such as observation, feedback and 

assessment. The researcher found that educational psychologists are responsible for effectively 

analysing the needs to tailor the relevant interventions.  

5.2.1.1.  The role of observations and feedback in identifying teacher development needs 

The research established that observation and feedback are crucial in identifying teacher 

development needs; it found that educational psychologists rely on a reactive approach, 

observing and analysing situations after the teachers have reported a problem.  One educational 

psychologist noted the following:  

I rely a lot on the teachers to bring problems to me. It is more of a reactive way of 

dealing with the problem: If a teacher comes to me with a problem or a kind of thing, 

then I will make a note that will address that problem. If the management becomes 

aware of something that is difficult and brings it to my attention, then I will use that as 

the aim of my coaching (Participant 26).3 

These insights reveal how educational psychologists utilise observation to understand and 

identify relevant needs required in teacher development. However, some participants 

considered observation a more passive approach and showed that the feedback systems were 

more proactive strategies that complemented the passive observation system. Thus, the 

findings outlined the influential role of feedback, as Participant 3, a principal, noted:  

Feedback from principals and other staff members helps pinpoint common issues 

among teachers.  

This was supported by Participant 17, a teacher who indicated the following:  

Teacher feedback is crucial for understanding their challenges. 

Another educational psychologist shared a similar sentiment, indicating the following: 

We use feedback [from teachers and principals] to tailor our interventions [for teacher 

development] (Participant 22). 

These findings confirm the findings in the relevant literature discussed in the literature review, 

outlining the importance of observations and feedback in identifying the appropriate needs for 

teacher development. For instance, Knight (2009) argues that using data and feedback is crucial 

 
3ШAll responses are presented verbatim and have not been edited. 
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in designing effective coaching interventions. Similarly, Guskey (2000) emphasises the role of 

input and data, particularly in identifying professional needs and development. Considering 

these critical insights from both existing literature and the participant, it is evident that 

observation and feedback strategies are widely used to identify the need to design effective 

interventions that are contextual in addressing their specific issues.  

5.2.1.2. The role of assessments in identifying teacher development needs 

The findings have revealed that assessment in various forms, such as surveys, questionnaires 

and other data collection assessment methods are used to identify relevant insights into teacher 

development. The participants agreed that the best insights for the interventions are gathered 

through assessment and proper data analysis. They indicated that the process usually plays a 

vital role in understanding teachers' actual challenges and needs.  Educational psychologists 

confirmed these sentiments and shared their experiences, highlighting the methods of data 

collection they used to identify the needs for teacher development: 

Needs assessments identify specific areas for teacher development (Participant 28). 

Another participant said the following:  

Using assessment data helps us identify areas of improvement (Participant 27).  

The participants also indicated that these assessments include surveys, questionnaires and other 

data collection methods. One educational psychologist explained their process as follows: 

I gave questionnaires out to about five schools to the foundation Phase teachers to ask 

them what are the things that they are lacking. What are they struggling with? 

(Participant 28).  

This was confirmed by another participant:  

We did a survey with the children to see how they experienced it. We had a 

questionnaire of about 20 questions, and from that data, I derived some guidelines for 

the teachers (Participant 26).  

é data-driven decisions ensure relevance and effectiveness (Participant 26).  

Therefore, educational psychologists must conduct data-driven assessment to ensure the 

effectiveness of their interventions. The findings highlight the need for needs assessments in 

professional development that resonates with the insights from Darling-Hammond et al.ôs 

(2017) study. 
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5.2.2.  Designing tailored coaching interventions 

Most of the participants stated that an educational psychologist should be able to design 

coaching interventions that meet teachers' needs and contexts. These should consider the 

various individual learning styles and dynamics in any classroom. Two significant strategies 

identified by the participants for designing tailored coaching interventions are personalised 

strategies and contextual adaptation.  

5.2.2.1. Personal strategies to enhance coaching as an intervention for teacher 

development 

The findings underscore the fact that personal strategy is key in tailoring coaching interventions 

for teachers. The insights from the participants established that the need to tailor the 

interventions is crucial in designing effective developmental interventions. One participant, an 

educational psychologist, noted the following:  

We will use what the teacher has done before that helped and tailor it in terms of how 

to help this class that the teacher has. So, we will use the strategies that she's already 

come up with before, strategies that have worked before, and then we will use her 

personality to fit the strategies that we now want to implement (Participant 27).  

This was supported by another participant: 

I prefer that because then the teacher will come with a specific question, and you can 

gather from that teacher's personality and the way of teaching (Participant 26). 

Participant 27 highlighted the following: 

We tailor our interventions based on each teacher's needs and prior experiences. 

Tailoring strategies to individual teachers are crucial for success.  

According to the responses, this personalised approach ensures that the interventions are 

relevant and effective. These personalised strategies are context-specific, and this theme is 

presented in the following section. 

5.2.2.2. Contextual adaptation to coaching as an intervention 

Another aspect the participants highlighted as critical in designing tailored interventions is 

adapting to specific contexts. The findings of this research have established that contextual 

adaptation is one of the basic elements to be factored into the design of a coaching intervention. 

As one of the participants observed, One has to contextualise for effective coaching. Another 

participant reiterated that it was an adaptation to context-specific strategies that led to the 
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design of effective interventions, remarking, We adapt our coaching strategies to fit the specific 

context of each teacher's classroom (Participant 26).  

This was supported by an educational psychologist, who shared her experience in tailoring 

context-specific interventions:  

 Tailoring our approaches based on classroom dynamics is crucial. For example, I gave 

her (a teacher) five options for what I thought she can also do in the class. She picked 

three that she thought would work in her class (Participant 28).  

This shows that educational psychologists are responsible for enabling teachers to choose the 

most suitable methods by providing multiple strategies. The findings strongly suggest the need 

for the adoption of context-specific interventions and strategies. Tailor-made strategies that 

consider the teacherôs environment and dynamics are needed to ensure successful 

interventions. Another participant emphasised this by concluding, Adapting strategies to fit the 

teacher's environment ensures success (Participant 27).  

This requirement for tailored professional development aligns with the findings of the study by 

Joyce and Showers that emphasises the importance of developing context-specific strategies 

for professional development. It also aligns with Desimone's (2009) work that discusses the 

need for context-specific interventions. The findings have emphasised the importance of 

considering individual learning styles in educational interventions (Alonso-Martin et al., 2021). 

As the results show, interventions are not uniform and the environment needs to be applicable 

and relevant.  

5.2.3. Building collaborative relationships 

As the participants highlighted, a key element in effective interventions is ensuring 

collaborative partnerships among all the relevant stakeholders. The participants acknowledged 

that the role of educational psychologists is to build collaborative relationships among the 

different stakeholders, namely the educational psychologists, school principals, teachers, 

parents and the school leadership. The participant responses indicated that key stakeholders, 

such as teachers and school leadership, must be actively engaged to succeed in the collaborative 

efforts.  

5.2.3.1. Collaboration with teachers to enhance coaching as an intervention 

The participants' findings indicated that collaboration with teachers is critical to building 

effective interventions. One participant noted that collaborating with teachers is essential for 

effective coaching. The participants emphasised that this collaboration is necessary to ensure 
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the teachers feel supported and understand their needs. According to Participant 28, We use a 

collaborative approach to ensure that teachers feel supported.  

This was supported by Participant 26, an educational psychologist:  

Collaboration helps us understand the teachers' needs better. It would be best if you 

relied on the teachers to get their feedback to know what it is, what they have learned , 

and what gaps you can improve on, as well as to know their needs. What do you need 

to produce to them there is much stuff that one can do in coaching or developing staff, 

but if it is not applicable or relevant to them, you are wasting your time, so it is of the 

utmost importance to get their input and their feedback in your development process 

and then in the improvement of your coaching as well.  

The participants further indicated that such collaboration with the teachers enhances the quality 

of the coaching process. According to the participants, this collaboration is critical in coaching 

and developing the teacher's capacity:  

Working together with teachers enhances the coaching process (Participant 27). 

However, the participant quickly added that this collaboration is not limited to the teachers, but 

it also takes a holistic approach that sometimes includes the parents. Such an approach, 

therefore, ensures the inclusive participation of stakeholders involved in the development 

process. As such, Participant 27 added the following:  

We use it for parents as well. Sometimes, for example, teachers will see a pattern across 

certain parent groups. So, for example, maybe they will notice that across certain 

grades, parents are not helping their children with homework and because of that, then 

the children are not able to focus on concentrating class or children are not able to 

complete work and class and that spirals into parents become very angry or irritated 

because their child is falling behind and those kinds of things. So, our interventions 

also extend to parents.  

The participants emphasised the need for an inclusive process that includes all the stakeholders 

and is not limited to teacher collaboration. This is discussed in the following section.  

5.2.3.2. Support from school leadership to enhance coaching in schools 

The participant responses indicate that support is needed from the school leadership collective 

that includes the school management and the governing bodies. Most participants emphasised 

that leadership support is crucial, indicating a need for partnership with the schoolôs leadership 
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for the process to be successful. Leadership support is crucial for the success of coaching 

interventions. One participant, a subject advisor, indicated the following:  

School leadership plays a vital role in facilitating professional development 

(Participant 27). 

The responses further emphasised the need for the leadership teams actively to participate in 

the developmental processes and initiatives to ensure success. The results show that leadership 

teams are expected to engage actively in mentoring and coaching initiatives: 

The management, the SMT, and the school management team must take the lead in the 

process (FGD 1).  

Such an emphasis on collaboration is also evident in the works of Hargreaves and Fullan (2012) 

and Wenger (1998) who highlight the importance of collaboration in professional development. 

Bryk et al. (2015), focusing on American schools, discuss the role of collaborative relationships 

and their impact on education.  

5.2.4. Implementing continuous professional development 

The findings have revealed that educational psychologists need to be engaged in the 

implementation of continuous professional development. The participantsô reflections 

indicated that they regarded the role of educational psychologists as drivers of the continuous 

professional development process through continuous training programmes. According to the 

participants, educational psychologists facilitate continuous professional development through 

regular training sessions, workshops and follow-up meetings. The participants believed that 

such a constant process ensures ongoing development and is crucial in developing and 

maintaining high levels of professionalism in the teaching practice. It also plays a pivotal role 

in ensuring teachers are updated with the latest practices:  

Continuous training programs are vital for maintaining high teaching standards 

(Participant 27).  

Regular training sessions help keep teachers updated with the latest practices 

(Participant 17).  

As such, some participants shared how they implemented a system that allows teachers to be 

enrolled for ongoing training. Having such systems in place assists educational psychologists 

in gathering feedback and following up on the training, ensuring the interventions' 

effectiveness. Participant 22 reflected as follows:  
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We have what we call DMS. DMS is a system where teachers register for training.  

The findings align with the research by Daniela et al. (2018) who emphasise the need for 

enhancing teaching, learning and schools to assist continual development. 

This correlates with the participants' responses when they highlighted that regular training 

would help them develop professionally. Fullan (2007) reiterates the need for consistent 

training and follow-up in schools.  

5.2.4.1. Follow-Up and feedback to enhance continuous teacher development 

Most participants emphasised that regular follow-ups are essential in monitoring the progress, 

making the necessary adjustments, and ensuring the effectiveness of the interventions. The 

participants identified that follow-ups are crucial in tracking the progress of the interventions 

and allow for the required improvements and adjustments to be made. As such, the results 

reveal that regular feedback in coaching enables continuous professional development. 

Participants noted the following:  

Regular follow-up is essential to ensure the effectiveness of interventions. Having such 

sessions in place helps us monitor progress and make necessary adjustments. We can 

improve our interventions. Regular feedback is crucial because it helps us understand 

the impact of our coaching interventions (Participant 27).  

These responses point to the need for educational psychologists to ensure continuous 

professional development. They highlight the need for mechanisms and systems to ensure 

ongoing monitoring and evaluation of initiatives. As the findings above indicate, the 

responsibility of providing the continuity and effectiveness of the interventions lies with 

educational psychologists. Daniela et al. (2018) and Timperley (2011) emphasise the need for 

continuous professional development. Fullan (2011) highlights the importance of ongoing 

training and follow-up.  

5.3. Opportunities for coaching as a teacher development strategy 

The first objective of this research was to reveal themes depicting the opportunities for using 

coaching as a teacher development strategy in the Gauteng province. Three themes were 

identified, indicating these opportunities. These opportunities relate to developing 

competencies and skills, the burnout and well-being of teachers, and how best to use 

technology in professional development, as noted in Table 5.2 below. 

Table 5.2: Presenting opportunities for coaching  
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Themes Sub-themes 

1. Enhancing teacher skills and competencies Soft skills and leadership development to enhance 

teacher competencies through coaching. 

 Practical application to enhance teacher skills and 

competencies through coaching. 

Continuous improvement in teacher skills and 

competencies through coaching. 

2. Directing teacher burnout and enhancing well-

being 

Nurturing environment to enhance well-being. 

Focus on well-being to direct teacher burnout. 

Motivation and engagement to enhance teacher 

well-being.  

3. Leveraging technology for professional 

development 

Digital platforms to enhance PD. 

 

5.3.1. Enhancing teacher skills and competencies 

Participants recognised that coaching is an excellent opportunity to enhance teacher skills and 

competencies through individually tailored professional development programmes. This theme 

had three sub-themes: targeted skill development, practical application, and continuous 

improvement that are discussed below.  

5.3.1.1. Soft skills and leadership development to enhance teacher competencies 

through coaching  

A concerted effort has been made to develop teachers' soft skills and leadership capabilities 

that are essential for fostering a positive school culture and driving educational success. These 

include conflict resolution, effective communication and team management that are crucial for 

educational leaders. The results show that coaching provides excellent opportunities for the 

development of focused skills. Focused development of skills is a critical form of coaching 

from the participants' perspectives. These insights reveal that teachers can be offered 

professional development through coaching that equips them with specific skills. Most 

participants shared similar sentiments that coaching allows for identifying and developing 

specific skills teachers need to improve. The participants noted that coaching helps the teachers 

to have a sense of fulfilment and provides them with the required institutional strategies. 

Participant 23 (FG) mentioned the following: 
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Coaching should help teachers find ways to feel fulfilled after 10 or 20 years of teaching 

because, in the beginning, it is gratifying. Coaching provides teachers with effective 

instructional strategies. Tailored coaching helps address specific skills.  

The respondents further indicated that they would apply these methods in other aspects of their 

professional lives. This echoes the study by Knight (2009) who established the development 

of one's professional competencies because of coaching. Similarly, Darling-Hammond (2017) 

established that continuous improvement makes teacher professional learning effective.  

5.3.1.2. Practical application to enhance teacher skills and competencies through 

coaching 

As the results indicate, another critical opportunity coaching presents is its practical 

applicability. The responses by the participants highlighted the relevance of coaching in 

practical scenarios. Coaching focuses on practical applications to see real improvements. The 

participants emphasised the practical implementation of new strategies as an opportunity 

presented by effective coaching. Most of the participants highlighted these sentiments, as 

indicated by Participant 26 (FG):   

Coaching helps teachers translate theory into practice. Coaching allows teachers to 

apply new classroom strategies immediately.  

Participants reflected on the importance of coaching in implementing interventions to improve 

effectiveness. The study by Joyce and Showers (2002) alludes to the efficacy of learner 

achievement through staff development and discusses the importance of targeted professional 

development. Reinke et al. (2014) point out that coaching supports teachers in implementing 

intervention, thus leading to higher levels of implementation over time. 

5.3.1.3. Continuous improvement in teacher skills and competencies through coaching 

The findings indicate that one crucial aspect of successful coaching is continuous improvement. 

The participants agreed that coaching empowers teachers to be better equipped for the teaching 

environment by using different tools. These allow the teachers to explore the various strategies 

provided to them by the educational psychologists through coaching. Continuous improvement 

even propels the skills and techniques utilised by academic psychologists and enhances their 

abilities to introduce new insights into the process. Participants noted further and emphasised 

the recurrence of coaching to ensure improvement. As Participant 22 stated, Regular coaching 

sessions ensure ongoing development. Another educational psychologist participant added:  

Coaching promotes continuous professional growth (Participant 28, FG). 
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The above responses indicate that coaching presents an opportunity to enhance teacher skills 

and competencies. The participants indicated that this is possible as coaching targets skills 

development and practical application of strategies and ensures continuous improvement. 

These findings resonate with studies by Knight (2009) that emphasise the role of coaching in 

skill enhancement, and by Darling-Hammond et al. (2017) who underscore the importance of 

continuous improvement through professional development. Other influential scholars, such as 

Joyce and Showers (2002) similarly emphasise that professional change must be focused.  

5.3.2. Addressing teacher burnout and enhancing well-being 

The participants noted that coaching presents an opportunity to address teacher burnout by 

providing support and strategies to manage stress and workload, ultimately enhancing teacher 

well-being. The participants' responses indicate that coaching is crucial in creating a supportive 

environment for teachers, focuses on the well-being of educators, and can provide much-

needed motivation and engagement.  

5.3.2.1. Nurturing environment to enhance well-being  

The participants reported that coaching provides a safe space for teachers to share and solve 

their problems freely. This plays a critical role as it allows teachers to engage deeply about 

their different experiences in the coaching processes. It is crucial for educational psychologists 

as it will assist them in identifying various gaps and addressing them in their coaching 

procedures accordingly. Participants highlighted that this would help teachers to find their 

footing in the coaching process:  

If coaching was taking place as expected, coaching would help our teachers to find a 

better footing (Participant 21).  

Participants further noted, A supportive environment is crucial for teacher well-being 

(Participant 27). This well-being is vital as it caters for the teachers' emotional well-being and 

reduces stress and burnout. Participants 26 emphasised the following:  

Coaching provides emotional support for teachers.  

Such findings are supported by Rocchi and Camiré (2018) who note that a positive, coaching-

embracing environment significantly affects the efficacy of teaching and reduces perceptions 

of stressors. This would, in turn, increase teacher job satisfaction. Thus, coaching can offer a 

supportive environment, essential for boosting the overall well-being of the teachers. Such a 

focus on well-being is discussed further in the next sub-theme. According to Bosman et al. 
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(2021), coaching interventions ensure that teachers are close to the learners, provide more 

emotional support, and reduce peer victimisation in the classroom. 

5.3.2.2. Focus on well-being to address teacher burnout 

The participants' responses show that focus on well-being is crucial to coaching. This resonates 

with the fact that teachers establish well-being within their daily teaching practices when 

effective coaching is implemented. The insights shown by the participants provide evidence 

that focusing on well-being is critical for allowing them to flourish in the coaching process. 

This resonates with what the educational psychologist noted about prioritising teacher well-

being in coaching programmes. Although participants indicated that coaching interventions 

include various strategies to improve the well-being of teachers, there is still room for 

improvement if it is addressed accordingly: 

Addressing well-being through coaching is essential if addressed appropriately 

(Participant 26).  

The above findings support the outcomes of the study by Grant et al. (2010), stating that 

coaching decreases the levels of stress and burnout among teachers through nurturing 

psychological resilience and well-being. In addition, Glover et al. (2023) established that 

coaching programmes have significantly improved instructional practices among teachers and 

academic achievement among learners.  

5.3.2.3. Motivation and engagement to enhance teacher well-being   

The participants highlighted that some teachers are demotivated to engage learners, and 

coaching may be vital in motivating and encouraging engagement. These are concerns that 

some educational psychologists seek to address in coaching, and the results show that this is 

present in schools. Participant 23 noted, Teachers are also losing their motivation to engage 

learners. Therefore, awareness of coaching must be echoed to boost the teachersô motivation: 

Coaching can help reignite teachers' passion for teaching and engagement (Participant 

27).  

The above responses thus highlight that coaching can help reignite teachers' passion for 

teaching and increase their motivation. This aligns with Skaalvik and Skaalvik (2017) who 

highlight the relationship between motivation, well-being and burnout. Similarly, Deci and 

Ryan (2000) discuss the importance of autonomy in well-being and motivation.  
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5.3.3. Leveraging technology for professional development 

The participants indicated that integrating technology into coaching may offer new 

opportunities for professional development, making training more accessible and efficient. 

The responses highlight that technology can be leveraged for effective professional 

development. According to the participants, this can be done using digital platforms, online 

training and technological tools to advance coaching initiatives.  

5.3.3.1. Digital platforms to enhance professional development 

Participants indicated that digital platforms could streamline the professional development 

process and make training more accessible. These could be online platforms that could be used 

for coaching sessions. This testifies to the comment highlighted by Participant 22 that these 

platforms make training more accessible. Participant 28 added to technology's usefulness and 

said, We use technology to facilitate professional development. The findings have revealed that 

online coaching can become a valuable method of coaching. The participants highlighted that 

using technological tools and online platforms in coaching presents new opportunities:  

Using technological tools is an integral part of coaching (Participant 22). 

The participants pointed out that technology can be integrated into coaching, citing online 

training as an added advantage. They suggested ways of creating materials, such as a slideshow 

presentation available to teachers after coaching sessions so they can always refer to it in the 

future. The participants noted that online training offers flexibility and accessibility: 

We officially state that they can use that rather than going somewhere else for online 

workshops (Participant 27).   

The above indicates that technology can be leveraged for effective professional development. 

This resonates with the scholarly works of Timperley (2011) and Fullan (2007) who emphasise 

the importance of leveraging and integrating technology in continuous professional 

development.  

5.4. Enhanced focus on coaching as an intervention strategy for professional teacher 

development 

This research aimed to show the different perceptions and experiences of Gauteng-based 

professional teachers who had received educational coaching as an intervention strategy for 

development.  Throughout the interview process, participants highlighted their different 

perceptions and experiences. The key themes that emerged from these experiences are 
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improved teaching practices, increased professional confidence, enhanced collaboration and 

peer learning as noted in Table 5.3. 

 

 

Table 5.3: Perceptions and experience of Gauteng-based professional teachers  

Themes Sub-themes 

1. Improved teaching practices  Enhanced classroom management to improve teaching 

practices. 

Curriculum delivery planning and management to improve 

teaching practices. 

2. Increased confidence and capacity 

development  

Support services of the schooling system and supporting 

and supportive feedback.  

3. Enhanced peer coaching, communities of 

practice and collaboration 

 

5.4.1. Improved teaching practices 

5.4.1.1. Enhanced classroom management to improve teaching practices 

Participants in this study described how coaching improved their teaching practices. The 

reflections by the participants show how coaching led to enhanced classroom management. 

Participant 26 noted that there had been a positive change in behaviour since they commenced 

coaching and stated, I have seen a significant improvement in classroom behaviour since I 

started receiving coaching. This was supported by Participant 18 as they acknowledged that 

the new methods learnt during coaching contributed significantly to their teaching processes: 

My classroom environment is more positive and conducive to learning since I started 

coaching. Coaching helps create better classroom dynamics. Better classroom 

dynamics lead to improved student learning.  

Some participants noted that they were better equipped to manage their classrooms because of 

coaching. They highlighted that they were able to enhance their classroom management 

strategies. This reflected that coaching had helped them become more confident in classroom 

management. These results show that the tailored approach to coaching has significant benefits 

for the learning environment: 

I feel more confident in managing my classroom after coaching (Participant 23). 
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Participants in this research further indicated that coaching benefitted their classroom 

management and provided them with better and improved instructional techniques. They 

described how coaching had improved their instructional strategies and led to enhanced 

classroom management. They said that it was evident in their teaching practices that coaching 

was effective: 

I have learned new teaching methods that have been very effective (Participant 22).  

The responses show how coaching taught teachers practical classroom management skills and 

improved instructional strategies. This research found coaching helped improve learner 

engagement and enhance learning outcomes. The participant teachers indicated that they had 

realised positive outcomes in their learnersô performance: 

I have noticed a positive change in my learners' performance since I started coaching 

(Participant 12).  

The findings indicate that educational psychologists play a crucial role in improving classroom 

management methods and techniques, allowing teachers to foster a more organised, engaging 

and inclusive classroom. This correlates with the feedback provided by the teachers who 

identified significant improvements in learner behaviour and learning due to fine-tuned 

coaching sessions that focused on effective classroom management strategies. As expressed by 

Hart (2010), the responsibilities of educational psychologists regarding the management of 

effective classroom behaviour include identifying the psychological functions and principles 

and applying the strategies at various systems' levels.  

5.4.1.2. Curriculum delivery planning and management to improve teaching practices 

The planning and execution of curriculum delivery are areas of intense focus. Through 

coaching, teachers are equipped with strategies to plan effectively, ensuring that curriculum 

goals are met with high educational standards. These include developing modular teaching 

plans adaptable to varying learning speeds and styles within the classroom. Teachers confirmed 

that coaching equipped them with various strategies in their curriculum planning processes.  

Some participants indicated that coaching had significantly improved learner engagement in 

the classroom and allowed them to engage with learners effectively. This is crucial in 

professional teaching development as it impacts educational improvement; it impacts the 

learning environment, automatically translating into improved learner performance. The 

responses above underline the positive impact that coaching had on improved classroom 

management and teaching practices. The participants shared how it helped in enhancing 



 

ΝΠΦ 
 

strategies for improved teaching and learning outcomes. This agrees well with Marzano et al. 

(2003), who infer the role of effective classroom management in enhancing learner 

performance. Hattie (2008) stresses instructional techniques that this research focused on, 

where coaching seems to play a significant role in improving learner engagement, as the 

participants highlighted.  

5.4.2. Increased confidence and capacity development 

The participants' responses indicate that coaching is perceived as an avenue to enhancing 

professional confidence. In this regard, participants felt confident in undertaking their roles 

upon receiving coaching. According to the participants, coaching improved their confidence in 

the classroom. At the same time, they appreciated receiving positive feedback and support from 

educational psychologists. Participant 12 highlighted that coaching has boosted my confidence 

as a teacher. The participant responses show that teachers realised increased professional 

confidence because of receiving coaching, which helped them feel more competent in their 

roles. This highlights the importance of confidence in teaching. The participants further 

highlighted that with the increased confidence levels, they felt empowered and motivated 

through the coaching experience. 

Coaching empowers teachers to be better teachers and better equipped for the teaching 

environment (Participant 26).  

Most participants reflected on the sense of empowerment attributed to coaching and noted that 

they felt more prepared to tackle challenges in their teaching experience after receiving 

coaching. Some participants underscored the need for coaching as it empowered them to fulfil 

their professional responsibilities adequately:  

Coaching has helped me believe in my abilities as a teacher (Participant 18).  

The responses above indicate that coaching builds confidence and motivation. Participants also 

expressed how they had developed much confidence because of coaching that empowered them 

to take on leadership roles in the workplace. The educational psychologists supported this, 

noting that coaching interventions are critical in building the leadership capacity of teachers. 

Moreover, Blackman (2010) indicates that coaching, workshops, and personal sessions may 

provide a continuous professional development basis for learning leadership skills among 

professionals.  
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5.4.2.1. Support services of the schooling system and supportive feedback 

Coaching extends to integrating and optimising support services within schools, such as 

counselling, special education needs (SEN) provision and extracurricular activities. These 

services are crucial for a holistic educational approach, ensuring that all learner needs are 

addressed comprehensively. Additionally, this approach includes learners with disabilities, 

thus improving learner performance. Participants emphasised that coaching interventions as a 

teacher development strategy must also focus on initiating these improvements. 

Additionally, the results of the study are indicative of a relationship between coaching and 

leadership capacity development. Coaching enables teachers to acquire leadership skills that 

prepare them for future leadership roles and responsibilities within the school. The results also 

show that the coaching experience provides substantive and supportive feedback for the 

teachers that helps them perform better: Supportive feedback from coaching has been very 

helpful (Participant 16).  

Supportive feedback enhances professional confidence and builds leadership capacity. This is 

confirmed by Guskey (2002) whose study established the link between professional 

development and teacher confidence. Participant 17 mentioned, Supportive feedback is a key 

component of effective coaching and building confidence. Spillane et al. (2004) explored the 

importance of building leadership capacity. The research findings indicated the importance of 

coaching in enhancing leadership capacity and professional development.  

5.4.3. Enhanced peer coaching, communities of practice and collaboration  

Establishing communities of practice within schools has been a significant focus, encouraging 

peer coaching and sharing best practices among teachers. This initiative supports a sustainable 

professional development model where teachers learn continuously from one anotherôs 

experiences and insights. The research findings indicated that coaching fosters a culture of 

collaboration and peer learning that allows teachers to share best practices and learn from one 

another. The participants also pointed out that coaching provides an avenue for a collaborative 

learning culture. This is because it provides for a culture of collaborative learning that is an 

integral part of the coaching sessions in view of professional enhancement. On the views 

regarding the facilitation of a collaborative culture, the participants commented that, through 

coaching, they were able to learn from one another besides sharing best practices. Responses 

show that the coaching process allows for a greater exchange of knowledge that enhances 

teacher teaching practices: 
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Coaching has encouraged us to share best practices and learn from each other. Shared 

practices promote collective growth and improvement (Participant 18).  

This was supported by another participant who shared his experiences on coaching:  

I have learned a lot from my peers through coaching. We have learned to share 

successful teaching methods through coaching (Participant 20). 

The participants further indicated that coaching allows for enhanced peer support, which is 

crucial for professional development. 

They felt supported by their colleagues through coaching, and they helped one another and 

shared ideas through coaching. The results show that coaching created a supportive 

environment among the teachers. Such peer support facilitated the sharing of knowledge among 

the teachers. Participants also noted that such a supportive environment was crucial for the 

success of coaching interventions as it encouraged the teachers to embrace coaching:  

Creating a supportive atmosphere encourages teachers to embrace coaching.  

Supportive environments are crucial for the success of coaching interventions 

(Participant 27).  

A supportive environment helps overcome resistance to coaching initiatives. The teachers 

recognised the long-term benefits of coaching for sustained professional growth and 

development beyond immediate improvements.  The above resonates with Hargreaves and 

Fullan (2012) who underscore the importance of collaboration in professional development. 

Similarly, Bryk et al. (2015) highlight the significance of collaborative relationships in 

educational improvement. Extrapolating teachers' perceptions of coaching to its broader impact 

on learner engagement and learning outcomes, results from the study show that most teachers 

perceive coaching as improving their instructional strategies that directly influences how the 

learners will interact with learning material. Teachers reported improvement in class 

management and, as a result, better delivery of lessons due to better participation and learner 

attention. This means the participants found the learners more active during group tasks and 

more inquisitive while discussing topics in the class after the techniques they had mastered 

during coaching had been implemented. 

Moreover, a change for the better in learnersô academic performance was perceived by 

teachers. From the improvement in their teaching practices about meeting the learnersô needs 

more effectively, educators reported learners showing an improved ability to understand 

complex concepts and working out applications of critical thinking. This is consistent with the 
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literature suggesting that coaching has an indirect positive effect on learner achievement 

because it improves teaching practices (Kraft & Blazar, 2019; Kotze et al., 2020). However, 

some of the teachers highlighted that this is especially true for well-resourced schools, where 

resources and infrastructure augment coaching efforts. While most teachers recognised these 

gains, they also identified areas where the effect could be intensified. Indeed, class size, 

teaching media and parental involvement emerged as mediating variables that interact with 

coaching to determine how much coaching would contribute to improved learning outcomes. 

The teachers suggested that the components in the coaching interventions should include 

addressing these broader systemic challenges to have the maximum impact. 

5.5. Key strategies used by educational psychologists in conducting coaching and their 

benefits 

The findings from the data analysis underscore the fact that educational psychologists 

emphasise the importance of tailoring coaching strategies to the individual needs and learning 

styles of teachers to maximise effectiveness. The research found that focusing on reflective 

practice and feedback, goal setting and action planning, use of data and evidence-based 

practices and building trust and rapport all play a significant role in addressing issues related 

to the implementation of coaching. These implementations will then ensure that school 

coaching is conducted effectively and plausibly (refer to Table 5.4). 

Table 5.4: Key strategies implemented by educational psychologists in conducting coaching  

 

 

Themes Sub-themes 

1. Reflective practice and feedback Reflective practice as a strategy to enhance coaching 

 Feedback loops as a strategy to enhance coaching 

 Actionable feedback to enhance professional 

development  

2. Goal-setting and action planning Action planning 

 Monitoring progress  

3. Use of data and evidence-based 

practices 

Data-driven decisions 

 Data analysis  

 Continuous assessment  

4. Building trust and rapport Building trust 

 Rapport building  

 Open communication  
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5.5.1. Reflective practice and feedback 

The interviews highlighted that educational psychologists use reflective practice and feedback 

to help teachers assess their performance and identify areas for improvement. Thus, the study 

evaluated reflective practice, feedback loops and actionable feedback as critical focus areas in 

ensuring that coaching is implemented effectively.  

5.5.1.1. Reflective practice as a strategy to enhance coaching 

Reflective practices were highlighted by the participants as one of the main aspects that aid 

effective coaching. These allow the educational psychologists and the teachers to gain critical 

insight into their progress during coaching sessions. This further confirms that coaching is not 

solely dependent on the efforts made by educational psychologists. The participantsô responses 

underscored that teachers are responsible for engaging in the reflection process of coaching. 

An educational psychologist emphasised this as follows: 

Reflective practice is a key strategy in coaching. When you give them something, they 

need to come back and say okay, but I applied it in this manner: this is working, this is 

not working. Reflective practice encourages self-assessment (Participant 26).  

Reflection assists both the coach and the teacher because it allows room for areas of 

improvement and the strengths that each may possess, as noted by Participants 22 and 28:  

Reflective practice helps teachers identify areas for improvement (Participant 22).  

We encourage teachers to reflect on their practices (Participant 28). 

The findings above imply that the reflection between educational psychologists and teachers is 

necessary to discover their strengths and weaknesses and enhance their teaching by receiving 

feedback from various sources or watching their videos (Gün, 2011). A study by Soisangwarn 

and Wongwanich (2014) does not differ much from the findings since it highlights that peer 

coaching enhances the personal reflection of teachers on their practices. 

5.5.1.2. Feedback loops as a strategy to enhance coaching  

Findings have revealed that the participants highlighted feedback loops that, if implemented 

effectively, will promote improvement:   

Regular feedback helps us understand the impact of our coaching interventions 

Feedback loops ensure continuous improvement (Participant 27).  

Another educational psychologist resonated with the above statement and added that the 

continuous loop of interventions is present; however, it needs to be improved:  
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Feedback from teachers is crucial for continuous improvement. So, every school has a 

teacher that is designated that I work with. So, I will give all my interventions to her, 

and she will then give them back to the teachers because, you know, you get to class, 

and they have got maths. Now I must leave, but now she is not coming to me. She is 

busy.  

I cannot sit there for an hour and wait for a break if they have a break and not a meeting 

or there is a parent waiting. So, it cost me money to sit there for an hour doing nothing. 

So, I will talk to that teacher, that specific teacher, and I will give her my options, or I 

will also do this or do that. That is what I what I recommend. She told the teachers what 

I said (Participant 28).  

The above findings are reflected in a study conducted by Carless (2018) that established that 

feedback spirals could spur longer-term learner engagement in self-regulation in complex 

iterative learning processes. More importantly, Massar et al. (2022) stress that prompting and 

performance feedback alone can improve teacher use of evidence-based practices and decrease 

classroom disruption, but their combined use showed no consistent benefits. 

5.5.1.3. Actionable feedback to enhance professional development 

Participants highlighted that supportive feedback is crucial in effective professional 

development, and this allows for coaching to be conducted effectively, as stated by Participant 

27:  

Supportive feedback is a key component of effective coaching. Actionable feedback is 

crucial for effective professional development.  

Another educational psychologist indicated that support needs to be balanced from both ends. 

This is what the teachers and educational psychologists stated:  

So, sometimes the teachers will come back and say, we tried this, it did not work. 

However, when it did not work, this is what I then tried. So, I think that is how we 

balance the need for ongoing support. So, we are not consistently and always there for 

you, but because we want you to have the ability, we want the autonomy to lie on you 

for you to be, for you to have the skills to know that should I not be available tomorrow 

or for the whole month, you are not stranded, you are not drowning. We want you to 

go and do this activity or this workshop or this intervention and see if it works. And if 

it does not, we are still here to help you manage how it did not work. So, we are not 

always there to say, oh, it did not work or let me give you another one. But we say, if it 
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did not work, tell us what did work. And even if it did not work, when you realised it 

did not work, what did you do? So, it is almost like the responsibility has been placed 

on them to figure out or get creative in how they, how they go ahead and almost how 

do they then change or improve the intervention in that space (Participant 27).  

The above results resonate with the study conducted by Ruch and Lees (2022) which looked at 

the importance of reflective practices. 

Participant 28, an educational psychologist, pointed out that the feedback from coaching 

sessions has helped me improve. Therefore, this confirms that reflective practices are crucial 

for both parties and aid the intervention of coaching in schools. This should result in effective 

professional development through coaching (Guskey, 2000).   

5.5.2. Goal setting and action planning 

The aspect of planning was another area of focus that the participants highlighted. The 

responses from the interviews revealed that setting clear goals and developing action plans 

allow educational psychologists to use essential strategies to guide the coaching process and 

ensure measurable outcomes. Thus, this research established that clear goals, action planning 

and progress monitoring are critical areas of focus in ensuring that coaching is implemented 

effectively by educational psychologists in schools. Clear goals are critical in the construction 

of action planning and goal setting. This emerged throughout the participantôs responses 

through various recommendations:  

The management, the SMT, the school management team must take the lead in that, and 

they must set up the school improvement plan (FGD 1).  

We focus on setting achievable goals in coaching sessions. Setting clear goals is crucial 

for effective coaching (Participant 26). 

5.5.2.1. Action planning 

Action planning is one core process of goal setting, and the participants emphasised that it is 

crucial in developing and implementing coaching strategies. The results showed that action 

planning ensures that coaching strategies are effectively implemented. This forms a critical 

guideline that teachers and educational psychologists can adhere to in order to achieve their 

goals for successful coaching implementation: 
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Action planning helps in the implementation of coaching strategies. We create detailed 

action plans to guide the coaching process. Action planning helps in the implementation 

of coaching strategies (Participant 27). 

The results showed an urgent need to set clear goals for the coaching process. Not only does it 

benefit the process among the teachers and educational psychologists, but it also enhances 

classroom teaching practices.  

This aligns with Dweck (2006) who states the importance of goal setting in achieving success. 

Therefore, developing action plans is crucial for coaching implementation.  

5.5.2.2. Monitoring progress  

Monitoring progress is another critical aspect that the participants highlighted, as it enhances 

accountability and assists in making necessary adjustments. This is shown by the responses 

provided by the participants when they were encouraged that monitoring progress would 

strengthen accountability and ensure the efficacy of coaching interventions. Regular follow-

ups were said to be essential in the monitoring of progress, as noted by Participant 28: We 

regularly monitor progress to ensure the effectiveness of coaching interventions.  

The results above confirm the need for goal setting and action planning to enhance coaching 

as an intervention. The research emphasises that embodying these attributes within this process 

will ensure that intervention succeeds (Dweck, 2006). Therefore, various strategies must be 

explored in implementing coaching for professional development.  

5.5.3. Use of data and evidence-based practices 

The interviews highlighted that educational psychologists emphasise the critical role of data 

and evidence-based practices in shaping their coaching strategies, ensuring these approaches 

are effective and impactful. Thus, the researcher found that integrating data-driven decisions, 

evidence-based practices, and continuous assessment forms the cornerstone of effective 

coaching strategies in educational psychology. These practices ensure that interventions are 

relevant, research-backed and continuously refined for maximum impact. 

5.5.3.1. Data-driven decisions  

From the research it has emerged that data informed the decisions and customisation of the 

coaching strategies for educational psychologists. This ensured that the methods developed 

were grounded in actual experiences and needs. The insights suggest that data is not merely 

collected but actively informs the coaching process to enhance its relevance. Furthermore, the 
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utility of assessment data is recognised in identifying areas for improvement. Some participants 

highlighted the importance of gathering first-hand insights:  

Data-driven decisions ensure relevance and effectiveness (Participant 27). 

Using assessment data helps us identify areas of improvement (Participant 28).  

The respondents pointed out that questionnaires and surveys would aid the data collection 

process. Collectively, these display a system of incorporating data into coaching practices as 

evidence that they are responsive and effective.  

Saar et al. (2021) state that data-informed practice supports teachers in changing their teaching 

methods and enhancing professional development. One can only imagine how practical it is for 

teachers who are active data collectors about their classroom practices through technology to 

create better teaching outcomes. 

5.5.3.2. Data analysis 

An evidence-based approach has been emphasised throughout the coaching process. 

Educational psychologists introduce teachers to robust data analysis tools that aid in assessing 

learner performance, identifying learning gaps, and tailoring instructional methods to meet 

diverse learner needs. In addition to data-driven decisions, educational psychologists prioritise 

evidence-based practices to enhance the efficacy of their coaching strategies. This method 

ensures that strategies are grounded in evidence and adaptable to the classroom's specific 

context. Participants described a practical application of this approach and emphasised that the 

consensus among participants is that evidence-based practices are indispensable: 

We rely on evidence-based practices to ensure the effectiveness of our interventions 

(Participant 22).  

I gave her five options of what I think she can also do in the class. And she picked three 

that she thought would work in her class (Participant 28 FG).  

This reliance on proven methods reflects a commitment to implementing strategies that have 

been validated through research and practical application. Participant 26 emphasised the 

foundational role of research in coaching strategies, stating, Coaching strategies are based on 

evidence and research. This commitment to evidence-based practices ensures that coaching 

programmes are theoretically sound and practical. Participant 27 said, We implement evidence-

based practices in our coaching programmes. Reddy et al. (2021) supports the findings above 

by stating that classroom coaching models significantly influence the quality of instruction, 

behaviour management, and learner academic engagement in high-poverty urban elementary 
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schools. More importantly, Kretlow and Bartholomew (2010) stress that coaching is one way 

to enhance teachers' ability to implement evidence-based practices, such as peer tutoring, 

learning strategies and positive behaviour support. 

5.5.3.3. Continuous assessment 

Continuous assessment emerged as a vital component in maintaining and improving the 

effectiveness of coaching interventions. Participant 27 illustrated this with an example of 

behavioural observations:  

 We see consistent positive kind of behaviour modification from children, then we start 

 noticing okay this one thing might be working.  

This iterative process allows educational psychologists to refine and adapt their strategies in 

real-time based on observed outcomes. 

The importance of ongoing evaluation is echoed by Participant 26 (FG) who stated, Continuous 

assessment ensures ongoing improvement. Regular assessment serves as a feedback 

mechanism, helping to evaluate the impact of coaching strategies and make necessary 

adjustments, as highlighted by Participant 28:  

Regular assessments help us evaluate the impact of coaching. 

Participant 22 also emphasised the necessity of continuous assessment for effective coaching: 

  Continuous assessment is essential for effective coaching.  

This perspective underscores a proactive approach to coaching, where interventions are 

continuously monitored and refined. Participant 27 (FG) summarised this approach:  

We regularly assess the progress and effectiveness of our coaching interventions. 

Extensive literature supports the emphasis on data and evidence-based practices in Educational 

Psychology. Timperley (2011) discusses the transformative power of professional learning 

through data and evidence-based practices. Hattie (2008) underscores the critical role of 

evidence-based practices in enhancing educational outcomes. Marzano et al. (2001) highlight 

the importance of research-based strategies in reinforcing the necessity of grounding 

educational interventions in solid evidence.  
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5.5.4. Building trust and rapport 

Participants highlighted that building trust and rapport with teachers is essential for the success 

of coaching interventions as it encourages openness and collaboration. Thus, the study explored 

open communication as another aspect that should be embraced to improve the coaching 

process for professional development.  

5.5.4.1. Building trust 

One critical aspect of ensuring that there is a relationship between teachers and educational 

psychologists is building trust. The results indicated how essential it is for teachers and 

educational psychologists to build trust to aid effective coaching. This has been a pivotal point 

as it creates transparency, and either party will have an in-depth understanding of their views 

and concerns about coaching. This includes being transparent with teachers' challenges in 

schools or even classrooms:  

If the teacher has classroom management issues, we do not just come in and say these 

are the classroom management strategies; we will then maybe speak to the teacher and 

find out what her personality is. Building trust is crucial for effective coaching 

(Participant 27).  

Trust between the educational psychologist and the teacher is essential for progress in the 

coaching process. The results further stipulated that trust creates a coaching relationship 

essential for coaching success:  

We focus on building trust with teachers (Participant P26).  

Trust is a key component of the coaching relationship (Participant 28). 

The findings above show that building trust is essential in coaching effectiveness. Schein 

(2010) emphasises trust-building between educational psychologists and teachers. He further 

refers to building trust as an integral component in an organisational setting. Similarly, Covey 

(2006) underscores the role of trust in effective relationships. 

5.5.4.2. Rapport building 

The participants found that building rapport creates a positive coaching environment among 

teachers and educational psychologists. Furthermore, Participant 11 emphasised that teacher 

development is also vital in ensuring that their teaching strategies possess nurturing and said, 

Teacher development is significant. We should groom the teacher because we expect that 
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person to treat the children as his or her children in the teaching space. Participant 22 added 

the following: 

Building rapport with teachers helps create a positive coaching environment.  

 The findings above are in line with the study conducted by White (2022) that established that 

coaching components such as rapport building, goal setting and reflective feedback increase 

teacher success and learning in education.  

Michael et al. (2023) specify that a warm welcome, transitions, emotion checks and optimistic 

closures can effectively achieve learner rapport in building social and emotional learning 

outcomes.  

5.5.4.3. Open communication 

The participants underscored open communication and how it is essential in addressing issues 

such as resistance to coaching, and promoting trust and collaboration.  

They identified that clear communication and encouragement are the key to addressing 

resistance to change. This was emphasised by Participant 27 (FG): 

Open communication fosters trust and collaboration. Encouraging open 

communication helps address resistance to coaching. 

The findings above relate to the importance of building trust and rapport between educational 

psychologists and teachers. This allows for clear communication and aids effective 

collaboration for professional teacher development. Therefore, this is essential in the 

organisational culture and leadership for intervention (Schein, 2010).   

5.6. Factors affecting the implementation of coaching as an intervention for 

professional teacher development 

The responses indicate the factors affecting the implementation of coaching as an intervention 

for professional teachersô development.  Seven key factors affect the implementation of 

coaching as an intervention to enhance teacher development. The participants listed time and 

financial constraints, resistance to change, a lack of training in educational psychology, 

systemic and logistical issues, support from school leadership, teacher motivation and 

engagement, communication and collaboration, cultural sensitivity and inclusivity. In the next 

section, these themes are presented and discussed as they emerged from participants' responses. 

Table 5.5 presents the key themes and sub-themes on the factors affecting the implementation 

of coaching as an intervention.  
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Table 5.5: Factors affecting implementing coaching as an intervention  

Themes Sub-themes 

1. Time constraints Balancing responsibilities and administrative 

burden  

2. Financial constraints Budget limitations and resource allocation 

3. Resistance to change Reluctance to adopt new practices 

4. Lack of training for educational 

psychologists 

Insufficient training 

 Professional development for educational 

psychologists  

5. Systemic and logistical issues Inefficient systems and infrastructure 

limitations 

6. Teacher professional development 

support 

Leadership involvement and supportive 

environment 

7. Cultural sensitivity and inclusivity Cultural awareness and respect for diversity 

5.6.1. Time constraints 

5.6.1.1. Balancing responsibilities and administrative burden 

The participants' responses clearly outline the factors affecting the implementation of coaching 

as an intervention to enhance professional teacher development, such as inventing new 

practices and adapting to various changes. The participants underscored the importance of 

incorporating in-depth training for educational psychologists as they play a crucial role in 

coaching and teaching development. They highlighted that balancing responsibilities, 

scheduling issues, and administrative burdens are core factors that must be addressed.  

The participants noted that balancing responsibilities is vital in ensuring that coaching is 

implemented effectively as a way of coaching. Participants 17 and 20, who were both teachers, 

respectively added the following: 

Time is a major constraint. We are so busy with admin and teaching that finding time 

for coaching is difficult.  

We have extra murals and planning. So, the time to do this is a big challenge.  

Participants added that the issue lies with mastering the aspect of managing time during their 

daily activities and found it challenging to incorporate coaching sessions. Finding time for 

coaching sessions amidst all our responsibilities was tough to balance with their daily 

schedules. Participant 17 commented as follows: 
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Scheduling coaching sessions is problematic due to our busy schedules. We have extra 

murals and planning, so finding the time to do this is a big challenge.  

The participants mentioned the challenge of establishing a definite opportunity to incorporate 

coaching sessions collectively. They said that it was challenging to schedule conflicts for 

coaching, and it was difficult to arrange coaching sessions that would accommodate everyone. 

Another area of concern was the administrative tasks that needed to be attended to that caused 

the conflict with coaching. Participants argued that time was a significant constraint that 

prevented them from allocating time for coaching sessions. Participant 20 supported this point 

of view:  

Time is a major constraint. We are so busy with administration tasks and teaching that 

finding time for coaching is difficult.  

This was further supported by educational psychologist Participant 27 (FG):  

The administrative workload leaves little time for coaching).  

The results above indicate that time management threatens implementing coaching effectively, 

thus hindering the progress of professional teacher development. Therefore, it is essential that 

the issue of establishing time to incorporate the coaching sessions is focused on, and schools 

should introduce monthly programmes where educational psychologists are invited to conduct 

these. There are time constraints for both teachers and educational psychologists as they all 

have different schedules. Therefore, time management remains a concern for both parties as 

they have demanding tasks in their daily activities. Participant 28 (FG), an educational 

psychologist, stated the following:  

Scheduling is a big issue because of our packed timetables.  

The above findings relate to the study conducted by Joyce and Showers (2002) that point out 

that the impact of time constraints on professional development threatens this area of work. 

Similarly, Guskey (2000) emphasises the importance of time management in professional 

development programmes. Fullan (2007) highlights the challenge of time constraints in 

educational change initiatives, supporting the findings of this research.  

5.6.2. Financial constraints 

The responses outlined the issues of financial constraints and how these are barriers to carrying 

out these coaching programmes. The challenges mentioned by the participants include budget 

limitation and resource allocation.  
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This sub-theme emerged from the responses, and there is a call for improving financial 

resources to allow the respective institutions the necessary resources to initiate these 

programmes effectively.  

5.6.2.1. Budget limitations and resource allocation  

The participants' responses indicated that the budget seems to be one of the main contributing 

factors to the failure to implement coaching as an intervention. Participants 5 and 16 

respectively mentioned the following: 

Financial strain is a barrier to accessing continuous and high-quality professional 

development. (Participants 5) 

Budget limitations hinder access to valuable courses and training programs. 

(Participants 16) 

This resonates with the responses provided by participants as they added that limited financial 

resources affected their ability to implement coaching effectively. One participant noted that 

the primary schools they worked for could not afford a permanent psychologist on the premises. 

Participants also noted a deficit in resource allocation when implementing coaching. This then 

becomes a challenge when coaching needs to be implemented.  

This has become one of the main challenges that participants noted, with Participant 26 (FG) 

stating, Resource allocation is a significant challenge for implementing coaching programmes. 

The participants (Participant 5 ) further elaborated on the issues of resources and stressed the 

financial constraints:  

Financial strain is a barrier to accessing continuous and high-quality professional 

development (Participant 5).  

The other participants echoed similar concerns when they stressed the need to allocate the 

necessary resources as it is crucial for the success of coaching programmes. Participant 22 (FG) 

stated:   

Proper resource allocation is crucial for coaching programmes' success. 

Participants indicated that the high training costs limited their access to valuable coaching. 

Training programmes are expensive, and the budget does not always cover them. Schools must 

focus on the financial challenges that hinder the progress of implementing coaching. 

Participants emphasised the unavailability of resources, particularly financial resources. 
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Participant 22 (FG) stated, The financial burden of training programmes is a significant 

challenge. These constraints then hinder the process of initiating coaching sessions in schools.  

The above results relate to the study conducted by Knight (2009) who discusses the financial 

challenges that pertain to implementing coaching programmes. Darling-Hammond et al. (2017) 

underscore the impact of economic constraints on professional development. Lastly, Timperley 

(2011) emphasises the importance of adequate funding for effective professional development.   

5.6.3. Resistance to change 

The participants indicated their concerns about teachers resisting change. Change may not 

always be comfortable and welcomed, which has become a concern for the participants. The 

responses mentioned the reluctance to adopt new practices and teachers' exhibiting a sense of 

comfort with the current practices perpetuated by the fear of criticism. Teachers' resistance to 

new coaching interventions can be a significant barrier to implementation.  

5.6.3.1. Reluctance to adopt new practices  

The participants' responses highlight the negative impact of reluctance to adopt new practices 

on the implementation progress. Participants 22 and 27, respectively an advisor and educational 

psychologist, noted the following:  

Teachers are often reluctant to adopt new coaching practices. Getting teachers to try 

new methods is challenging due to resistance to change.  

Some teachers always have this mentality, and it has been working for years. There is 

no need to change it.  

Participants noted that the fear of criticism plays a vital role in derailing the progress of 

implementation. Some teachers may fear that they will perform poorly, and others may 

comment on that. Participant 11 noted, Teachers sometimes fear that coaching will highlight 

their weaknesses. This was supported by an educational psychologist who stated the following,  

Many teachers are afraid that coaching will expose their shortcomings (Participant 27).  

Comfortability with current practices was also noted to be one of the factors affecting the 

implementation of coaching. Participants said that teachers tended to trust the practices that 

had been utilised rather than accommodate new ones. One participant said, Teachers are often 

too comfortable with their current practices to embrace coaching. This then proves teachers 

build a level of comfort that calls for specialised training from educational psychologists to be 
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effective in the coaching processes to address these issues. Two educational psychologists 

supported this:  

Comfort with the status quo makes it hard to implement new coaching strategies. Many 

teachers resist coaching because they are comfortable with their existing methods 

(Participant 27; Participant 28).  

The results indicate that a shift in attitude towards change is needed to improve the 

implementation progress. This should expose teachers to new methods and critical skills to 

enhance their professional teaching. The feeling of being comfortable is a definite barrier to 

development. Participant 26 stated, Comfort with current practices is a major barrier to 

adopting coaching interventions. 

Studies such as Burnesôs (2015) discuss the importance of resistance to change and how it 

contributes to becoming a person. Schein (2010) also emphasises strategies that must be 

implemented to overcome resistance to organisational change. This agrees on the general 

concerns raised by the participants and the need to focus on resistance in professional 

development (Brookfield, 1995).  

5.6.4. Lack of training for educational psychologists 

5.6.4.1. Insufficient training and need for specialised skills  

Participant responses underscored the importance of educational psychology training and 

educational psychologist training.  

This aspect is considered necessary for improving implementation as educational psychologists 

are the ones to help with their expertise in the professional teacher development process. As 

such, participants emphasised this strengthening of their training in educational coaching. 

Responses from the educational psychologist suggested that they may require additional 

training to carry out coaching and, as a result, influence the quality of the intervention. The 

responses of educational psychologists indicated that the primary focus should be the 

insufficient training among educational psychologists. Participant 27 said:  

It is something that was not part of my training. Proper training is essential for 

educational psychologists to conduct effective coaching.  

The participants added that they required professional development as well as the contributions 

of educational psychologists because they believed this would enhance various areas of their 

coaching implementation skills. Furthermore, participants underscored the need for specialised 

skills to add substance to their expertise. An educational psychologist said that they sometimes 
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needed to dive deeply to find their ways of developing new coaching strategies (Participant 

26): 

We need specialised skills to tailor our coaching interventions. 

5.6.4.2. Professional development for educational psychologists  

Another educational psychologist supported this, stating, educational psychologists need 

continuous professional development to improve their coaching effectiveness (Participant 27). 

As a result, professional development programmes should include training on coaching. 

Insufficient training hinders our ability to implement coaching effectively (Participant 25). 

The results above relate to the gap that needs to be addressed in the training of educational 

psychologists. The participants stressed the need to enhance their skills, as specialised training 

is required in coaching (Knight, 2009). As mentioned above, educational change is a process 

that is challenging to implement due to various challenges among teachers and financial 

constraints; those conducting coaching must also obtain professional training (Fullan, 2007; 

Guskey, 2002).  

5.6.5. Systemic and logistical issues 

5.6.5.1. Inefficient systems and infrastructure limitations  

The participants highlighted the issues they experienced regarding systematic and logistical 

matters. Systemic and logistical challenges, such as inefficient booking systems and a lack of 

infrastructure can impede the implementation of coaching programmes.  

Their responses highlight the need to address these issues so that the systems are user-friendly, 

and the infrastructure is not compromised. They mentioned the inefficiency of the systems, 

infrastructure limitations, and logistical challenges as their main concerns affecting the 

implementation of coaching. The participantôs responses indicate how challenging it is to 

operate some of the systems used for training. Participant 26, a principal, stated the following 

in this regard:  

The DMS platform for booking training is not user-friendly (Participant 6). Participant 

26 said, Improving the efficiency of our systems is essential for effective coaching. 

Participants indicated that limitations to the infrastructure play a vital role in affecting 

implementation. The interviews proved this when Participant 22 emphasised that infrastructure 

limitations are a significant challenge for implementing coaching. The lack of infrastructure 

hinders educational psychologists from providing coaching sessions effectively. The 
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participants emphasised the need to acknowledge the logistical challenges as they emerged in 

their responses.  

These pose a threat to scheduling and coordinating coaching sessions. Participant 22 shared 

that logistical challenges make it difficult to implement coaching programmes. This was 

supported by Participants 27:  

We face significant logistical issues coordinating coaching sessions (Participant 27).  

An educational psychologist mentioned that logistical issues are a challenging in implementing 

coaching interventions:  

Logistical issues are a major barrier to effective coaching (Participant 26).  

The results presented above underscore the urgent need for intervention to discuss and address 

the impact of systemic and logistical challenges on the progress of professional development 

(Timperley, 2011). Bryk et al. (2015) point out the importance of focusing on and addressing 

logistical difficulties in American schools to aid professional development. Hargreaves and 

Fullan (2012) highlight professional development issues and emphasise the need to address 

these challenges to transform teaching in schools.  

5.6.6. Teacher professional development support 

Particular attention has been given to the onboarding and socialisation of newly qualified 

teachers into the teaching profession. This involves organised mentoring and induction 

programmes that ease the transition for new teachers by preparing them with the requisite skills 

and knowledge to hit the ground running and start excelling from day one.  

5.6.6.1. Leadership involvement and supportive environment 

Participant comments revealed that support from school leadership should lift the coaching 

practice. This can be done by ensuring that the leadership from the respective school is involved 

in the processes. Administrative support was also mentioned as essential in creating a 

supportive environment. These were the concerns and recommendations made by the 

participants. The level of support from school leadership plays a crucial role in the successful 

implementation of coaching programmes. The participants' responses reported that it is 

essential that the leadership should become involved in the process of implementing coaching. 

Participants 1 from the focus group and 22 mentioned the following: 

The management, the SMT, and the school management team must take the lead in that 

(FGD1).  
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Leadership support is a determinant of the effectiveness of coaching interventions. It is 

expected that each leadership team will participate in mentoring and coaching 

activities (Participant 22).  

This highlights the importance of school leadership support, in that it ensures the availability 

of resources for coaching, since school leadership plays a central role in facilitating 

professional development. The participants recognised administrative support as an area of 

improvement since it mainly assists in coordinating coaching sessions. Participant 4 from the 

focus group and Participant 27 pointed out the following:  

Leadership teams are expected to provide resources, create time for development 

activities, and actively engage in mentoring and coaching initiatives (FGD 2).  

We need administrative support to effectively implement the coaching programs that 

the schools should provide (Participant 27).  

The participants emphasised that because of leadership involvement and administrative 

support, the environment would become supportive. Participant 26 said that a supportive 

environment helps teachers engage in coaching programmes. Participant 22 shared this insight:  

We support the HOD, and in most cases, we try to capacitate the HOD so that they can 

support the teachers at the schools. School leadership should create a supportive 

environment for coaching.  

The above results indicate a definite need for leadership support to improve the implementation 

of coaching in schools. The participants noted that leadership plays a crucial role by engaging 

more in the processes and efforts of implementing coaching.  

Leithwood and Jantzi (2006) explain the impact of leadership support on school improvement 

and how it affects learners, teachers and classroom practices. Therefore, leadership 

involvement must be prioritised in schools.  

5.6.7. Cultural sensitivity and inclusivity 

The participants' comments highlighted the need for appreciation of cultural sensitivity and 

inclusion. These have been instrumental in successfully implementing coaching programmes 

within such diversified educational settings. In this respect, they emphasised the need for 

upholding cultural awareness and inclusive practices about diversity in the implementation 

process. 
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5.6.7.1. Cultural awareness and respect for diversity 

Cultural awareness is a significant aspect noted by the participants; therefore it is proper to 

recognise it since it facilitates effective coaching or intervention. It calls for a culturally aware 

approach to coaching interventions. Participant 6 noted the following:  

We are a multicultural school ... and we have Chinese people, Black people, Indian 

people ... you must be open for each and everyone's frame of reference.  

Cultural competence is an important attribute in the success of coaching programmes, and this 

was relayed by the responses of the participants where the practices of inclusivity were 

important to the effectiveness of coaching intervention. These are pivotal in the inclusivity of 

practices and ensures that coaching interventions are effective for all teachers. Participant 28 

said: 

We must have strategies that can be implemented forever. We cannot start a plan or a 

strategy that is not applicable to the next year or the year after that.  

Respect for diversity was another aspect that participants highlighted, as it is crucial to include 

every personôs opinion regardless of race or ethnicity. Educational psychologists should ensure 

their coaching practices respect the diverse backgrounds of their teachers, as this is very 

important in gaining various insights and opinions regardless of colour. This then promotes a 

healthy and supportive environment, as Participant 25 pointed out:  

Please try to conduct your research in a way that will respect each person's opinion. 

This is very important: respecting diversity helps to create a safe coaching 

environment.  

The above results emphasise the importance of cultural sensitivity and inclusivity by ensuring 

that teachers acknowledge and respect diversity. This ensures that effective coaching is 

implemented and interventions, as shared by Participant 22, Respect diversity for effective 

coaching. This supports the study conducted by Gay (2002) who discusses the importance of 

cultural sensitivity in education. Cultural awareness is another critical aspect discussed by the 

participants, and it is essential in improving educational settings. Participant 27 said, We focus 

on respecting diversity in our coaching interventions. This is to ensure that coaching is 

implemented effectively in the context of multicultural education (Nieto, 2000).  
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5.7. Strategic focus on improving educational outcomes 

Coaching programmes, as designed and implemented by the educational psychologists in the 

Gauteng province, emphasise that there should be substantial gains in educational outcomes, 

learner performance and general school effectiveness. This strategic focus has been supported 

critically through several feedback mechanisms and improvement strategies for school and 

district improvement plans. The responses of the participants interpret the strategic focus of 

improving educational outcomes through coaching. The answers reflect the eight key issues 

that stand out as essential to enhance the results of education and learner performance in school. 

This underlines the importance of feedback on school and district improvement plans and the 

gains derived from coaching when well done. In the following section, these themes are 

outlined and expounded on as they arise from participants' responses. Table 5.6 summarises the 

main themes and sub-themes on the attention needed to enhance the outcome of education.  

Table 5.6: Strategic focus on improving educational outcomes  

Themes Sub-themes 

1. Improving educational outcomes and learner 

performance 

Feedback on school and district improvement plans 

Elevation of professional standards 

2. Increasing teacher awareness, accountability and 

ownership 

Common language for professional dialogue 

3. Creation of safe thinking spaces 

4. Enhanced monitoring and evaluation  

5. Knowledge sharing and cascading learnings 

 

5.7.1. Improving educational outcomes and learner performance 

Educational psychologists make a critical contribution to lining up teacher coaching to meet 

the more significant goals of school and district improvement plans.  

The systemic alignment provides an avenue for focused intervention, where coaching takes 

place to improve learner performance metrics. Affirmations from participants gave valuable 

feedback about integrating the goals of coaching with measurable educational outcomes that 

would ensure that the teaching methodologies directly impact learner achievement. Responses 

by the participants indicated that integrating coaching with measurable objectives becomes a 

powerful tool in raising learner achievement levels. Participant 19 related it to the professional 

development required for keeping abreast of educational changes and how focused coaching 

interventions may address teacher knowledge and practice gaps to improve learner outcomes. 
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Equally important is the attention given to hands-on training, as put by Participant 20: It ensures 

that teachers can put new strategies directly into practice in the classroom, impacting learner 

performance directly. This connection between coaching and tangible improvements in learner 

performance is reinforced by the structured feedback mechanisms described by Participant 17, 

where ongoing assessment and adjustment of teaching methods are emphasised to meet 

educational goals. 

The feedback from the participants showed that the coaching goals and measurable educational 

achievements were embedded in the teaching methodologies that directly impacted effective 

learner achievement. This was reiterated by Participant 24: 

Coaching sessions are designed to ensure teachers can óachieve specific goalsô 

particularly in improving learner performance. 

This is in line with the perspective of Participant 22, who stressed that coaching takes the 

teacher from point A to point B about learner performance, and any slight improvement is 

significant in changing the trend of educational outcomes. The above findings imply that when 

coaching is done right, a corresponding improvement in educational outcomes and learner 

performance can be expected. Coaching should thus be implemented correctly to improve 

educational outcomes and learner performance. The finding parallels the study by Fuentes et 

al. (2023) where a university-level coaching programme was concluded effectively to enhance 

the academic performance of trainee teachers while undertaking practical tasks in a group. 

5.7.1.1. Feedback on school and district improvement plans 

The teachers and the educational leaders actively participated in assessing and giving feedback 

about the school and district improvement plans. Through this participatory approach, coaching 

strategies were relevant and effective in addressing the needs and challenges in schools within 

the province.  

The participants' responses related to how school visits by subject advisors and feedback 

collected through these visits have played a crucial role in modifying instructional strategies 

to achieve district objectives (Participant 22). In addition, Participant 23 focused on the 

requirement for pinning down specific issues of the teachers that generally still need to be 

addressed in the district plans. Participant 23 said:  
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By incorporating feedback from those directly involved in the teaching process, 

coaching becomes more targeted and effective in addressing each school's unique 

needs.  

This feedback loop ensures that improvement plans are not static documents but dynamically 

adapted continuously to improve educational outcomes. Teachers and educational leaders have 

actively evaluated and provided feedback on school and district improvement plans. Therefore, 

this research underscores the importance of incorporating feedback from those directly 

involved in the teaching and coaching process. Burleigh et al. (2022) state that timely teaching 

performance feedback contributes to faculty achieving professional growth and improving 

learning outcomes. 

5.7.1.2. Elevation of professional standards 

Analysis of the responses shows that coaching's objective is to elevate the professional 

standards of teachers through continuous growth and development. This relates to setting 

higher professional practice benchmarks and assuring that teachers meet these standards and 

go beyond them through regular developmental feedback and personalised coaching plans. 

Participant 24 realised that coaching helped teachers meet and, in some cases, even exceed 

established professional standards, based on the individual development plan focusing on 

meaningful needs and challenges of the individual. This was validated by the comment of 

Participant 11: 

How structured coaching interventions have enabled teachers to develop professionally 

by providing clear expectations and the necessary support to achieve these goals.  

Focusing on professional growth, mainly through practical applications and real-time feedback, 

ensures that the teachers are bound to strive to improve their practice, thus raising the overall 

standard of education in schools. This calls for higher standards of professional training that 

teachers would need to meet and exceed with consistent developmental feedback and 

personalised coaching plans.  

Participant 9 commented that structured coaching and mentoring programmes help set and 

reach these high standards, showing that professional growth is a continuous process with the 

support of the school's administrative arm. Mandouit (2018) states that learner feedback can 

help improve teaching practice by highlighting areas for future professional learning and 

enhancing teacher reflection.   
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5.7.2. Increasing teacher awareness, accountability, and ownership 

The main goals of coaching are to increase teachers' awareness of their professional 

accountabilities, enhance accountability for learner outcomes, and their ownership of their 

professional development. This has been achieved by putting reflective practices into the 

coaching sessions whereby the teachers evaluated their performance and pointed out any 

weaknesses that needed improvement. As participant 21 indicated, the coaching sessions are 

about the engagement of teachers in reflecting on their practice, so that it allows the 

identification of areas for improvement and pro-active actions are directed towards addressing 

these issues. The participants reacted to the fact that reflective practice is at the heart of this 

coaching model, where it enhances continuous self-analysis and professional growth. 

Participant 12 stated the following: 

Coaching has made teachers more aware of their impact on learner performance, 

thereby increasing their sense of accountability and commitment to their roles.  

The results above point out that this heightened sense of ownership helps sustain the 

improvements in teaching practices over a long period. Some of the main objectives of 

coaching are to enhance the teachers' awareness of their professional duties and 

responsibilities, increase their accountability to the learners for necessary outcomes, and 

develop ownership of their professional development. This has been accomplished by 

incorporating reflective practices during coaching, where teachers evaluate their performances 

and find areas to change. Cannata et al. (2019) state that building ownership and responsibility 

for learning resulted in higher grades and fewer absences within the two schools. 

5.7.3. Common language for professional dialogue 

Coaching establishes a common language for teachers to discuss their knowledge, beliefs, 

abilities and practices. The respondents mentioned that coaching developed a shared language, 

dramatically improving professional dialogue among teachers. This shared language enhances 

communication among teachers, resulting in greater cooperation and professional dialogue on 

issues of pedagogical improvement. 

Participant 15 noted that such common vocabulary allows for a collaborative environment for 

teachers to have meaningful discussions regarding pedagogical strategies and instructional 

practices. This shared knowledge goes a long way in creating an ethos of continual 

improvement where teachers can more meaningfully share difficulties they are experiencing 

and solutions proposed. Participant 13 said: 
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Such a common language helps align the goals of individual teachers with broader 

school objectives, hence assuring that everyone works for the same educational 

outcomes. 

The above findings underscore how coaching has created a common pedagogical vocabulary 

for teachers to discuss their knowledge, beliefs, abilities and practices. This shared pedagogical 

vocabulary enriches professional communication among teachers and, in turn, promotes greater 

collaboration and professional dialogue for pedagogical improvement. The participants' 

responses explained how coaching created a common pedagogical vocabulary that enabled 

teachers to have more effective professional dialogues with one another. These findings align 

with Munson and Dyer (2023) who illustrate how coaching can be generative of pedagogical 

sense-making within a practice-embedded environment through collaborative teacher 

discussion of complex ideas across, within, and beyond lessons. 

5.7.4. Creation of safe thinking spaces 

According to the results, the key component of the coaching strategy is creating safe, 

supportive environments where teachers can engage in fact-based, data-driven discussions 

about learner and instructor performance. These are open, judgment-free spaces for open 

dialogue and critical thinking, where teachers can explore new teaching strategies and 

solutions. In this respect, Participant 16 said, These are safe spaces in which teachers are given 

the space to engage in open dialogues and critical thinking that breeds innovation in teaching 

practices. Moreover, Participant 25 pointed out the following: 

Environments like this encourage teachers to reflect on their practice and to share with 

colleagues to think through more effective instructional strategies. 

The respondents further indicated that discussing challenges and exploring solutions in a 

supportive setting was instrumental in creating a culture of continuous improvement and 

professional growth. After all, there is a need to develop a judgment-free zone where teachers 

can discuss freely and improve their teaching strategies.  

Finally, the results indicate the value of such safe spaces in that they provide room for 

innovation and collaborative problem-solving among teachers. According to Kopechek et al. 

(2017), portfolio coach training concentrates on creating a safe environment, using 

performance data, asking reflective questions, and guiding learners towards future planning.  
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5.7.5. Enhanced monitoring and evaluation 

Coaching has dramatically improved the monitoring and evaluation of teacher performance 

and the effectiveness of various educational interventions. It identifies what works and what 

does not work in teaching strategies for better learner outcomes. Systematically, the effects of 

the teaching strategies are established and tracked for timely adjustment and improvements. 

The participants agreed that coaching provides a framework for continuous evaluation that 

helps one to trace their progress and make relevant changes to improve practice. This was 

echoed by Participant 14:  

The role of ongoing feedback in ensuring that teaching methods are continuously 

refined to meet educational goals. 

This was underscored by Participant 21 who emphasised how regular monitoring and 

evaluation, facilitated by coaching, have been critical in adjusting teaching methods to improve 

learner performance. The focus on monitoring and assessment not only promotes quality 

practice by teachers but also ensures the effectiveness of such educational interventions 

towards achieving better learner outcomes. Through coaching, there has been a significant 

enhancement in monitoring and evaluating teacher performance and the effectiveness of 

different educational interventions. This should help systematically determine the impact of 

teaching strategies on learners' outcomes and adjust and enhance them promptly. Fabiano et al. 

(2018) established that brief coaching increased teachers' observed and self-reported use of 

behaviour management and instructional strategies. 

5.7.6. Knowledge sharing and cascading learnings 

Finally, coaching opens a doorway to disseminating knowledge and best practices among 

people, thus fostering a culture of continuous professional development in schools. Since these 

practices are handed down the line in the educational setup, teaching efficacy and educational 

standards have collectively risen. The responses by the participants echoed that coaching has 

diffused best practices across different grades, resulting in a harmonious, effective teaching 

environment. Participants further pointed out that this sharing culture and continuous learning 

are essential to sustain educational improvement.  

Finally, coaching plays a vital role in knowledge and best practice sharing among teachers, 

fostering a culture of continuous learning in schools:  The coaching sessions became a platform 

for sharing ideas and strategies by the teachers, which are then cascaded throughout the 

educational ecosystem (Participant 27). 
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Findings indicate that this sharing process is essential in developing a collective understanding 

of what works and taking a collective approach to professional development. Moreover, 

Participant 28 noted, The diffusion of this learning through coaching across the community 

raises the overall standards of education, thus offering better achievement for teachers and 

learners. Therefore, sharing and learning as a culture should be upheld because it is 

instrumental in sustaining educational improvements. Nash and Winstone (2017) point out that 

a culture of sharing responsibility for giving and receiving feedback is crucial to guaranteeing 

the benefits of feedback for learners and the sustainability of educators' effective feedback 

practices. 

5.8. Chapter Summary 

This chapter discussed the findings of the research that bring to light the critical role that 

educational psychologists play in coaching as a teacher development intervention. These 

findings are based on rich qualitative data encompassing the lived experiences and perspectives 

of educational psychologists, teachers and school administrators. It did so by rendering insights 

to help in an all-inclusive understanding of how coaching shapes professional development, 

classroom practice and educational outcomes in general. The first part of the chapter outlined 

how educational psychologists identify and address the developmental needs of teachers 

through coaching interventions designed to address teacher needs. It thus enabled participants 

to assert the importance of needs assessment and individual approach in which coaching 

strategies could be tailored considering unique challenges and goals presented by a teacher. 

Participants mentioned that it brought about more teacher engagement and made teachers feel 

greater ownership of their professional growth. Moreover, the results highlighted teamwork, in 

which educational psychologists played the key role in ensuring good communication and 

collaboration with teachers, administrators and all other concerned parties. 

Furthermore, the outcomes underscored perceived coaching gains in improvement in teaching 

practices, teachers' confidence and classroom management. Most attributed this to the 

reflective nature of the coaching: indeed, through this, teachers were expected to reflect on 

their instruction methods, make critical evaluations and adjust new approaches.  

Moreover, coaching builds professional resilience and adaptability to prepare teachers to 

address challenges in the modern, complex educational landscape. However, several 

challenges may arise to impede the effective execution of coaching interventions. Among these 

are systemic issues, resource constraints, time constraints and inconsistent institutional support.  
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Cultural and attitudinal barriers in the form of resistance to change and an underappreciation 

of the value of coaching are significant impediments. Educational psychologists emphasised 

that it is only with continued support, training and advocacy that such challenges can be 

surmounted to ensure success in the coaching programme. 

The study further underlined the transformational potential of coaching coupled with 

psychological principles. Educational psychologists can promote holistic professional 

development by addressing both instructional practices and teachers' emotional and 

psychological well-being. Such a dual focus is consistent with global best practices and 

positions coaching as a potentially potent lever to improve educational outcomes in South 

Africa. This chapter presented the findings in some detail, attempting to cast light on the 

complex role that educational psychologists play in coaching and the complicated dynamics 

shaping its implementation and efficacy. These results provided a platform for the next chapter 

that considers implications arising from these findings, juxtaposed with the existing literature 

and theoretical frameworks. Building on these insights, the present research takes another step 

towards developing coaching as a sustainable and impactful intervention in teacher 

development. 
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CHAPTER 6: DISCUSSION OF FINDINGS 

Figure 6.1 below presents an overview of Chapter 6 

Figure 6.1: Graphic presentation of Chapter 6 
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6.1. Introduction 

Chapter 6 of this research approaches the findings in a structured manner, considering coaching 

as an intervention in teacher development with the emphasis on the involvement of educational 

psychologists. It presents an overview of the findings within the existing literature and further 

analyses the enablers and barriers to implementing coaching in Gauteng schools.  

This chapter addresses how educational psychologists have contributed to teacher 

development, curriculum planning and classroom management. It includes how coaching 

enhances teacher efficacy, continuing professional development and a supportive environment 

for school change. Each section is a mosaic of insights from the participants with theoretical 

perspectives, bringing together the multidimensional impact of coaching on teaching practices, 

learning outcomes and the educational environment. 

6.2. Key findings derived from data analysis in the study 

The professional teacher development coaching intervention can be marginalised with an 

educational psychologist only. Coaching is one of the most effective interventions; it takes a 

place of prominence in teacher development, contributes positively to teacher development, 

and improves learning outcomes and schools. An educational psychologist mainly handles the 

beginning of coaching, supervision of the process implementation, and application of skills and 

expertise. The findings of the research have established that integrating educational psychology 

into coaching gives teachers holistic support, assuring them about effective teaching practices, 

improved learner outcomes, and enhancement of teachers' well-being. Moreover, educational 

psychologists provide teachers with an interface to manage their daily affairs in the classroom. 

There is a need to balance supporting teachers continually, although such support is 

indispensable, empowering teachers to take ownership of their professional development.  

However, it involves the teachers in expressing their opinions regarding the effectiveness of 

the coaching, hence giving strategies for teacher development. This can be achieved by 

emphasising the teachers' daily classroom challenges and demonstrating how educational 

psychologists can implement effective strategies to enhance teaching practices and foster 

teacher development. Educational psychologists need to continue expanding their expertise and 

capabilities in the coaching domain through continuous training and professional development. 

The study explored some other critical areas of improvement regarding this, such as 

opportunities for coaching as a teacher development strategy, key strategies educational 
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psychologists use in conducting coaching and their benefits, and factors affecting the 

implementation of coaching in schools. 

The coaching intervention strategy in teacher development focused on improving education 

outcomes, learner performance and school performance. There were responses from 

participants on the school and district improvement plans for improving learner performance.  

The additional themes were classroom management, planning and management of curriculum 

delivery, support services of the schooling system, data analysis, soft skills and leadership 

development, peer coaching and communities of practice. Also noted were teacher professional 

development support, onboarding and socialisation of newly qualified teachers into the 

teaching practice. The expected results of coaching as an intervention in teacher professional 

development included adhering to professional standards, increasing teacher awareness, 

accountability and ownership, and offering a common language for discussing knowledge, 

beliefs, abilities, and practices as educators. Coaching created safe thinking spaces for fact-

based, data-driven discussions on learner and instructor performance, better monitoring and 

evaluation of performance and interventions, and sharing knowledge and learning with the 

team members. These results are discussed in detail below.  

6.2.1. The role of educational psychologists in coaching as a teacher development 

intervention 

The current research primarily sought to explain the role of educational psychologists in 

making coaching a professional teacher development intervention. The results show that 

educational psychologists are good at starting, persisting and sustaining coaching programmes; 

they bring knowledge of psychological principles and practices to ensure effectiveness in the 

coaching process; they also follow up and give feedback to the teachers to make them reflect 

and improve their teaching practice. Other functions of educational psychologists include 

helping in classroom management and planning lessons with problem solving strategies for 

learners showing behavioural problems. According to Rodymenko et al. (2023), there is an 

assurance of the quality of professional intervention in teacher development through 

continuous training and regular feedback. Enabling environments for professional growth and 

development among practising teachers are fostered from the supportive role of educational 

psychologists. 

Findings have presented the multirole nature of the educational psychologist within coaching 

teacher development. Activities include identifying teacher development needs, designing 
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appropriate coaching interventions, creating a collaborative relationship and continuing 

professional development to overcome resistance to coaching. The educational psychologists 

who responded to the study pointed out that they facilitated continuous development, ensuring 

that the teachers were on track regarding recent practices and maintained professionalism. 

Follow-up and feedback are essential in checking progress and introducing adjustments to 

ensure coachingôs efficacy.  

Such roles resonate with existing literature arguing that interventions in professional 

development need to be personalised and context-specific (Knight, 2009; Guskey, 2000). 

Rodymenko et al. (2023) state that systematic professional education of teachers is able to 

support the renewal of their knowledge, skills and ideas about educational processes; the 

effectiveness of the training depends on conditions like creating a favourable environment and 

introducing innovative technologies. As such, it is correct to say that although coaching is a 

dual process in professional teaching development as an intervention, educational 

psychologists have a significant role. 

These findings add to the theoretical understanding of coaching as a teacher development 

intervention by expanding the professional development framework to include this critical role 

of the educational psychologist. Coaching models have traditionally focused on peer or 

administrative coaching, often overlooking the psychological factors that influence teacher 

performance. Integrating coaching with educational psychology can improve teaching practice 

significantly by offering more comprehensive support to teachers. The results suggest that 

existing coaching theories require an update to incorporate psychological insights and the 

continuous professional development facilitated by educational psychologists. 

This research provides new insight into how an educational psychologist can have a 

multidimensional role in initiation and implementation of coaching and sustain it through 

continuous support and feedback. This involvement aspect has largely been overlooked in 

previous research, as most past studies have been conducted within administrative or peer-led 

coaching models. Therefore, the findings show how its psychological underpinning affects 

coaching in long-term teacher development and classroom challenge management. These are 

significant practical implications for education practice and policy. The findings indicate that 

schools and districts involve educational psychologists in coaching programmes and consider 

providing individual ongoing support to teachers. Schools may use this approach for building 

effective teaching practices, classroom management and learner achievement. This could be a 



 

ΝΥΞ 
 

strategy that a school adopts to create healthy learning environments, considering the 

psychological welfare of the teachers by having an educational psychologist. These unplanned 

effects of educational psychologists on teacher autonomy and empowerment prompt the need 

to study the long-term effects of such coaching interventions.  

 

Considering this, future studies are invited to ascertain whether the findings can be generalised 

across populations or settings, for instance, in rural schools as opposed to urban schools or 

schools with a variation in the availability of resources. The insights from this analysis will be 

sustainable in fine-tuning the coaching models for possible implementation contexts in other 

educational settings.  

These findings resonate with Shams (2023) who has provided a literature review in which the 

pivotal role that educational psychologists play in coaching as a professional teacher 

development intervention is outlined. Therefore, follow-through support and feedback from 

educational psychologists can be combined with the data and literature that are integral to 

developing teaching practices. Knight (2009) and Guskey (2000) postulate that professional 

development interventions should be tailored and context-specific, which this research agrees 

about. The findings add weight to the assertion by Rodymenko et al. (2023), stating that 

systematic professional education assumes good conditions where an uninterrupted support 

system is available for updating teachers' knowledge and skills. The congruence between the 

data and literature underlines how critically necessary continuous professional development 

programmes are, placing them at the centre by offering psychological insights to keep teachers 

abreast of their professional growth and classroom effectiveness. 

This study adds new insights beyond the traditional models in much of the literature that 

typically emphasises peer or administrative coaching. Whereas the literature recognises the 

work of educational psychologists, this study underscores their multidimensional roles in 

sustaining coaching interventions by providing continual psychological support (Shams, 2023). 

Acknowledging the integration of educational psychology results in a more holistic approach 

to coaching, suggesting that traditional coaching models need to change to integrate the insights 

from psychology fully. The findings are also silent on the systemic barriers that educational 

psychologists may face, including resistance from institutions or a lack of resources. There is 

a gap in knowledge concerning the pragmatic barriers confronting educational psychologists, 

especially within under-resourced schools. Drawing attention to these silences can deepen 
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oneôs understanding of how EPs navigate and experience these challenges in attempts to 

maintain sustained teacher development. 

Findings relating to the role of an educational psychologist in teacher coaching interventions 

have highlighted that educational psychologists have much to offer in informing professional 

development through the application of psychological insights that enforce systems approaches 

for the sustained growth of teachers. Such findings are consistent with national policies on 

teacher development, such as the National Policy Framework for Teacher Education and 

Development (2007), which emphasises the need for ongoing CPD tailored to meet individual 

teachers' needs. In doing this, educational psychologists ensure that professional development 

is comprehensive and sustainable. Psychological support is essential in classroom management 

and learner engagement as part of teacher coaching interventions. This is emphasised in the 

Policy on Organisation, Roles and Responsibilities of Education Districts, whereby supporting 

teachers to improve the quality of education is one of the responsibilities of the district offices 

(Department of Basic Education, 2013).  

These findings affect the Strategic Plan 2020 to 2024, which focuses on improving educational 

outcomes through relevant teacher support and development. This is key as the work plays a 

massive role in the fact that educational psychologists can join coaching interventions in a way 

that would address strategic objectives that are in line with quality education guidance through 

frequent feedback mechanisms. Providing complementary knowledge input in psychology, 

educational psychologists contribute to teacher development and the whole learning 

environment that eventually supports learner achievement. This multidimensional role of a 

psychologist can, therefore, be seen as fundamental in realising the aims within the DBE Action 

Plan 2024, primarily through the enhancement of teaching practice and the making of an 

environment that is more caring and, thus, effective for learning (DBE Action Plan, 2020). 

This, in effect, should enhance long-term teacher development capacity within these structures 

and address broader imperatives of national education policies by embedding educational 

psychologists. 

6.2.1.1. Improving educational outcomes, learner performance and school performance 

The coaching intervention approach in teacher development strongly emphasises improved 

educational outcomes and better performance by learners. Feedback from participants 

regarding school and district improvement plans shows that coaching has effectively enhanced 
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learner performance. Coaching interventions support teachers to use evidence-based 

instructional strategies that are directly relevant to improved learner achievement.  

Focusing coaching on the areas of need provides educational psychologists with a mechanism 

to ensure coaching attunes to the gaps in learning while supporting teachers in enacting 

effective teaching practices. 

These goals are in line with but not confined to the school improvement plan goals that focus 

on improving educational and learner outcomes within schools. Specific action points and 

concrete strategies for improving practice were shared with participants in the coaching 

sessions, thus providing a feedback loop whereby teachers could continually enhance 

instructional techniques and improve learner engagement and academic performance. 

According to this research, schools with a high engagement in coaching practice demonstrated 

a positive change in the quality of learner outcomes since teachers were equipped to secure 

learner needs and act to create more conducive learning environments. Furthermore, coaching 

is integrated with district improvement plans to develop a synchronised approach towards 

improving educational standards by encouraging a culture of continuous improvement in 

school-based education. 

The coaching provided to teachers enabled them to apply strategies that improved overall 

school performance by fostering greater collaboration with fellow teachers, enhancing 

classroom management and strategically implementing their curriculum plans. The teachers 

mentioned being more confident and competent in their professional practice and, therefore, 

could provide more effective classroom instruction that would lead to better learner 

performance. According to Reddy et al. (2020), coaching intervention improves instructional 

and behaviour management practices and learning outcomes for general and special education 

teachers. It underscores the importance of including coaching in school and district 

improvement plans to create a systemic way of improving education outcomes. Hence, high-

quality education and support are afforded to all learners. Coaching as a teaching development 

strategy affords several opportunities for teachers' professional growth. First, there is 

personalisation in professional development. Secondly, the traditional ways of carrying out 

professional development do not harbour any possibility of catering for individualisation of the 

specific needs of the teachers; coaching does since it provides an opportunity for individualised 

support. All this leads to more meaningful and impactful professional growth. Finally, 
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community development opportunities are provided through coaching, collaborative learning 

and professional learning. 

According to Lochmiller (2021), coaching enhances institutional practice in the classrooms 

and leadership practice in schools and districts in support of personal learning needs and 

expectations of school performance. The same can happen through peer coaching and 

communities of practice: the best practices can be shared by teachers who can support one 

another and work together to improve their teaching practices. This resonates with the study 

conducted by Golden et al. (2021), where the emphasis is that reciprocal peer coaching is the 

most effective and efficient way of increasing the utilisation of new model practices by early 

childhood teaching teams. Thus, the study argues that the collaborative approach improves 

individual teacher development, enhancing school culture with positivity and support in line 

with the study's findings.  

These results underscore the theoretical level of explanatory work through the relationship 

between coaching interventions and educational outcomes. Targeted coaching may directly 

influence learner performance and, by extension, overall school effectiveness. The theory on 

educational improvement has historically focused more on changes in structure and reform of 

the curriculum as the principal drivers for increased learning outcomes. The findings from this 

research suggest that coaching is one of the vital interventional actions, with an educational 

psychologist interwoven into securing better learner educational results. It is important to note 

that it secures critical educational results by providing teachers with individualised and ongoing 

support, thus benefitting learner attainment and school success. Results show that existing 

theories on educational improvement could be revised to take complete account of coaching as 

an essential tool for the development of both teachers and learners. 

The most exciting finding to emerge from this research is how coaching interventions and 

improvements in learner outcomes, as measured, and school performance are related to one 

another, clearly and transparently, unlike other existing research that generally focuses on 

broader systemic changes. As such, the present research identified concrete educational 

benefits of coaching: increased learner engagement, achievement and classroom management. 

This finding unlocks new avenues for investigating how goal-directed, data-driven coaching 

can catalyse educational improvement, most notably in low-performing schools or districts. 

These findings have significant practical implications for educational practice and indicate that 

coaching should be central to the school and district improvement plans. Hence, targeted 
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coaching in identified areas can provide the educational psychologist with confidence in 

interventions directly addressing the needs of learners and teachers.  

The benefits of more engaged, higher-achieving learners who are more successful in their 

overall school experience can be achieved by these more selective coaching strategies. More 

so, they should be able to inculcate, in the various schools, a culture of continuous 

improvement, whereby teachers, through support, would continually work towards refining 

their instructional practices and meeting the redefined needs of their learners. 

These results advance the theoretical understanding of the relationship between coaching 

interventions and educational outcomes. Targeted coaching may directly influence learner 

performance and, by extension, overall school effectiveness. A theory on educational 

improvement has historically focused more on changes in structure and reform of the 

curriculum as the principal drivers for increased learner outcomes (Su & Yang, 2023). This 

research concluded that coaching is one of the critical interventions that educational 

psychologists have bravely integrated into the educational system to ensure a considerable 

betterment in educational outcomes by affording individualised and continuous support to 

teachers, which, in essence, increases learner achievement and school success.  

These findings have several significant implications, underscoring the underdevelopment of 

contemporary theories of educational improvement and, similarly, the untapped potential of 

coaching in fostering the professional growth of teachers and the academic development of 

learners. What is particularly noteworthy and novel about this research, is the clearly defined 

relationship between coaching interventions and measurable improvements in learner 

outcomes and school performance. Whereas most research focuses on general systemic 

changes, the current research showed that coaching could pay off in those specific education 

metrics, including learner engagement, learner achievement and classroom management. Such 

findings open a new frontier into how targeted data-driven coaching acts as a catalyst to bring 

about educational improvements, especially for underperforming schools or districts. 

These findings have significant implications for educational practice and indicate that coaching 

should be central to the school and district improvement plans. Moreover, by targeting coaching 

efforts in such areas identified through data analysis, educational psychologists can be 

confident that the interventions they institute are directly aligned with the specific needs of 

learners and teachers. When enabled, these more selective coaching strategies would have the 
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benefits of more engaged learners, achieving higher academic levels, and working their way 

through the school experience with success. 

They would be able to bring about a culture of continuous improvement in different schools 

whereby the teachers, through support, continuously work towards refining their instructional 

practices to meet the redefined needs of their learners. 

These results foreground the theoretical level of explanatory work through the relationship 

between coaching interventions and educational outcomes. Targeted coaching may directly 

influence learner performance and, by extension, overall school effectiveness. A theory on 

educational improvement historically focused yet more on changes in structure and reform of 

the curriculum as the principal drivers for increased learner outcomes (Su & Yang, 2023). 

Findings from this study suggest that coaching is one of the vital interventional actions that 

secure improved educational results by providing teachers with personalised and ongoing 

support, thus benefitting learner attainment and school success. These findings suggest that 

current theories of educational improvement may need to be developed, and the potential for 

coaching as a means of teacher and learner development needs to be developed. 

With its close link to school improvement, more research is called for on the effect of coaching 

on educational outcomes. Such a research agenda would have to be very careful with the 

generalisability of its findings across different settings and whether similar conclusions may be 

drawn for schools of varying capacities or within diverse cultural contexts. The research could 

widen the realisation of such findings and help fine-tune these coaching strategies to be 

effective in diverse educational setups. Indeed, it has been observed that coaching, as 

influenced by educational psychologists, greatly enriches academic performance, learner 

achievement and school achievement. It was noted that coaching was not something extra or 

peripheral but a part of the school development plans. Coaches should be assured that in-depth 

coaching in diverse education policies and practices provides quality and personalised 

instruction for all learners. Lastly, for future research, implementation should be tested across 

different contexts, and coaching should be demonstrated to influence learnersô and schools' 

success in the long run. In practice, it could be woven into schools' routine operations. In doing 

this, they can draw on expertise from educational psychologists to bring out the best in the 

system, seek continuous improvement and maintain the tradition of excellence in education.  

A comparison of the findings with the literature on improving education outcomes, learner 

performance and school performance reveals several striking similarities. In both cases, 
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coaching interventions proved effective in improving teacher performance and boosting learner 

achievement, which is the success that contributes to the school.  

These findings align with studies by Reddy et al. (2020) that indicates that coaching improves 

instructional practices and behavioural management. Lochmiller (2021) states that available 

data supports the idea that coaching offers tailor-made professional development to improve 

learner outcomes. Furthermore, the collaborative nature of coaching, as revealed in the research 

study and the literature, enables peer learning and community practice within the school setting. 

These similarities give credence to the thought that coaching, guided by educational 

psychologists, drives school improvement and learner achievement. 

However, there are also divergences between the findings and the literature, most notably 

relating to the emphasis on systemic change. Whereas a large part of the literature centres on 

curriculum reform and structural changes in explaining the chief contributors to better learning 

outcomes, results suggest that coaching on personalised support and using data for strategies 

is similarly integral (Woulfin & Spitzer, 2023). This research highlights how coaching 

contributes to specific quantitative measures, such as learner engagement and classroom 

management, and differs from broader systemic approaches. The data pointed to gaps in the 

long-term sustainability of coaching effects across diverse educational contexts, a discussion 

to which literature makes little contribution. This gap in the literature, however, indicates a 

further line of research into how coaching might ensure the sustainability of impact over 

extended periods and contexts in schools or districts that could be improved. 

The discussion of findings within the context of the theoretical framework for improving 

education outcomes, learners' performance, and school performance underlines how coaching 

intervention aligns with theories of professional education development. As described in the 

research, coaching lies at the heart of teacher development through personalised and continuous 

support, impacting instructional quality and learner outcomes. These research findings are 

within the scope of those theoretical frameworks that stipulate how professional development 

strategies must transcend a one-size-fits-all approach and assume tailored interventions for 

specific educational needs. This point is apparent from coaching teachers to use data-driven 

strategies, falling directly under theories reflecting continuous, reflective practice as the driving 

engine for improvement of school and learner performance. The results challenge conventional 

theories that heavily rely on structural changes, postulating that coaching interventions, 

informed by educational psychologists, are a more vibrant personalised route to improvement 
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in education. Therefore, this stretching of theory makes one feel that coaching should be at the 

heart of educational improvement models, particularly regarding its long-term, quantifiable 

effects on teacher effectiveness and learner success. 

The findings of this research on the role of coaching interventions in improving educational 

outcomes, learner performance and school performance are closely aligned with several key 

policies and frameworks. The National Policy Framework for Teacher Education and 

Development (2007) claims that a continuous professional development mechanism should be 

used to improve the quality of teachers as one way of attempting to affect learner outcomes 

positively. By implication, an individualised coaching intervention targets the teachers to 

enhance their instructional practices through support. This, among other things, is in keeping 

with or corresponds with the strategic priorities of the Department of Basic Education as carried 

out within its Action Plan for 2024. This plan focuses on improving achievement levels in 

literacy and numeracy foundational skills, among others, and on the development of teachers 

through structured, evidence-based approaches (DBE, 2001).  

The embedding of coaching into school improvement plans now allows teachers to be more 

prepared for learning gaps so that the performance of learners improves. Furthermore, the role 

of educational districts in supporting these initiatives, as described in the Policy on the 

Organisation Roles and Responsibilities of Education Districts, highlights the importance of 

district-level coordination in monitoring and supporting teacher development interventions 

(Department of Basic Education, 2013). The strategic involvement of educational 

psychologists in coaching ensures that the interventions are focused on pedagogy and address 

the psychological and emotional well-being of teachers and learners. It is, therefore, a 

multidimensional approach that is necessary to create an enabling learning environment, as 

supported by the Integrated Strategic Planning Framework for Teacher Education and 

Development in South Africa, 2011 - 2025, through the collaboration of stakeholders that 

emphasised strengthening the support for teachers in schools and at district levels (SACE, 

2016). These findings suggest that educational outcomes can be significantly enhanced by 

integrating coaching interventions into district and school improvement plans, benefitting 

teachers and learners in the long term. 

6.2.1.2. Classroom management 

Attention was drawn to the development of classroom management skills through coaching. 

Many commented that coaching helped create a good learning environment and learners' 
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general behaviour improved. The coaching interventions made by educational psychologists 

aimed to arm teachers with classroom management strategies, such as proactive behaviour 

management, clear expectations and positive reinforcement.  

This aligns with what participants noted when they emphasised that educational psychologists 

would work closely with teachers to sharpen these practices by modelling good techniques for 

classroom management and giving feedback. This created increasingly organised and 

productive classrooms with fewer disruptions that made more time for teachers to focus on 

instruction. 

As illustrated, classroom management is an essential subject in enhancing learner achievement 

and engagement. Teachers reported a change in learner engagement and attention with 

coaching dramatically reducing behaviour problems. Classroom management skills align with 

school improvement goals based on a safe and supportive learning environment. This research 

thereby finds support for classroom management as one of the major themes that should be 

targeted within coaching programmes aimed at both teaching quality and learner benefits. 

The other advantage is in planning, delivering and managing the curriculum. Research has 

proved that through coaching, teachers can design effective curricula by ensuring instructional 

content meets the standards of education (Burleigh et al., 2022). Coaching by educational 

psychologists empowers teachers to plan curricula, hence being able to set clear goals and 

design well-organised lesson plans with appropriate materials. Educational psychologists 

coach teachers on curriculum planning, further empowering them to set clear objectives and 

design organised lesson plans with proper materials. In the view of the participants, coaching 

would help them deliver quality and engaging instruction tailored to meet diverse learner needs. 

This structured approach to curriculum delivery directly improves educational outcomes by 

assuring that every learner receives rigorous and relevant instruction. 

Furthermore, coaching helps teachers develop curriculum leadership skills; thus, their teaching 

becomes systematic and exciting. It would provide teachers with instructional plans aligned 

with district standards and learning goals through feedback from educational psychologists. 

According to Meng (2023), there are positive learning environments for learners that bring 

success with quality instructional standards. Coaching supports continued reflection on 

instructional practices, and therefore, teachers can keep up with the best practices and 

overcome barriers in teaching, including anxiety and social challenge (Erdemir & Yeĸil­ēnar, 
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2021). This research highlighted the role of coaching in curriculum planning and management 

support to enhance the quality of education and, eventually, learnersô achievements. 

The research theoretically adds to the knowledge of classroom management by demonstrating 

how coaching may dynamically support teachers in developing effective classrooms.  

More traditional approaches to classroom management typically rely on techniques designed 

to control learner behaviour. This research suggests that coaching, under the guidance of 

educational psychologists, provides tailor-made support and feedback for teachers to develop 

classroom management skills relevant to their situations. This could also imply that classroom 

management theories should be expanded to include the benefit of coaching over time to keep 

on fine-tuning these skills. 

A novel insight from the study is that coaching positively impacts learner behaviour and 

classroom culture. Unlike traditional views of classroom management as a fixed set of 

techniques, this research presents it as a dynamic process that can be continuously improved 

through targeted coaching. This perspective opens new possibilities for understanding how 

coaching supports teachers facing diverse and challenging classroom contexts. The findings 

suggest that schools and districts could adopt coaching as one of the valuable tools in 

professional development on classroom management, extending support to teachers in the 

continuous development of strategies on behaviour management, leading to a positive class 

culture and increasing learner engagement. 

Future research should show whether findings apply in other settings where classroom 

demographics and resources vary. This should help specify further coaching strategies for an 

increasing number of classroom situations. The present research went one step further: it 

demonstrated that classroom management is not a static field but a process that may be 

promoted by specific coaching if placed within teacher development programmes. The method 

enables educators to obtain the support they require in managing classrooms without 

disciplinary problems and guarantees a conducive learning environment. 

Data from this research aligns with existing literature that considers classroom management as 

the foundation for creating a positive learning environment that supports learner success. Like 

previous research, these findings highlight how coaching interventions, led by educational 

psychologists, help teachers implement proactive management strategies that reduce 

disruptions and foster conducive learning environments (Knight, 2009; Guskey, 2000). The 

research confirms that effective classroom management enhances learner engagement and 
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academic performance and supports school improvement goals by promoting stability and 

supportive learning conditions. 

However, this research differs from traditional literature in its conceptualisation of classroom 

management that is not a fixed skill set but a dynamic, evolving process.  

The evidence from the research indicates that coaching, mainly when guided by educational 

psychologists, provides ongoing feedback that helps teachers continually refine their 

management skills. This approach contrasts with earlier views that often treated classroom 

management as a skill acquired in training. While this study epitomises the practical value of 

coaching in managing classroom behaviour, it also brings to light some gaps in the probable 

challenges teachers face in applying these strategies in more diverse or under-resourced 

classrooms that future research should address. 

Such findings are accommodated nicely within theoretical frameworks emphasising continued 

teacher development through guided learning, such as Vygotsky's (1978) social constructivism, 

in which educational psychologists act as "more knowledgeable others" to provide support 

(Burleigh et al., 2022, p. 3). From this perspective, classroom management is framed as a skill 

developed through reflective practice and feedback, supported by coaching. The study assumes 

that educational psychologists can be critical in enabling teachers actively to manage behaviour 

and create positive learning environments through focused feedback aligned with experiential 

learning theories. 

These results align with the National Policy Framework for Teacher Education and 

Development in South Africa (2011-2025), where classroom management is ranked as one of 

the critical aspects in the development of teachers. The policy encourages coaching as an 

essential aspect of professional development and further cements the belief that good classroom 

management skills are achieved through continued feedback and reflection. The study aligns 

with this policy, highlighting educational psychologists' roles in guiding teachers through 

curriculum planning and fostering supportive classroom cultures that enhance learning (Policy 

on Organisation, 2013). 

The Revised Strategic Plan of the Department of Basic Education (2020 - 2024) stresses that 

stable, conducive learning environments are essential for educational success that effective 

classroom management can achieve through coaching interventions (DBE, 2001). Coaching 

programmes help teachers address behaviour issues directly, contributing to positive classroom 

cultures and academic achievement. The plan highlights the need for proactive behaviour 
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management strategies, a theme central to this studyôs findings, underscoring coachingôs 

practical effectiveness and theoretical importance in teacher development. In conclusion, the 

study demonstrates that coaching is crucial in enhancing classroom management skills and 

fostering supportive environments that improve learner behaviour and engagement.  

This would incorporate educational psychologists into the coaching programmes, where 

teachers would be given concentrated feedback on further developing positive classroom 

management techniques. The strategy promotes individual teacher improvement and helps 

provide a harmonious and stable educational setting that advances broader policy objectives of 

continued betterment in teaching and learning. 

6.2.2. Educational coaching as an ideal intervention strategy for professional teacher 

development  

Educational coaching is arguably one of the best strategies for professional teacher 

development. It fosters an atmosphere of reflective practice in teachers. Coaching advises 

teachers to reflect on their teaching practices, identify areas where change may be necessary, 

and determine how to implement it. This then places one on the road to continuous professional 

growth and development. Another benefit of educational coaching is that it continuously 

provides support and accountability since it is done in sporadic professional development 

programmes. It, therefore, affords the teachers constant fountains of tools and advice necessary 

to apply new strategies and practices; prevents stagnation and supports the continuous growth 

of teachers. The second reason is that educational coaching enhances the growth mindset of the 

teachers and helps them improve and develop continuously towards professional success in the 

long run. This theme discusses the sub-themes that emerged concerning the use of coaching as 

an ideal intervention strategy for professional teacher development that includes the support 

services of the schooling system, data analysis on coaching intervention and soft skills and 

leadership developments. Research confirms that long-term use of coaching frameworks 

promotes increased competency retention, diversity in instruction approaches and continuous 

development (Ryan & Deci, 2017; Kraft et al., 2018). Including a discussion of the value of 

longitudinal studies in tracking long-term coaching programmes' impact on teacher 

performance and learner achievement would add value to the study's conclusions. Future 

studies could assess whether teachers who have participated in coaching programmes sustain 

the use of acquired strategies and whether such programmes produce measurable 

improvements in learner achievement over a long period (Molaudzi, 2021; Maddock & 

Maroun, 2018). 
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6.2.2.1. Support services of the schooling system 

The study highlights the importance of educational support services for coaching to be 

implemented effectively as a professional development strategy.  

As illustrated, coaching incorporates services such as special education, counselling and 

professional development, where educational psychologists coordinate these services to 

support teachers and learners. Participants noted that coaching enables collaboration between 

psychologists and teachers to develop individualised education plans (IEPs) for learners with 

special needs, ensuring that all learners receive tailored academic and social support. 

Integrating support services through coaching addresses teacher well-being and professional 

growth. Coaching supports the development of beginning teachers, reduces burnout and helps 

foster professional growth by combining mentorship programmes with instructional models 

(Boer, 2023). Respondents appreciated comprehensive support, viewing it as creating a positive 

school culture and advancing teaching and learning. Therefore, coaching was well aligned with 

the available support services, making interventions more targeted and holistic. Educational 

psychologists support teachers in navigating these resources and offer emotional support and 

reinforcement of instructional practices (Duan, 2023). This integration points to the need to 

embed support services within coaching programmes to create a supportive educational 

environment. 

The findings added to the theoretical perspectives of school support services by demonstrating 

how coaching, facilitated by educational psychologists, enhances these services' effectiveness. 

Traditionally, support services were perceived as detached from teachers' direct instructional 

activities. This research suggests that coaching creates a more cohesive support structure and 

may move theoretical support services in schools towards recognising coaching as an avenue 

through which schools could integrate and maximise them for the school community. What is 

innovative about this study is the central role of educational psychologists in coordinating the 

different support available within schools. This holistic approach ensures that support reaches 

teachers and is effective, blending with initiatives in teacher development. This opens the way 

for further study on how integrated support within coaching frameworks could improve 

educational outcomes for all learners, especially those needing specialist support. 

These findings carry several practical implications, such as the possibility of improving 

coordination between teachers and providers of support services through coaching. It is worth 

noting that educational psychologists can cooperate with teachers to ensure that learners with 
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special needs have appropriate IEPs and support them academically and socially. Due to the 

close relationship of coaching with support services, future research should be targeted towards 

exploring ways support services might be institutionalised within teacher development 

programmes. 

Investigating how coaching works in different educational settings may sharpen strategies for 

optimising support services to benefit teachers and learners. This research contributes to the 

knowledge of how to improve support services in schools through coaching, especially when 

educational psychologists are leading these services. The findings indicate that support services 

are not isolated; instead, they should be part of continuous teacher training through coaching. 

A more expansive school development vision would view support services and teacher 

development as mutually serving learner success. Much more research in the future will be 

needed to determine how these findings generalise to other educational settings and the long-

term impacts of wraparound support on learner achievement and well-being. 

These findings are supported by relevant literature on the role of coaching in service 

coordination, including special education, counselling and professional growth. The evidence, 

such as that found in the study by Boer (2023), indicates that coaching positively impacts 

teacher well-being and professional development, thereby preventing burnout and closing the 

gap in skills development. Data analysis showed that coaching aided teachers in managing 

stress and improving instructional practices through integrated services. Educational 

psychologists guide teachers through a support system that includes creating IEPs for learners 

with special needs and ensures coaching addresses academic and emotional needs. 

The current research introduced new insights that expand the literature. It emphasises the role 

of educational psychologists in coordinating support services to create a cohesive support 

structure for teachers and learners. This integrated approach would suggest that theories related 

to school support services may need updating to consider coaching as a crucial means of 

maximising service effectiveness. While traditional perspectives often treat support services as 

separate from instructional activities, this studyôs findings advocate for a more integrated 

model, with coaching as a bridge to enhance these servicesô practical impact. Moreover, future 

research could address potential challenges in implementing such integrated services, 

particularly in resource-limited schools to sustain effective coaching in diverse educational 

environments. 
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The theoretical framework for coaching and support service integration closely follows models 

focused on holistic teacher development. In educational psychology, theories emphasise the 

necessity of continuous and individualised support that coaching provides with the integration 

of special education, counselling and mentorship.  

This research confirmed these theoretical views in that educational psychologists ensure the 

coaching interventions are comprehensive and targeted. Teachers can improve instructional 

techniques and emotional resilience, fostering a supportive learning environment. This 

approach expands the traditional view of support services by emphasising their role in a 

continuous, context-specific professional growth model rather than as isolated resources. The 

findings emphasise integrated support services as essential to enhancing coaching within 

professional development frameworks. The National Policy Framework for Teacher Education 

and Development underscores continuous teacher development as crucial that aligns with this 

research findings. Integrating support services like special education, counselling and 

mentorship within coaching enhances teacher well-being and learner success. Interventions 

become comprehensive if educational psychologists provide coordinated support to teachers 

and students. 

Integrating these coaching support services brings important implications for education policy 

and practice. In line with this, the Revised Strategic Plan 2020 - 2024 highlights the need for 

holistic teacher development plans to address learners' academic and psychological needs 

(Department of Basic Education, 2020). This study epitomises the integration of an educational 

psychologist in coaching to enhance service coordination, specifically for learners requiring 

individualised education programmes to promote inclusive education. This holistic coaching 

approach underpins the strategic objective of improving the quality of teaching by ensuring 

that all the support services are well coordinated within teacher development (Department of 

Basic Education, 2020). This study illustrates the importance of integrated support services in 

conducting effective coaching for teacher development. Through the facilitation of a 

collaborative approach with educational psychologists, coaching enhances the coordination of 

resources to meet the needs of teachers and learners. This integrated model supports individual 

teaching practices and contributes to a holistic, constructive educational environment for 

broader educational goals towards continuing teacher and learner success. 
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6.2.2.2. Data analysis on coaching intervention  

Data analysis is crucial in effective coaching interventions as it equips teachers to make data-

informed instructional decisions. This research underscores how educational psychologists 

guide teachers through data collection, analysis and interpretation, helping them apply insights 

to improve teaching strategies and meet learner needs. By providing tools for analysing learner 

performance, teachers can identify areas for improvement, aligning with school improvement 

plans that emphasise data-driven strategies.  

Using data helps promote accountability and improvement, where teachers can confidently 

monitor and adjust their instructional methods based on evidence to improve learning 

outcomes.  

Coaching in this study has provided teachers with the skills in both formative and summative 

data analysis and supported continuing insight into learner progress. Using data to guide 

interventions has improved teachersô effectiveness, echoing findings by Reddy et al. (2020) 

who indicate that data-informed coaching positively impacts instructional and behaviour 

management practices. By focusing on data analysis, schools establish a culture of 

accountability that promotes continuous professional growth and effective teaching practices. 

They could also help the teacher overcome challenges in translating learner progress into 

individualised instruction by emphasising integrating data analysis into coaching programmes 

as the central approach to teacher development. 

This could also impact the educational theory regarding school support services. Traditionally 

kept apart from direct instructional activities, these school services are increasingly integrated 

with coaching interventions under one umbrella to provide cohesive support for enhancing 

teaching effectiveness. This may mean that the theoretical approaches to educational coaching 

should be more premised on data analysis as a structured, evidence-based approach integrating 

feedback with quantitative insights. This should only strengthen the role of educational 

psychologists in facilitating data analysis, empowering teachers to become reflective 

practitioners who refine their methods in response to learner needs. The research equally 

emphasised data analysis as an empowering process that would allow teachers, on their own, 

to reflect and improve their practices. In this respect, this positions data as a transformative 

educational tool for enhancing the impact of coaching interventions. Coaching programmes 

can be helpful in schools and districts by integrating data analysis, thus providing teachers with 

clarity on their progress and areas of improvement. This approach makes teachers accountable, 
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where teachers will be given explicit feedback on where they are and where they need to grow. 

The importance of data-driven coaching lies in achieving effective teaching practices and 

improved learning outcomes. This structured framework supports decision-making and could 

further a culture of data in schools. Coaching in schools has been combined with data analysis, 

enabling teachers to make informed, impactful instructional decisions that foster professional 

growth. More research is likely to determine how data-driven coaching impacts a variety of 

educational settings and helps to reduce resource limitations in many underfunded schools. 

The findings are consistent with the existing literature on the benefits of data-driven coaching 

in improving teaching practices. Studies such as that by Reddy et al. (2020) show that data 

enables teachers to make informed instructional decisions that lead to improved learner 

outcomes.  

Both summative and formative assessments monitor learner progress, allowing for targeted 

instructional strategies. This alignment with existing research supports the need for data-driven 

coaching in teacher professional development. However, this study differs from traditional 

literature by emphasising educational psychologists' unique role as facilitators of data-driven 

coaching. Unlike approaches focused on anecdotal feedback, this research outlines how 

psychologists use data to help teachers. It thus brings into the limelight a resource gap, 

particularly for less-resourced schools, pointing out the need for future research into the more 

widespread application of data-driven coaching. 

The findings expand existing theories on data-driven coaching by positioning data analysis as 

a central component of effective coaching. Traditional coaching models often relied on 

qualitative feedback; however, this studyôs structured approach indicates that data enhances 

coaching efficacy. This view is supported by Reddy et al. (2020), who postulate that data-driven 

decision-making improves instructional practice. The current research extends past theory by 

including educational psychologists, thus showing that psychologists facilitate data 

interpretation and strengthen teachers' reflective use of data. This approach, therefore, infers 

that structured data analysis in coaching drives meaningful instructional changes and enhances 

teacher development and learner outcomes. These research findings have critical practical 

implications for data-driven coaching, noting how data analysis helps teachers refine their 

instructional strategies. Reddy et al. (2020) note that data-driven insights allow teachers to 

apply targeted strategies that precisely meet the needs of learners. Moreover, support in data 

analysis by educational psychologists enhances accountability, promotes teacher professional 
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development, and ensures that progress is continually monitored. The change of methodology 

confirms the requirement to increase data-driven coaching in professional development 

programmes and is also included in the teacher education policy framework of South Africa 

(Department of Basic Education, 2020). Much more research is needed to evaluate these 

interventions in diverse educational settings, including resource-poor schools, to maximise the 

benefits arising from data-driven coaching. 

Data-driven coaching fosters a culture of accountability and continuous improvement among 

teachers. Visscher (2021) supports data-informed decision-making, affirming the studyôs 

emphasis on the role of educational psychologists in promoting reflective practices. Integrating 

data analysis into coaching programmes shifts coaching from qualitative feedback to an 

evidence-based approach, enhancing schoolsô capacity for effective professional development.  

These findings suggest that educational districts should incorporate data-driven coaching more 

comprehensively in teacher training to improve teacher performance and support better 

educational outcomes across diverse contexts. This research highlights the gap between theory 

and practice, showing how educational psychologistsô involvement in data-driven coaching can 

enhance instructional practices. Psychologists help teachers refine their methods and address 

specific academic needs by facilitating data analysis. These findings advocate for more schools 

prioritising data-based coaching and fostering environments where data guides teaching 

methods for sustainable teacher and learner success. Expanding this data-driven framework in 

professional development initiatives aligns with current South African teacher education policy 

goals, promoting a practical and transformative approach to coaching in education.   

6.2.2.3. Soft skills and leadership development 

Coaching interventions focusing on soft skills and leadership development are essential for 

teachers' growth. This study demonstrates that coaching enhances teachersô communication, 

collaboration, problem-solving skills and skills that are crucial for teaching and leadership. 

Coaching and professional development activities for educational psychologists should 

specifically focus on addressing these areas. Participants reported that coaching improved their 

leadership and prepared them to take on more responsibilities. Developing soft skills leads to 

good relationships with colleagues, and learners and parents, hence a positive school 

environment that allows for continuous improvement in line with school improvement goals. 

This research is relevant in that it shows coaching equips teachers with confidence and 

competence to lead professional learning communities and to mentor peers. It agrees with 
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Oberholzer and Boyle (2023) where it has been noted that coaching builds confident 

practitioners of future leaders. In this case, educational psychologists will take a lead role in 

guiding goal setting, facilitating reflective discussion and feedback. Daly et al. (2023) 

demonstrate that the tacit knowledge of the mentor could have an impact on coaching 

effectiveness. Hence, there is a need for systematic development of leadership in coaching. A 

focus on soft skills and leadership leads to a collegial teaching approach.  

Thus, reflective thinking nurtures both self-direction and intellectual skills. Jabasheva et al. 

(2024) observed that through coaching, teachers were empowered to share knowledge, hence 

improving continuing learning that sustains the idea that integrating soft skills and leadership 

into coaching strengthens educational outcomes. 

These findings contribute to professional development theory by extending coaching from a 

traditional focus on subject knowledge and instructional techniques to soft skills and 

leadership. The research underscores that coaching is essential for developing skills that are 

key to effective teaching and leadership. The results implied that professional development 

theories need to adopt a holistic approach in which the focus would be the integration of soft 

skills and leadership. One of the most critical findings of this research is how little leadership 

development coaching occurs outside of classroom management. Few studies address 

coachingôs role in empowering teachers to assume school leadership. By focusing on soft skills 

and leadership, educational psychologists can boost teachersô confidence and competencies, 

enabling them to lead professional communities and mentor peers, and contribute positively to 

school environments. This insight points to coaching as a strategic tool for developing 

leadership potential in the teaching workforce. In the actual sense, schools and districts should 

look to coaching programmes that explicitly develop teachers' soft skills and leadership; 

through this, teachers should be empowered to drive change and foster a collaborative culture 

of support in schools.  

This study underlines the vital link between coaching, soft skills and leadership, suggesting 

much more research is needed to define and support coaching. Further studies should establish 

whether these findings hold in other school contexts and learner demographics to provide a 

better understanding of effective coaching. This research significantly adds to the literature on 

the role of coaching, especially with educational psychologists, in developing teachersô soft 

skills and leadership. Findings suggested that professional development should prioritise these 

areas to enhance personal growth and school effectiveness. Over time, coaching could become 
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a systematic part of school leadership initiatives, equipping teachers with skills to lead and 

inspire positive change. Further research could utilise findings in more varied educational 

settings and explore the long-term effects of coaching on leadership and school improvement. 

The research is, therefore, in line with the existing literature on coaching in developing soft 

skills and leadership among teachers.  

Oberholzer and Boyle (2023) found that coaching builds confidence and leadership; this study 

also found its support in improving communication, collaboration and problem-solving. The 

study stresses the importance of supportive environments where teachers can grow as leaders, 

mentor others, and lead learning communities. These findings echo Jabasheva et al. (2021) 

view that coaching empowers teachers to share knowledge and foster continuous learning.  

While traditional literature emphasises instructional improvement, this research highlights 

coachingôs distinct role in leadership development. Differences also emerged in comparison 

with broader literature. Traditional professional development models emphasise instructional 

techniques, often neglecting leadership skills. This research highlights coaching's role in 

leadership cultivation, mainly when guided by educational psychologists. Additionally, the 

research revealed a gap in understanding specific mechanisms for leadership development, as 

literature such as Banwell et al. (2020) often focuses on mentorship without detailing how 

coaching supports leadership. This underscores the need for further exploration into coaching 

processes that foster leadership, especially across diverse educational contexts. 

The findings align with theories of professional development that emphasise continuous 

improvement and reflective practice, especially for soft skills and leadership. This supports 

transformational leadership theory, conceptualising leaders as growth and empowerment 

agents. Skills fundamental to shared leadership models, such as communication, collaboration 

and problem-solving are nurtured through coaching interventions. Furthermore, adult learning 

theory suggests that effective learning occurs with autonomy and reflection, something 

coaching facilitates. The involvement of educational psychologists in goal setting and feedback 

gives a psychological dimension to professional development. Leadership is a matter of 

emotional intelligence and self-management, besides managerial skills. The findings call for a 

holistic approach towards professional development, including soft skills and leadership as 

essential for school improvement. 

The result underlines valuable coaching interventions in enhancing teachers' professional 

growth concerning leadership qualities, including communication, collaboration and problem-
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solving. These competencies are relevant to contemporary educational environments, where 

teachers often take leadership within learning communities (SACE 2021). The integration of 

coaching into professional development underpins strategic goals by the Department of Basic 

Education since it emphasises leadership and personal growth as major school performance 

drivers (DBE, 2020).  

This is in line with the 2024 Action Plan that calls for leadership development to drive 

continuous improvement and shared leadership in schools (DBE, 2020). Individual growth in 

coaching provides a collaborative school culture in which teachers support one another in 

driving change in a positive direction. These findings suggest expanding traditional 

professional development models to include leadership development.  

Coaching interventions by educational psychologists bridge this gap, empowering teachers to 

take on leadership within their schools. Boyle and Oberholzer (2023) observed that supportive 

environments enable teachers to reflect, lead and build learning communities. This research 

favoured the structured inclusion of soft skills in education planning, equipping teachers with 

the means to significantly contribute to school success (Mouton & Malumbete, 2023). Research 

in leadership development through coaching should be an ongoing activity, especially in 

diverse contexts with various resources at their disposal. 

6.2.3. Peer coaching and communities of practice in promoting teacher professional 

development support 

The research identified critical strategies educational psychologists use in coaching, focusing 

on data-driven coaching, individualised plans and a strengths-based approach. Based on learner 

performance and classroom dynamics, data-driven coaching targets specific areas for impactful 

change. The individualised coaching plan is developed collaboratively with teachers to meet 

their unique needs, making the coaching practical and relevant. A strengths-based approach 

emphasises teachersô successes rather than weaknesses, fostering a positive, relationship-

centred coaching dynamic. Peer coaching and communities of practice emerged as critical 

strategies for promoting professional development and collective learning. This research 

established that coaching encourages teachers to participate in peer coaching and communities 

of practice that contribute towards collaborative learning and instructional improvement. 

Educational psychologists can lead these collaborative efforts so that teachers learn from one 

another and improve their instructional practices. The teachers reported that coaching provided 
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opportunities to observe, get feedback and share best practices ς the road to constant 

improvement and support for one anotherôs growth. 

Communities of practice within coaching promote shared responsibility and a sense of 

belonging among teachers. These communities offer a safe space for teachers to share 

challenges and successes, contributing to a culture of collaboration and shared leadership 

aligned with school improvement goals.  

Incorporating peer coaching and communities of practice into coaching programmes supports 

teachersô professional development and fosters a reflective teaching environment. Digital tools, 

as suggested by Karatsiori et al. (2021), can further enhance these communities by facilitating 

online collaboration and reflective practice. Another essential element addressed by coaching 

is the onboarding and socialisation of newly qualified teachers. The research indicated that 

coaching assists new teachers in transitioning smoothly into the profession, equipping them 

with the skills needed for successful practice. Educational psychologists provide guidance and 

mentorship to help new teachers grow into their roles, particularly in classroom management, 

curriculum delivery and instructional strategies. Coaching helps new teachers build confidence 

and competence, ultimately improving teaching practice and learning outcomes. 

Coaching provides newly qualified teachers with a sense of belonging and professional identity. 

It helps them network with colleagues and integrate into the school community, creating a 

support system to navigate their new roles' challenges. Lontoh (2021) notes a link between self-

awareness and professionalism but not between belonging and professionalism, suggesting that 

coachingôs impact on new teachersô sense of belonging warrants further exploration. Overall, 

this onboarding and socialisation approach aligns with professional development programmes 

to support teachers throughout their careers. The studyôs findings contribute to teacher 

professional development theory by emphasising peer coaching and communities of practice. 

Traditional models rely heavily on external training, often lacking opportunities for 

collaborative learning within school communities. This study shows that peer coaching, and 

communities of practice offer sustainable, contextually relevant professional development by 

drawing on teachers' collective expertise. These insights suggest that professional development 

theories should incorporate collaborative peer-driven approaches. 

Peer coaching and communities of practice are ways in which teacher growth can be fostered, 

and a culture of continuous improvement can be created. Through peer coaching and 

community practices, teachers design instructional strategies, share good practices and 
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problem-solve together. This peer-driven professional development contributes to resilient and 

adaptive school communities. The findings have significant practical implications, pointing out 

that peer coaching and communities of practice should become central issues in educational 

development programmes at both school and district levels. This approach leads to 

collaborative, supportive teaching environments where teachers feel empowered to develop 

professionally but, at the same time, support their colleagues.  

The approach is close to professional development, where the needs and contexts of schools 

are linked closely to enhance the quality of teaching and learning results. Future research 

should also investigate whether these findings can be generalised to other types of school and 

educational system. The study demonstrates that peer coaching and communities of practice 

can effectively support teachers' professional development. By providing continuous support 

and resources, these models enable teachers to engage in mutual learning and leadership.  

This approach has broader implications, encouraging schools to adopt peer-driven professional 

development that enhances teaching quality and community support. Future research should 

investigate how these practices impact teaching effectiveness and learning outcomes in diverse 

contexts. The study and literature emphasise peer coaching and communities of practice as 

essential for continuous professional development. This study aligns with Weitzel and Blank 

(2020) who underscore the importance of peer-driven strategies for sharing best practices and 

collaboratively improving instructional methods. The collaborative culture promoted by peer 

coaching supports professional growth, fostering shared responsibility for learner success. This 

view aligns with Miller et al. (2019) who highlight the importance of professional relationships 

and collective efficacy in enhancing educational outcomes. 

However, there are differences between the research findings and the literature. While this 

study highlights the positive impact of educational psychologists in facilitating peer coaching, 

Lontoh (2021) suggests a weaker link between professional belonging and these methodsô 

effectiveness. Additionally, literature often limits peer coaching to pedagogical content 

(Weitzel & Blank, 2020), whereas this study shows its broader application in providing 

emotional and psychological support for holistic teacher development. A gap in the data 

concerns peer coachingôs adaptability to teachersô different career stages, indicating a need for 

nuanced coaching strategies. The findings on peer coaching and communities of practice align 

with several theoretical frameworks on collaborative learning. For instance, the research 

reflects Lave and Wengerôs Communities of Practice theory (1991), emphasising learning 
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through social participation. It also supports Vygotskyôs social constructivist theory (1978), 

where learning is facilitated through interaction with more knowledgeable peers. Banduraôs 

social learning theory (1986) also applies, as peer coaching enables teachers to observe and 

model one anotherôs practices. Educational psychologists create spaces for feedback and 

reflection, enhancing collective efficacy in the school community and ultimately improving 

learning outcomes. 

The findings suggest that peer coaching and practice communities are vital for teacher 

development. Collaboration allows teachers to enhance their pedagogical skills through data-

driven coaching and individualised plans that emphasise teachersô strengths. This approach 

aligns with policies that promote continuous professional development and collaborative 

learning in schools (DBE, 2020; SACE, 2020). Peer coaching, guided by educational 

psychologists, provides a supportive environment for reflective practice and sharing best 

practices, contributing to improved teaching outcomes (Miller et al., 2019).  

Implementing peer coaching and communities of practice can help bridge individual teacher 

growth and broader goals, such as enhancing learner performance and curriculum delivery. 

This supports the goals of South Africaôs National Development Plan 2024 and the Integrated 

Strategic Planning Framework for Teacher Education that prioritises ongoing teacher 

development. These findings highlight that peer coaching and communities of practice can play 

a crucial role in improving teaching quality and learning outcomes across varied educational 

contexts. 

6.2.4. Professional standards in professional teacher development  

The research underscored the critical role of coaching in teachers' professional development, 

particularly in setting and reinforcing professional standards. Coaching helps teachers 

comprehend these standards, fostering a culture of continuous improvement and accountability. 

Participants reported that coaching clarified professional standards and improved their 

application in classroom practices. Constant feedback from educational psychologists aligns 

teachersô practices with these standards, ultimately enhancing education quality and benefiting 

learners. Teachers who meet or exceed standards strengthen their commitment to growth, 

building a culture of accountability within schools. Coaching aligned with professional 

standards also encourages teachers to take responsibility for their development and 

commitment to excellence. Barnes (2019) explains that although teachers broadly expressed 

enthusiasm toward new standards, they rarely used them as a reflection tool other than 
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immediately following formal evaluations. Integrating standards into coaching programmes 

underpins development goals and raises the quality of education, fostering lifelong learning. In 

coaching, teachers emphasise standards to improve learning outcomes (Call, 2018). The 

findings show that standards-focused coaching programmes are vital for teacher growth and 

improvement of education. 

The current literature identifies growing prominence for digital coaching platforms and 

artificial intelligence tools supporting teacher professional development. Several digital 

coaching frameworks, such as AI-powered feedback tools and virtual coaching sessions have 

been successfully incorporated into teacher training programmes worldwide, enhancing access 

and personalised learning experiences (Van Nieuwerburgh & Barr, 2017; Wang, 2012). To 

extend this investigation, the researchers should explore whether such technological tools have 

been incorporated into coaching programmes under investigation and suggest their future use 

in overcoming logistical obstacles.  

Integrating digital tools can extend access to coaching interventions and enhance real-time 

instruction for teachers, most notably in economically disadvantaged regions (Shams, 2023). 

Challenges to implementing coaching in professional development include resource 

constraints, as coaching requires funding for training, ongoing support and time allocation. 

With adequate resources, implementing and sustaining coaching programmes becomes easier. 

Additionally, school leadership plays a vital role; teachers may struggle to integrate coaching 

into their routines without principal or school board support. A supportive school culture 

valuing professional development is essential, as teachers benefit most in environments 

encouraging continuous learning. Coaching fosters awareness, accountability and ownership 

of teachersô professional growth. Lofthouse (2018) notes that coaching helps teachers manage 

professional challenges and deepens their understanding of the instructional impact on learners. 

Through data-driven feedback, coaching encourages teachers to identify their strengths and 

areas for improvement. Educational psychologists provide consistent guidance, helping 

teachers set professional goals and take responsibility for their growth (Wang, 2023). This 

reflective process promotes continuous learning and improvement, creating a culture of growth 

(Lubbe & Botha, 2020). 

Participants also reported that coaching fostered a growth mindset, helping them view 

challenges as learning opportunities. This notion supports ongoing development, leading to 

improved teaching practices and learning outcomes. Coachingôs alignment with professional 
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goals underscores that awareness, accountability and ownership are fundamental to effective 

teacher development. Any successful coaching programme must prioritise these aspects to 

enhance educational outcomes. The studyôs findings contribute to theories on professional 

standards in teacher development, especially regarding the role of educational psychologists in 

helping teachers meet these standards.  

Traditional development methods, like workshops, have focused on building skills and 

knowledge but lacked continuous support. Incorporating coaching into professional 

development ensures ongoing feedback, aligning teachersô practices with standards. These 

insights suggest modifying current theories to emphasise coachingôs role in sustaining 

professional standards in daily teaching. 

A key finding was that coaching enables teachers to internalise and apply standards in practice. 

Educational psychologists clarify these standards and provide continuous support, helping 

teachers meet and exceed expectations and positively impacting learning outcomes.  

This process highlights the importance of translating standards into actionable teaching 

practices through sustained support. The research implies that schools and districts should 

embed coaching within professional development programmes to help teachers meet standards. 

Coaching provides regular feedback, enabling teachers to refine their methods and improve 

teaching quality and learning outcomes. This approach instils responsibility, encouraging 

teachers to understand and strive for standards. Given the strong connection between coaching 

and professional standards adherence, further research could explore coachingôs role across 

diverse educational settings and its adaptability to schools with varying resource levels. This 

research expands research on educational psychologists' role in helping teachers adhere to 

standards. Professional development should emphasise coaching, ensuring that teachers 

understand and apply standards effectively in daily practice. Schools may adopt coaching-

centred models for professional development, with continuous feedback as a critical support. 

Further research could examine the generalisability of these findings and coaching's long-term 

impact on standards adherence and learning outcomes.  

The research is aligne with the literature highlighting coachingôs role in helping teachers adhere 

to and exceed standards, improving learning outcomes and supporting growth. Research by 

Lofthouse (2018) and Call (2018) shows that coaching fosters accountability and ownership, 

promoting educational excellence. Educational psychologists play a vital role by offering 

continuous feedback and ensuring teachersô alignment with professional standards. This 
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research and related literature suggest that coaching leads to internalising standards, providing 

teachers with skills essential for growth. However, differences exist in how this research and 

existing literature approach standards integration in practice. While Barnes (2019) found that 

teachers were positive about new standards but primarily used them for formal evaluations, 

participants in this study demonstrated a deeper integration of standards facilitated by coaching. 

This distinction may reflect the role of educational psychologists, who provide targeted 

feedback to help teachers apply abstract standards. Future research should explore coachingôs 

long-term effects on professional standards adherence across various educational contexts. 

These findings align with theoretical models accentuating coachingôs role in professional 

development. Models of continuous learning stress that coaching, primarily when facilitated 

by educational psychologists, helps teachers internalise and apply standards. Ongoing 

feedback, reflective practice and guidance ensure that standards are sustained in daily teaching. 

This supports theories suggesting that continuous coaching fosters accountability, ownership 

and improved learning outcomes.  

The study shows how teachers, supported by educational psychologists, meet and exceed 

standards, promoting excellence and continuous improvement. In conclusion, coaching is 

essential for aligning teachersô practices with standards, fostering continuous professional 

growth and enhancing educational outcomes. Through regular coaching sessions, teachers gain 

clarity on standards and how to implement them effectively. This feedback loop strengthens 

teachersô understanding, motivates reflection and encourages improvement, creating a culture 

of excellence. These findings support broader educational goals, such as those outlined in South 

Africaôs Action Plan to 2024. 

6.2.4.1. Improved monitoring and evaluation of performance and interventions  

This research identified coaching as one of the key interventions in teacher professional 

development, focusing on enhancing the monitoring and evaluation of teaching practices and 

learning outcomes. Coaching enables teachers to acquire skills that evaluate instructional 

methods and intervention effects for learning. The role of educational psychologists is to 

provide continuous support, allowing teachers to improve their practice. In turn, participants 

realised that coaching equipped them with formative and summative assessment tools to 

monitor progress in adjusting strategies to realise enhanced learning outcomes. Monitoring and 

evaluation within the scope of coaching make the teaching fraternity stand in a culture of 

accountability and continuous improvement. Participants further shared that coaching 
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facilitated data-driven instructional decisions, fostering commitment to growth and improved 

learning outcomes. The findings suggest that monitoring and evaluation within coaching 

programmes enhances teacher development and instils reflective and data-centred teaching. 

 

Coaching also nurtures a collaborative learning environment where teachers share knowledge 

and best practices. Participants noted that coaching facilitated peer coaching and communities 

of practice whereby teachers could collaborate to refine techniques and troubleshoot learner 

needs. This approach affords a sense of professional networks and dialogues that lead to a 

collective vision of how teaching and learning can improve. Teachers reported that coaching 

provided a safe space for an open conversation about strengths and weaknesses that supported 

professional and collaborative growth. Aligned with professional development, coaching 

enhances a peaceful teaching community. The research highlights that collaborative learning 

through coaching integrates teachers' growth and educational outcomes.  

 

Educational psychologists could contribute by developing supportive environments where 

teachers could reflect on their practices and use data for growth. Many participants commented 

that coaching increased their confidence when analysing learner performance data, leading to 

focused and impactful teaching interventions. 

One significant finding is that coaching enables teachers to adopt a common language and 

framework for discussing instructional strategies, thus enhancing collaboration. Research by 

Ben-Peretz et al. (2018) suggests that a shared vocabulary supports professional dialogue and 

continuous learning. Participants confirmed that coaching helped establish a common 

understanding of key educational concepts, making collaborative efforts more effective. The 

shared language developed enables deep conversations about teaching practices, learning and 

professional growth. Coaching also leads to a collaborative professional development model, 

where leadership is shared. Indeed, participants noted that coaching increased professional 

relationships and productive conversations among teachers about how to work together to 

achieve a vision for improvement in teaching. Coaching develops a collaborative learning 

community of teachers committed to continuous improvement, a common language, and 

standard practices that support teacher development and better learning outcomes. 
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It, therefore, contributes to the theoretical understanding of educational monitoring and 

evaluation through how coaching, guided by educational psychologists, transforms these 

processes into ongoing developmental tools. Whereas traditional views on monitoring and 

evaluation consist of periodic assessments, this research shows how coaching has made it 

continuous, helping teachers adjust almost in real-time.  

Continuous improvement through data-driven feedback so that the teachers themselves may 

track performance and make changes promptly is supported by coaching. The latter approach 

holds more profound implications for the practice of education. Using schools and districts, 

coaching could be mixed with monitoring systems to develop adaptive performance 

management. Feedback would allow teachers to refine strategies towards building an 

improvement culture via accountability. Coaching, as it were, appears to enhance the processes 

of monitoring and assessment; however, further research would be needed to determine the 

degree to which such findings would generalise to schools with varied resources. 

The research expands the role of educational psychologists in supporting teachersô adherence 

to professional standards. Effective professional development should incorporate coaching to 

help teachers consistently understand and apply standards in practice.  

A coaching-centred development approach, with ongoing feedback, helps teachers meet and 

exceed standards. In this line, research could apply these findings to other educational contexts 

and check how coaching impacts teacher performance and, therefore, learner achievement over 

time. This would reinforce the literature on the responsibility of coaching in accountability and 

growth in teaching, as initially supported through research by Lofthouse (2018) and Call (2018) 

in reinforcing professional responsibility led by educational psychologists. This study, like the 

literature, indicated that coaching internalises the standards into the teachers' skills for their 

improvement and professional development. However, the current research adds that coaching 

transforms monitoring and evaluation into formative, ongoing tools, a perspective less 

emphasised in previous research. 

The findings are consistent with professional development theories that advocate for 

continuous and formative evaluations, especially with coaching by educational psychologists; 

real-time feedback enables teachers to refine their methods without waiting for any formal 

assessment, a fact supported by reflective practice theories whereby teachers are continuously 

assessing and refining their teaching. These frameworks may include daily monitoring as part 

and parcel of coaching, fostering continuous improvement in line with the aims of education. 
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Coaching sustains professional development over time through reinforcement of effective 

monitoring and evaluation. Constant assessment and feedback, according to DBE 2020, are 

called for to bring improvement to education. Coaching integrates formative and summative 

assessments, thus allowing teachers to change the methods whenever needed; it builds a data-

driven teaching workforce committed to growth and accountability. 

Coaching also creates a collaborative learning community where teachers collectively improve 

teaching approaches. Coaching has managed to create a collaborative learning community 

where teachers collectively learn from one another through improving approaches towards 

teaching. The strategy also aligns with the DBE emphasis on professional learning 

communities that are considered a vital lever for teacher development. By promoting shared 

leadership, coaching ensures that teachers enter a dialogue, reflect on practice and adopt a 

unified approach to teaching. Collaborative accountability for student achievement aligns with 

key policy frameworks, such as those outlined by the Education Labour Relations Council. The 

ELRC (2003) underscores the value of teamwork in enhancing educational quality, noting that 

coaching enables teachers to strengthen both personal and group capabilities, ultimately 

helping to align instructional practices with established learning goals. 

Coaching is now inculcated into teacher professional development, given that this practice 

enhances monitoring and evaluation for continuous improvement. It provides direct feedback 

to educators and a roadmap for making informed decisions to adjust their teaching to improve 

learner achievement. This formative support supports individual development in building a 

collaborative community focused on data-informed teaching to contribute towards the broader 

goals of education for sustained improvement. 

6.3.  Proposed coaching intervention framework for professional teacher development 

The Coaching Framework for Teacher Development provides a structured, responsive 

approach to improving teacher effectiveness and learner outcomes by integrating key 

theoretical models compiled by the researcher. By addressing interconnected variables that are 

the barriers to implementation, performance impact, opportunities for improvement and 

enabling factors, the framework promotes a holistic coaching system adaptable to educational 

needs. Barriers like resource limitations and leadership commitment can hinder coaching, but 

when addressed, coaching effectiveness and teacher performance improve significantly, 

supporting learner success. Opportunities for improvement, such as individualised coaching 

and data-driven strategies, provide targeted support that meets specific teacher needs while 
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enabling factors, like alignment with school improvement plans and continuous feedback, 

foster ongoing growth. Integrating Desimoneôs Framework, the GROW Model, Biggsôs 3P 

Model, and the Global Framework for Coaching in Education ensures the frameworkôs 

adaptability and coherence.  

This combination encourages reflection, skill development and alignment with broader 

educational goals, making coaching a powerful tool for advancing effective teaching across 

diverse educational contexts. Figure 6.2 presents the proposed coaching intervention 

framework for professional teacher development. 

Figure 6.2: Coaching intervention framework for professional teacher development  

 

Source: A conceptual framework derived from the study findings 

Figure 6.2 is the Coaching Framework for Teacher Development that outlines a structured 

approach to teacher professional growth through interconnected variables to foster improved 

instructional practices, increased learning, and supportive professional environments.  

 

In this framework, the core variables, barriers to implementation, impact on performance, 

opportunities for improvement and success factors enabling change are interlinked dynamically 

and underpin every single component with theoretical models. The result is that coaching 

interventions are holistic, context-specific and consonant with broader educational goals. 

6.3.1. Inter-relationship among framework variables with theoretical integration 

6.3.1.1. Barriers to implementation 

Fundamental barriers related to resource constraints, leadership commitment and a supportive 

school culture determine the accessibility of coaching programmes and their successes. In 

attempting to overcome such obstacles, coherence in professional development, where 

activities are aligned with school goals and policies, becomes vital according to Desimone's 

framework (Desimone, 2009). The leadership commitment ensures that coaching goals are 

aligned with school improvement plans that are part of school culture. Indeed, the Global 

Framework for Coaching in Education underpins this focus by emphasising the need for 

context-specific coaching practices that respect the unique needs and challenges of each 

educational setting. At this stage, such barriers can be addressed, and schools can create an 

environment where teachers can engage meaningfully with coaching processes without the 

impediment of resource constraints or misaligned goals (Hadar & Brody, 2020). The limited 

available resources also lead, unsurprisingly, to inadequate funds to hire expert coaches and 
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purchase the materials and training necessary for instructional support. The solution involves 

schools and policymakers finding the means for alternative funding: public-private 

partnerships or grants from educational foundations. Knight (2009) notes that the inter-school 

sharing of resources in a district reduces the severity of financial constraints. In addition, cost-

free online tools can bring coaching closer to all regions and all segments without diminishing 

its quality. 

A further key to effective coaching is leadership commitment and active support for universal 

coaching by school leaders overseeing professional development to ensure that the coaching 

opportunity is duly aligned with school priorities and improvement plans. According to 

Lochmiller (2021), when leaders are staunch supporters of coaching, provide time and 

resources, and recognise teachers for coaching participation, a climate of trust and 

collaboration is developed. This commitment enhances teacher buy-in and ensures that 

coaching is sustained over time, even amidst competing demands. Developing a supportive 

school culture is equally essential for coaching programmes to succeed.  

Schools characterised as sites of continuous learning and professional development support 

teachers freely to join in the coaching experience without the burden of judgment or fear of 

failure. Seligman and Csikszentmihalyi (2000) believe that such a culture harbours the 

development of psychosocial safety, encourages reflective practice and celebrates small 

progress. When teachers feel valued and supported, they are more likely fully to engage in the 

coaching and bring the applied strategies to the classrooms. 

Besides, the already existing systemic inequities in resource allocation further exacerbate the 

difficulties posed by coaching programmes in poorly resourced schools. A study by Darling-

Hammond et al. (2017) indicates that schools in poor areas lack the infrastructure and financing 

for supporting regular coaching interventions. Policymakers should strive to lessen these 

inadequacies and assign more priorities to the distribution of resources to ensure that all schools 

have the foundational tools for supporting professional development programmes. In this, 

stakeholders from outside the school, including educational NGOs and community 

organisations, are not insignificant in bridging resource gaps and helping needy schools (Hadar 

& Brody, 2020). 

Another significant barrier is that there has been no synchronisation of coaching goals with the 

current existing teacher evaluation systems. Where coaching is perceived as being a tool of 

punitive evaluation rather than developmental growth, such an environment cascades into 
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teacher participation only. Guskey (2000) points out that the purpose of coaching must be 

clearly and collaboratively reached with teachers in mind; only then can it become a source of 

instructional improvement. Schools can lessen this problem by developing coaching 

programmes independently of formalised observation and providing them with professional 

development opportunities. Furthermore, the absence of a coherent policy guiding coaching in 

the educational field has presented a key barrier to standardisation and accountability in teacher 

development programmes (Kotze et al., 2019). As coaching practice in America and Europe 

generally operates under well-established legal and ethical frameworks (Van Nieuwerburgh et 

al., 2018), extending such a discussion to assess to what level South African policies enable 

and hinder coaching programmes should make the practice implications of the study even more 

helpful. Mapping out gaps in policy and investigating avenues for educational psychologists' 

integration into coaching structures could produce significant guidance for academic leaders 

and policymakers (Piper & Zuilkowski, 2015). 

Technology in coaching programmes can play a transformative part in overcoming resource 

constraints and logistics. Coaching intervention implements the help of these means to become 

global and scalable: video-conferencing tools, AI-driven feedback mechanisms, and so on. 

According to Van Nieuwerburgh et al. (2018), virtual coaching models are effective in contexts 

where geographical and financial barriers limit in-person support. With this innovative 

solution, schools can achieve greater parity in access to coaching programmes where success 

can be achieved even in various challenging circumstances. 

6.3.1.2. Impact on performance 

One of the aims of this study is to improve teacher and learner performance. Since the coaching 

programmes create a collaborative learning setting, they result in improved classroom practice, 

creating better learner engagement that finally leads to improved academic outcomes. This 

interrelationship is informed directly by Biggs's 3P (Presage-Process-Product) Model, where 

the teacher's presage (experience, knowledge and values) impacts the process (classroom 

practices modified through coaching) and the product (learning outcomes). Through such 

feedback loops, the teacher refines instruction and, through this process, solidifies the learning 

experience itself (Biggs, 1996). This is supported further by the GROW model, where goal 

setting, reality assessment, options exploration and the way forward provide structure to 

coaching interactions, reinforcing reflection and improvement. Teachers set target goals for 

instructional improvement, assess their current practice, and search options to improve it, 
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creating a cycle of professional development that directly benefits the learner in terms of 

engagement and academic success (Kisi, 2023). 

The critical relevance of integrating these models in coaching programmes is apparent in 

settings characterised by systemic educational challenges. For example, in an underperforming 

school, coaching practices should be guided by Biggs's 3P model so that teacher improvement 

can be linked to results measured tangibly, such as increased learning by more learners. 

According to Desimone (2009), this firmly establishes that setting up feedback loops for 

consistent instructional refinement should be built on a clear structure at the heart of a culture 

of continuous professional growth. In addition, the GROW model inculcates action planning, 

thereby providing a clear road map for moving teachers from a domain of reflective practice to 

tangible instructional enhancements. For example, Lochmiller (2021) maintains that coaching 

structures, including GROW, assist teachers in working through specific classroom issues, such 

as low learner participation or differentiated instruction.  

By systematically considering the options and answering questions about what to do, teachers 

should learn those skills and achieve the confidence to implement sustainable changes in their 

practice. 

The feedback loops create accountability and ownership among the teachers. Involving the 

teachers in setting their goals and celebrating their progress imply they are more likely to 

internalise the changes and sustain them for longer. According to Guskey (2000), this cyclical 

process of goal setting, reflection and improvement means that professional development 

efforts translate into meaningful classroom changes for the benefit of learners. It has been noted 

that the interactions between coaching and learning outcomes necessitate incorporating 

evidence-based models. Programmes designed with models like Biggs's 3P and GROW for 

coaching enhance individual teachers' performance, thereby creating an atmosphere of 

excellence at school level. Coaching, as an element of professional development, affects 

outcomes at the broader institutional level, contributing to more extraordinary 

accomplishments in aggregate measures of learner achievement and school success. 

Lastly, coaching models support a structured means of responding to diverse learning 

environments while being inclusive across all schools. Coaching informs the adaptation of 

GROW and Biggs's 3P models for teachers to be more responsive to varied learner needs in 

schools with mixed multilingual and multicultural contexts.  Knight (2009) supports the idea 

that coaching promotes the rise of flexible teaching approaches that can better address diverse 
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learning styles and cultural contexts. These policies ensure equal access to quality education 

and pay off with far better results for all groups. 

Furthermore, coaching interventions encourage teachers to use innovative methods of 

curriculum transaction, such as instructional technologies and collaborative learning 

techniques. According to Darling-Hammond et al. (2017), teachers who have been coached are 

more likely to be seen implementing learner-centred approaches and using digital instruments 

adequately within classes. These innovations not only enhance the learnersô engagement but 

also arm them for future contingencies in a fast-changing world. In conclusion, coaching 

programmes have an impact that reaches beyond the immediately visible improvements in the 

classroom. They encourage reflective practices, allow for accountability support, and nurture 

innovation. In a significant way, frameworks like Biggs's 3P and the GROW model are 

instrumental in improving teacher performance and, by extension, learning outcomes in the 

long run within educational systems. 

6.3.1.3. Opportunities for improvement 

This framework identifies individualised coaching plans, data-driven strategies and peer 

coaching as pivotal opportunities for advancing coaching effectiveness. Individualised plans, 

tailored to meet each teacherôs unique classroom challenges, allow teachers to address specific 

learning needs effectively. DeSimoneôs principle of active learning supports this individualised 

approach that encourages teachers to engage directly in hands-on, practice-based learning 

within their specific contexts (Desimone & Pak, 2017). Data-driven strategies connect with the 

Global Frameworkôs emphasis on accountability and measurement, ensuring that coaching 

interventions are informed by real-time data and learning assessments, aligning with school-

wide goals for measurable improvement. Moreover, peer coaching and communities of practice 

cultivate collaborative environments where teachers can share insights and strategies, as 

encouraged by Biggsôs process stage, emphasising experiential learning and shared knowledge 

within professional learning communities (Biggs, 1996). 

There is a focus on individualised coaching plans that make interventions relevant and practical 

for the specific teaching environment of each teacher. In focusing on targeted support, coaching 

effectively addresses the challenges teachers face in their classrooms, such as managing mixed-

ability groups or integrating inclusive teaching practices. According to Lochmiller (2021), 

personalised coaching improves classroom management and raises teachers' confidence in 

adopting innovative instructional strategies. This principle of contextual relevance is consistent 
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with what has been highlighted above, where it is underscored that professional development 

must be tailor-made to address the peculiar needs of both educators and learners. 

Effectiveness hinges on the data-driven nature of these coaching frameworks. Integrating tools 

like performance metrics, learner assessment results, and observational feedback into coaching 

interventions make it more focused and results-oriented. Guskey (2000) indicates that 

educators can use real-time data to determine the immediate impact of coaching and make the 

necessary changes in practice. This practice creates a culture of accountability in which the 

teachers and coaches hold themselves to measurable results within the organisation's set targets. 

Peer coaching and communities of practice bring a different level of value to the framework as 

they nurture a sense of collaboration and shared professional development. Sharing ideas and 

practices, observing one anotherôs classrooms and reflecting together benefit the teachers. In 

these collaborative settings, according to Hadar and Brody (2020), teachers' motivation and 

commitment to the continuous betterment of the teaching craft is raised.  

This type of peer coaching perfectly mirrors the process stage in Biggs's development of 

effective teaching practices through experiential learning and professional interactions. In this 

way, shared learning experiences develop a support system beyond the formal coaching 

sessions. 

Moreover, some areas in which this improvement can be technologically integrated will 

increase the effectiveness of the coaching process. Virtual coaching platforms and AI-driven 

feedback systems make individual coaching plans and data-driven strategies more accessible 

and scalable. For example, Van Nieuwerburgh et al. (2018) point out how technology makes 

real-time coaching possible. Teachers in remote areas or schools in under-resourced 

environments may, therefore, get support equivalent to that received by peers in better-funded 

schools, owing to the possibility of tracing and analysing continually specific performance 

metrics and using this knowledge to tune coaching interventions immediately. 

In addition, online collaborative professional development platforms enable teachers to interact 

with colleagues from other schools or regions, share best practices, and bring diverse 

perspectives. As such, according to Darling-Hammond et al. (2017), this nature of cross-

contextual learning breeds innovation and deepens professional growth since educators become 

exposed to a wider variety of strategies and solutions. All in all, combining individualised 

coaching plans, data-driven strategies and peer coaching provides a strong framework for 

practice improvement in teaching. These can be further improved by using technology and 
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exploring the expanded possibilities of collaboration so that coaching programmes become 

more inclusive, impactful and sustainable. These enhancements will better prepare teachers to 

handle the new challenges each day brings in today's diverse educational contexts. 

6.3.1.4. Enabling success factors 

The coaching framework is enabled by a few success factors, such as being integrated into 

school improvement plans, continuous data analysis and ongoing feedback loops. It allows 

schools to align coaching goals with broader institutional goals, ensuring coherence across 

professional development activities, a strong tenet of the Desimone Framework. Integration 

into school improvement plans builds a supportive infrastructure that empowers teachers 

meaningfully to engage in coaching, knowing their efforts are recognised as a collective goal 

(Desimone, 2009). Strongly connected to this are the final stages of the GROW Model, where 

reviewing progress and implementing the next steps are essential. In taking regular feedback, 

teachers can refine their practices iteratively to make sustained improvements over time.  

This dynamic also supports Biggs's Product stage, where the results, improved learning and 

teacher capability are regularly measured, so specifically targeted changes can be made to meet 

changing needs (Mai et al., 2024). 

Ultimately, the Coaching Framework for Teacher Development weaves together multiple 

theoretical perspectives to build a comprehensive teacher and learner improvement system. By 

addressing barriers and aligning with established frameworks like DeSimoneôs and Biggsôs 3P 

Model, the framework ensures coherence and relevance in professional development. The 

GROW Model provides a structured approach for iterative teacher reflection and goal-setting, 

while the Global Frameworkôs emphasis on context-specific strategies reinforces flexibility and 

adaptability within diverse educational environments. These interconnected variables create a 

sustainable pathway for continuous teacher development, directly impacting instructional 

quality and learning outcomes. One of the other enabling factors for this framework is the 

underlying commitment to leadership at all school system levels. As Lochmiller (2021) points 

out, it is evident from research that there needs to be leadership that sets the tone for any 

professional development. Through active support of coaching programmes, school leaders 

make available resources, time for coaching sessions and a general setting conducive to 

continuous learning. It also makes coaching a part of the culture, rather than just an isolated 

programme by nature of its design, with clear implications for establishing long-term 

sustainability. 
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Moreover, technology is a support mechanism for increasing the accessibility and scalability 

of this coaching framework. Digital platforms allow real-time feedback loops and continuous 

data analysis even in resource-constrained settings. For example, AI-driven tools can analyse 

teaching practices and provide coaches and teachers with actionable insights, hence the process 

becomes so much more efficient and targeted. Research by Van Nieuwerburgh et al. (2018) 

emphasises that such tools have the transformative potential for coaching interventions to 

increase their reach and impact, especially in underserved schools. The second critical success 

factor is about creating collaboration through peer coaching and professional learning 

communities. Hadar and Brody (2020) argue that through such collaborative practices, there is 

a shared sense of accountability and motivation among teachers. This helps them share 

experiences, exchange ideas, and sometimes even co-develop strategies for everyday 

challenges. Such a process would also increase individual teachers' performance and strengthen 

the whole school's professional capacity. 

Lastly, adding cultural and contextual sensitivity ensures that this framework is relevant to all 

educational settings. This framework, in its very purpose and aim, could be adapted according 

to the different needs and challenges of the school or region to address structural inequities in 

teacher development. Darling-Hammond et al. (2017) call for professional development 

frameworks that are highly attuned to local contexts so that they can make sense of teachers' 

lived experiences and priorities. This coaching framework has been thriving since it is well 

integrated into the institutional goals, is adaptable to the local context, and relies on regular 

feedback and collaboration. By embedding these enabling factors, the framework ensures 

professional development initiatives are both impactful and sustainable, finally leading to 

improvement in instructional practices and learner achievement. 

6.4. Chapter summary  

This chapter evaluated coaching as an effective method for teacher development, highlighting 

its impact on enhancing teaching practices, improving learner outcomes, and driving overall 

school improvement. It explored the opportunities and challenges associated with introducing 

coaching to schools in Gauteng, emphasising the critical role of educational psychologists 

throughout the process. Findings have revealed that coaching interventions led by educational 

psychologists significantly support teachersô professional growth by addressing key areas such 

as classroom management, curriculum planning and managing learner behavioural issues. 

Additionally, educational psychologists are instrumental in implementing and sustaining 
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coaching initiatives, providing ongoing support that enhances teacher confidence and improves 

classroom dynamics. 

The chapter outlined coaching's benefits, including fostering teacher self-awareness, 

accountability, and developing a shared professional language. It emphasised how coaching 

creates a supportive environment for continuous growth, encouraging teachers to engage in 

data-driven discussions, peer coaching and collaborative learning through communities of 

practice. These interventions equip teachers with advanced instructional techniques and 

improved strategies for behavioural management, ultimately benefitting learner engagement 

and academic performance. The paragraph concludes by underscoring that integrating 

educational psychology with coaching strengthens professional development initiatives. The 

study calls for further refinement of coaching models to embed psychological principles for 

lasting impacts on teacher autonomy, instructional quality and learner success.  

The following chapter synthesises the findings, outlines key contributions of this study, and 

presents actionable recommendations for educational psychologists to enhance coaching 

practices as a targeted professional development strategy for teachers. 

 

 

 

 

 

CHAPTER 7: CONCLUSION AND RECOMMENDATIONS 

Figure 7.1 below presents an overview of Chapter 7 

Figure 7.1: Graphic presentation of chapter 7 
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7.1.  Introduction  

This research explored critical contributions educational psychologists could make towards 

coaching as a targeted professional development intervention for teachers in the Gauteng 

province of South Africa. It focused on how educational psychologists might address 

challenges related to institutional support and resources through personalised, context-specific 

coaching strategies. The researcher explored how coaching contributed to identifying and 

assessing teachers' development needs, designing tailored coaching interventions, fostering 

collaborative working relationships within school communities, and promoting continuous 

professional growth. By investigating those facets, the research aimed to show how educational 
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psychologist-led coaching influences teacher performance, classroom management and 

learning outcomes. Finally, this study endeavoured to provide perspectives on the broader 

ramifications of coaching led by educational psychologists as a sustainable model to develop 

teacher efficacy and improve quality within diverse and continuously evolving educational 

contexts. 

7.2. Summary of previous chapters  

7.2.1. Chapter 1 

Chapter 1 of this study examined the critical role played by educational psychologists in school 

staff development in the Gauteng province, specifically through coaching interventions. The 

chapter emphasised teacher development and proposed a coaching model with psychological 

interventions for enhancing teacher effectiveness and the educational environment. The 

investigation examined educational psychologists' methodologies in evaluating teacher 

requirements, creating individualised interventions, and developing collaboration partnerships 

in educational environments. To bridge gaps in current scholarship, the research incorporated 

psychological aspects often overlooked in coaching, such as strategies for supporting 

instructors in balancing instruction requirements with the emotionally taxing character of work. 

Adopting a qualitative approach, information was gathered through interviews with 

educational psychologists, school leaders, teachers and focus groups. These methodologies 

shed light on obstacles and benefits involved in coaching facilitated through psychologists, its 

alignment with institution improvement aims, and its contribution towards educational 

performance.  

Moreover, the chapter stressed the importance of taking contextual concerns, such as the 

availability of resources and specific requirements of educational settings, into consideration 

in a manner that makes coaching interventions relevant and effective in a range of settings.  

7.2.2. Chapter 2 

Chapter 2 critically analysed the literature concerning educational psychologists' role in local 

and international teacher development. Coaching in education, initiated in the 1970s and 1980s, 

developed into a powerful tool for teacher performance improvement. Chapter 2 examined 

South African educational psychology's governing legislative and regulative frameworks, 

focusing on the role of the Health Professions Council of South Africa (HPCSA) in maintaining 

ethical and professional standards. These standards ensure that educational psychologists' 

contribution adheres to constitutional values such as equality, non-discrimination and access to 
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education. In the review of worldwide trends in coaching, the researcher outlined European 

approaches, with a strong bias towards inclusive and participatory methodologies, and 

contrasted them with American approaches, with an orientation to measured output, evidence-

based interventions, and performance statistics. In South African and African settings, 

resource-related constraints pose significant barriers; nevertheless, studies confirm coaching 

effectiveness in developing teacher competencies and learner outcomes. In addition, Chapter 2 

examined theoretical frameworks such as Biggs's 3P model and GROW model, providing a 

systemic view of coaching impact in terms of professional development. In conclusion, Chapter 

2 placed coaching in its role as a catalyst for transformation, combining best practice 

worldwide, regulated practice, and theoretical frameworks, and in so doing, emphasised 

educational psychologists' critical role in South African schools and academic settings. 

7.2.3. Chapter 3 

Chapter 3 provided the conceptual framework that guided this study in the role of an 

educational psychologist in coaching teacher development. The first section identified gaps in 

previous research, highlighting the need for further investigation into the role of educational 

psychologists in coaching in South African schools. This aligns with the increasing demand for 

coaching approaches that are context-sensitive and tailored to foster teacher development, 

ultimately aiming to impact learning outcomes positively. This chapter introduced the Global 

Framework for Coaching in Education that was developed to ensure a standardised approach 

to coaching in all educational establishments.  

Many psychological theories underpin the Global Framework, including Carl Rogers' Person-

Centred Approach, Bandura's Self-Efficacy Theory, and Ryan and Deci's Self-Determination 

Theory. These theories underline empathy, self-belief, autonomy, and resilience as supportive 

ways to coach teachers. The framework was designed based on four portals: learner success 

and well-being, educational leadership, community engagement, and professional practice. 

Each portal may be considered an entry point through which the coaching intervention is 

conducted to cooperate with teachers, learners, parents and other community members. The 

chapter connected the theoretical insights to the research questions that guided this study, 

examining how educational psychologists contribute to coaching in the complex South African 

education context. It explored their role in facilitating professional development through 

evidence-based strategies tailored to fit various educational settings  
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7.2.4. Chapter 4  

Chapter 4 outlined the methodology used in this study on the role of educational psychologists 

in coaching for teacher development. Anchored in a subjective epistemology and located within 

an interpretivist paradigm, this research adopted the theoretical frameworks in a 

phenomenological research design. It focused on capturing the lived experiences of educational 

psychologists, teachers, principals and subject advisors in the Gauteng province of South 

Africa. This qualitative approach was appropriate for studying the perceptions of the 

participants and the challenges they faced. The study used focus groups, semi-structured 

interviews, document analysis, and triangulation to bring credibility and depth to the data 

collection process. In addition, the research employed an explanatory case study approach to 

investigate causal relationships and situational contingencies influencing coaching 

interventions. The method allowed a close examination of the process and rationale through 

which coaching programmes influence teacher development through a structured yet emergent 

data collection and analysis process. The participants were selected through a purposive 

sampling strategy, with predetermined inclusion criteria emphasising their direct involvement 

in coaching practices. A total of 30 participants, representing diverse educational roles, were 

selected to ensure a balanced perspective. The data was analysed using Braun and Clarkeôs 

(2006) thematic analysis that facilitated identifying, coding and categorising data patterns.  The 

rights of participants were safeguarded through informed consent, confidentiality and measures 

to prevent potential harm. This methodological framework lent credibility to the research, 

ensuring its trustworthiness and providing valid insights into how educational psychologists 

can contribute to teacher development  

7.2.5. Chapter 5 

Chapter 5 presented the results related to the study on the role of educational psychologists in 

coaching for teacher development in Gauteng province. The findings highlight that, within the 

scope of this study, educational psychologists play a significant role in teacher development by 

identifying teachersô needs, creating targeted coaching interventions, and fostering 

collaborative relationships. Educational psychologists' observation, feedback and assessment 

make the coaching process data-driven and continuously adaptive to individual school 

contexts. Continuous professional development can be further emphasised by increasing 

classroom motivation and engagement, adding to classroom management skills. Some 

challenges that may arise that educational psychologists should be aware of, including 

resistance to innovation and teacher burnout, need to be considered through continued support. 
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Coaching engenders a collaborative culture among teachers through which knowledge is shared 

and colleagues learn from one another in ways that enhance instruction to benefit learners. 

Determining coaching practice constraints, time, and cultural considerations is the final aspect. 

For the current research, it highlights institutional support and adjustment to the conditions of 

the existing schools. In summary, Chapter 5 indicated that coaching by educational 

psychologists supports teachers in their skill development and enhances learning. This 

positions coaching as an effective intervention for continuous professional growth and school 

improvement.  

7.2.6. Chapter 6 

Chapter 6 summarised the findings on the effectiveness and limits of coaching by educational 

psychologists in teacher development. It explained how, as critical facilitators in teacher 

development through evidence-based and contextualised coaching, educational psychologists 

can address teachers' specific needs to improve competence in classroom management, 

instructional quality and learner engagement. The chapter provides insight into how this type 

of coaching develops a collaborative culture in schools to learn from one another and share 

best practices among teachers. It also addresses solutions to challenges likely to affect coaching 

efficacy, especially resource constraints, disparities in institutional support, and other logistical 

challenges. It emphasises how consistent resources and strong institutional support are 

crucibles for sustainable coaching. It makes clear the need to be culturally sensitive and 

inclusive in an environment of diversity-rich teaching, where coaching strategies are to be 

attuned to the socio-cultural dynamics of each school.  

Even with these challenges, the findings indicate great promise for coaching in improving 

teaching practices, reducing teacher burnout, and, finally, improving educational outcomes. 

Lastly, Chapter 6 proves that coaching, as guided by the role of an educational psychologist, is 

a decisive intervention, but its effectiveness depends on school structures that are adaptable 

and supportive.  

7.3. Summary of Findings 

The findings of the research point to various ways educational psychologists play a multi-

faceted role in facilitating teacher development: identification, coaching intervention design 

for contextually specific needs, and creating environments where collaboration may thrive. Its 

contributions have been identified in motivating teachers, classroom management, curriculum 

delivery, and integrating coaching with educational support services for teachers and learners.  
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7.3.1. Research Question 1: What is the role of educational psychologists in coaching as 

a teacher development intervention?  

This study aimed to explore the contributions of educational psychologists to teacher coaching 

in Gauteng province that substantially expands professional teacher development. The findings 

indicate that it is possible for educational psychologists accurately to identify teachers' 

developmental needs through observations and provided feedback and assessments. 

Educational psychologists establish collaborative relationships with teachers and school 

leadership that are distinguished by openness and support. This collaboration is essential to 

align goals with real needs and to build trust for the effectiveness of coaching as an 

intervention. Moreover, educational psychologists support this continuous professional 

development through regular follow-ups, reinforcement of newly learned practices and 

encouragement of teachers to include the learnt skills in their daily activities. This support 

continuously increases instructional quality and teacher accountability. The results underline 

the critical role that educational psychologists play in shaping effective, tailor-made coaching 

interventions, driving teacher growth and improvement in classroom management. Their 

strategic involvement lifts teachers' instructional competencies and engagement, translating 

into better educational outcomes for schools. 

7.3.1.1. Contributions and comparisons with literature 

The role of educational psychologists in coaching, as established in the present research, is 

consistent with existing research findings underlining specialised psychological expertise 

within professional teacher development.  

As has been noted by Van Nieuwerburgh et al. (2018), educational psychologists can bring 

critically essential insights into the cognitive, emotional and behavioural processes that 

underpin effective teaching.  

This is in line with what has been actualised in Gauteng province, where consultation and 

assessment mechanisms by educational psychologists have been fundamental in identifying 

specific development needs related to classroom management skills and differentiated 

instruction techniques. 

The literature strongly supports the findings that educational psychologists help in teacher 

development through observation and feedback. According to Lochmiller (2021), feedback 

mechanisms lie at the core of instructional coaching, where teachers may reflect on their 

practices to change those areas they feel need improvement. The value of feedback resonates 
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with Kraft et al. (2018) who claim that personalised and targeted feedback is one of the most 

powerful tools for improving teaching quality. The ability of educational psychologists to 

contextualise feedback within psychological frameworks adds depth to coaching, allowing 

teachers to understand better how to implement changes effectively. 

Another important finding is that educational psychologists are crucial in establishing 

collaborative relations with teachers and school leaders. Collaborative coaching practices built 

on mutual respect and trust are powerful ways to promote professional development in each 

area (Knight, 2018). This emphasis on openness and support during the present study is present 

in findings by Kotze et al. (2019), in which it is shown that educators are more open to feedback 

and willing to change when working with a coach in a strong partnership. Supported by the 

Self-Determination Theory, as postulated by Ryan and Deci (2017), it is indicated that a need 

to feel related, to be connected and supported is essential in fostering intrinsic motivation. The 

ability of educational psychologists to instigate these collaborative dynamics makes the 

coaching interventions resonate with teachers and respond to their needs. 

This study highlights the importance of follow-ups by educational psychologists to consolidate 

newly acquired practices. As Lofthouse et al. (2010) put it, coaching must be sustained for 

fundamental long-term changes in practice through professional development. With continuing 

support, there is always a possibility that a teacher will regress into earlier ways of acting or 

never fully embed new skills. Through frequent reinforcement and encouragement, educational 

psychologists can help teachers integrate new instructional strategies into their daily practice, 

increasing accountability and improving the quality of instruction. 

The literature is replete with the involvement of educational psychologists in improving 

classroom management and instructional strategies.  

Gu et al. (2017) argue that coaching interventions informed by psychological expertise can 

address challenges, such as learner behaviour management and differentiation for diverse 

learners. This becomes even more valuable in the Gauteng context, where schools face other 

significant challenges, including overcrowded classrooms and diverse learner needs. Schools 

help develop tailor-made responses to these challenges so that educational psychologists can 

help teachers improve learner educational outcomes. The current research thus illustrated that 

educational psychologists offer immense support to teachers regarding two significant factors: 

engagement and accountability. Seligman (2019) points out that psychological well-being is 

essential for teacher motivation and performance. By applying psychological principles, 
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educational psychologists help create a growth mindset in teachers so that they can take charge 

of their professional development. This agrees regarding the study of Darling-Hammond et al. 

(2017) who argue that effective professional development increases teacher commitment and 

accountability, which in turn, impacts learning. 

7.3.1.2. Implications for practice and policy 

The results indicate the required integration of educational psychologists into coaching 

initiatives for teachers within educational structures. The research conducted by Donelly and 

Watkins (2011) demonstrates that effectiveness is significantly improved when psychological 

knowledge is incorporated into coaching structures. This means that with appropriate design, 

the current coaching initiatives across Gauteng province will be considerably more effective 

should educational psychologists be integrated. This will require specialised training of 

educational psychologists to strengthen their coaching capabilities and expand their roles, 

including mentoring school leaders who are critical in sustaining teacher development 

initiatives. 

Including educational psychologists in the coaching frameworks should ensure effectiveness 

in teacher development and address the other systemic issues of teachers, such as burnout and 

low morale. Work done by Seligman and Csikszentmihalyi (2000) highlights the importance 

of Positive Psychology in developing resilience and increasing optimism among teachers. This 

is truer for South Africa, where teachers work with scanty resources. With knowledge to foster 

emotional resilience and motivation, educational psychologists can assist teachers navigate 

these problems for a more enabling teaching and learning environment. 

In addition, integrating evidence-based frameworks into coaching practices ensures that the 

development of teachers becomes holistic and sustainable. The two most critical frameworks 

applied here in the design of coaching interventions in schools that address the holistic needs 

of teachers are the Self-Efficacy Theory (Bandura, 1986) and Self-Determination Theory (Ryan 

& Deci, 2017). Self-efficacy theory focuses on developing teachers' confidence in their ability 

to control the classroom, on innovate teaching strategies, and on overcoming instructional 

challenges. Moreover, Self-Determination Theory concentrates on developing teachers' 

autonomy, competence, and relatedness that are assumed to be central to intrinsic motivation 

and professional growth. Thus, educational psychologists armed with these frameworks can 

connect instructional improvement with teacher well-being, making professional development 

activities both effective and sustainable. 
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Policymakers must consider scaling coaching models that integrate these psychological 

frameworks into professional development programmes. Research by Lochmiller (2021) 

highlights the importance of aligning coaching interventions with instructional goals and 

teachersô emotional well-being. For instance, coaching with reflective practices, collaborative 

work with colleagues, and continued feedback significantly improved teachers' sense of self-

efficacy and job satisfaction (Gu et al., 2017). Educational psychologists can be instrumental 

in encouraging these practices in that they might develop coaching, targeting the specific needs 

and challenges of teacher populations. 

In addition, special training programmes should be provided for educational psychologists to 

equip them with skills for mentoring teachers and school leaders. School leaders are essential 

in creating an enabling environment for teacher development since they oversee the 

implementation of coaching programmes and provide institutional support. As Knight (2009) 

points out, leadership buy-in is needed for professional development to be sustained. Focused 

mentoring of school leaders by educational psychologists can ensure that coaching programmes 

are well integrated into the broader school culture and are not in conflict with institutional 

goals. Lastly, including educational psychologists in coaching frameworks is consistent with 

international best practices. Internationally, two examples are the reflective coaching model 

used in Japan, based on insights from psychology (Hadar & Brody, 2020), and the collaborative 

professional learning communities conducted in the United States (Kurz et al., 2017). If this is 

possible from one framework, especially in South Africa, there would be considerable interest 

in treading a way that could set up a firm coaching system. 

7.3.1.3. Contributions to teacher development and educational outcomes 

This research pointed out that educational psychologists play a significant role in developing 

coaching interventions that effectively deal with both instructional and emotional aspects of 

teaching. Thus, educational psychologists can help teachers identify developmental needs, 

encourage collaboration, and provide continued support to educators in the building of skills 

and confidence necessary to achieve. This holistic approach should not only raise the standard 

of teaching but also improve the educational environment to bring out the best outcome for 

learners. These findings add to the burgeoning body of evidence that supports the integration 

of educational psychologist input into teacher development programmes. Their participation 

will lift instructional competencies, support teacher engagement, and ensure coaching 

interventions tailored to the unique needs of educators and schools. Future research should 
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demonstrate whether these contributions can be scaled to other regions and contexts by further 

examining the transformative power that educational psychologists have within education. 

In identifying and addressing developmental needs, educational psychologists play an 

instrumental role in fostering reflective practice among teachers. Gu et al. (2017) note that 

reflective coaching supports educators in critically assessing their teaching practices, 

identifying areas for improvement, and developing actions tailored to the specific challenges. 

The process empowers teachers to take ownership of their professional growth, which is 

essential for sustained improvements in the quality of teaching. Moreover, educational 

psychologists facilitate teachers to collaborate with one another, creating a culture of peer 

learning and shared responsibility that has been proven to increase teacher efficacy and job 

satisfaction (Lochmiller, 2021). 

Educational psychologists also help support teachers' emotional well-being, which is 

increasingly considered an essential determinant of effective teaching. According to Jennings 

and Greenberg (2009), teachers who feel supported emotionally are likely to be more equipped 

to regulate classroom dynamics, establish good relationships with learners, and manage 

instructional engagement with high levels of intensity. Furthermore, the integration of 

emotional support within coaching interventions is what enables educational psychologists to 

foster resilience in teachers and prevent burnout, something significant for teachers working 

under high-stress conditions, especially those prevalent in an under-resourced school 

environment. 

These findings may contribute to the bourgeoning evidence base pointing towards integrating 

educational psychologistsô input into teacher development programmes that, like those in 

Gauteng province, have enhanced instructional competencies, fostered teacher engagement, 

and ensured that coaching interventions are tailored to meet the unique needs of educators and 

schools. Research by, for example, Knight (2009) has demonstrated how critical it is to tailor 

coaching to teachers' contexts for it to be effective. Educational psychologists, being experts in 

the field of human behaviour and learning processes, are the ones who can best design and 

deliver individualised coaching solutions in this respect. 

Educational psychologistsô effect relates not only to the level of individual teachers but also 

contributes to systemic improvements in education. Their work could assist in developing 

school-wide policies and practices that support a positive learning environment and, partly 

through the institutionalisation of restorative practices, would contribute strategies to resolve 
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conflicts and involve inclusive methods in teaching. The latter should benefit the learners in 

addition to helping educators (Seligman & Csikszentmihalyi, 2000).  

Finally, future research should investigate how these contributions can be scaled up to other 

regions and contexts so that the benefits accruing from including educational psychologist 

input in teacher development programmes are realised widely. The research can also focus on 

the necessary conditions and support structures that any successful intervention in diverse 

educational settings would need. Longitudinal research could also be profitable by looking at 

the long-term effects of educational psychologists' involvement on teacher retention, learner 

outcomes, and schools' general performance. 

7.3.2. Research Question 2 ï What are the presenting opportunities for the use of 

coaching as a teacher development strategy in the Gauteng province?  

The second research objective aimed to determine opportunities for coaching implementation 

as a teacher development strategy in Gauteng province. Three such opportunities emerged from 

this finding: enhancing teachers' competencies, teacher well-being, and technology-enhanced 

professional learning. First, coaching enhances the competencies among teachers through 

effective enactment in soft skills development and its application in practice within the teaching 

environment as well as continuous improvement in instructional strategies. The participants 

identified that coaching for targeted professional development strengthens leadership skills and 

pragmatic teaching methods that benefit teachers and learners by maximising classroom 

effectiveness.  

The second critical function of coaching is related to addressing burnout and teacher well-

being. The participants reiterated that coaching creates an enabling and supportive environment 

whereby teachers unburden their worries to maintain motivation and interest in their roles. It 

also fosters emotional support and reduces the risk of burnout, thus making teaching more 

sustainable. Finally, participants pointed to how technology plays a role in increasing 

professional development through coaching. Coaching using digital means, platforms and tools 

makes training more accessible because teachers can now engage in professional development 

flexibly. The study identified multiple opportunities in coaching for teacher development, 

emphasising that enhancement of skills, well-being support, and technological integration are 

the key areas of contribution to improved teaching practices. 
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7.3.2.1. Opportunities for enhancing teachersô competencies 

The research findings outline the role of coaching in supporting teachers' well-being about 

burnout, stress and emotional resilience. This helps to support research that has acknowledged 

the psychological benefits of coaching in educational settings. Seligman and Csikszentmihalyi 

(2000) posit that coaching based on Positive Psychology helps teachers develop resilience, 

maintain their motivation and handle challenges that accompany the profession effectively. 

Participants in Gauteng referred to coaching as a supportive mechanism where they could share 

their challenges in a non-judgmental environment that helped bring about emotional support 

and reduced feelings of isolation. 

In addition, coaching interventions involving stress management strategies and exercises on 

emotional well-being might make teaching sustainable. For example, teachers who had 

received guidance on managing their workload and professional role balancing reported feeling 

more engaged and satisfied with their jobs. Noltemeyer and Grapin (2021) elaborate on this by 

emphasising the need for emotional well-being to prevent burnout and increase teacher 

retention. With teachers' high workload, and considering that resources are usually in short 

supply, coaching becomes a critical factor towards ensuring teachers' mental well-being for 

sustainable careers. 

Technology integration into coaching has opened new possibilities for professional 

development, especially in resource-constrained settings such as Gauteng schools. The digital 

platforms and tools provide teachers with flexible, on-demand access to coaching resources, 

enabling them to take up professional development at times that suit them.  

This helps particularly with teachers in remote or disadvantaged areas who may not get the 

chance to engage in any coaching at all. They have shown that technology opens possibilities 

for collaboration and learning, such as virtual coaching sessions, online workshops and digital 

resource libraries. This trend is supported by research. According to Lochmiller (2021), 

technology-enhanced coaching might overcome the barriers of geography and logistics, 

making professional development available for a more significant number and scalable. 

Equally, data-driven insights could be used to tailor coaching interventions. For example, 

teacher performance and progress-tracking platforms would empower coaches to give specific 

and targeted feedback and support that would maximise the potential for impact from the 

intervention. 
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The COVID-19 pandemic accelerated the adoption of educational technology and showed how 

it may be used to support transformational professional development practices. The increasing 

infusion of digital tools into teaching and learning at school implies that coaching programmes 

will have to be adjusted by including technology-driven approaches ς for example, using video 

analysis of lesson observations, virtual peer mentoring, or providing interactive training 

modules. These are the innovations that will make coaching effective, hence equipping teachers 

with digital literacy competences that will be indispensable in succeeding in today's smart 

classroom. Findings clearly point to the large possibilities coaching holds for teacher 

development in Gauteng. The gains of improved teacher competencies, teacher well-being, and 

the use of technologies and coaching solve an even greater number of these structural 

challenges teachers face from the region. Personalised, continuous professional development 

focuses on teachers being equipped with the necessary skills for practical instruction and 

supported in maintaining their emotional and mental health. 

This follows global coaching trends, whereby the symbiosis of principles from psychological 

theory with the infusion of technology in practice is gradually recognised as indispensable to 

professional development (Darling-Hammond et al., 2017). The coaching programmes that 

employ these features could bring rich rewards for teachers and their learners in Gauteng 

classrooms. Further, it would help address disparities in professional development 

opportunities across the province by scaling up such initiatives to reach more schools and 

educators. This study highlights the coaching opportunities available in Gauteng, but future 

research could usefully explore how these might be scaled up and sustained over time.  

For instance, it would be relevant to study the long-term effect of technology-enhanced 

coaching on teacher performance and learner outcomes or how coaching models are scaled at 

a level that works with resource-constrained environments. Continued research also needs to 

bring forth essential design considerations for holistic professional development focused on 

teacher well-being. 

7.3.3. Research Question 3 ï What are the perceptions and experiences of Gauteng-

based professional teachers who have received educational coaching as an 

intervention strategy for their development? 

The third objective of this research was to explore the perceptions and experiences of Gauteng-

based teachers who have received educational coaching as a form of professional development. 

The study's main findings indicate that coaching does indeed affect teachers, especially in 
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improving their instructional practices and confidence, as well as in developing professionally. 

Some teacher participants reported improvements in classroom management and curriculum 

planning, crediting these gains to effective coaching interventions by educational 

psychologists. These interventions targeted individual and collective challenges faced by 

teaching community members and were reported to have positive outcomes. Coaching also 

promotes collaboration with peers through peer coaching and communities of practice that are 

collaborative learning settings where teachers commonly share learning and exchange ideas 

relative to teaching practices. Such learning communities are usually mentored by educational 

psychologists and help sustain the culture of continuous improvement; hence, the capacity to 

respond dynamically to learner needs and instructional challenges is supported. Furthermore, 

teachers indicated that regular feedback and reflective practices in the coaching routines enable 

them to be responsible, take professional ownership, and develop a greater awareness of their 

strengths and effective strategies for learners. Overall, the research findings in the current study 

show that educational coaching not only enhances the individual dimensions of teaching skills 

but also strengthens the core mission and goals of institutions through the promotion of 

supportive, reflective and collaborative teaching-learning environments by both teachers and 

learners in the Gauteng province for better educational outcomes. 

Coaching, as a tool for professional development, has considerable merit in enhancing teacher 

competencies since it is oriented both towards instructional practices and, at the same time, 

towards developing teachers' soft skills.  

Much existing research points in this direction by noting that coaching allows teachers to 

develop pedagogical techniques and foster essential skills, such as communication, problem-

solving and adaptability (Kraft et al., 2018). For instance, coaching interventions have been 

useful to teachers in Gauteng regarding issues such as differentiated instruction, classroom 

management and active engagement strategies. These are critical areas to address the divergent 

needs of learners, more so in contexts like Gauteng where classrooms are characteristically 

overpopulated and resources are limited. Lofthouse et al. (2010) show how coaching offers 

reflective practices for teachers to examine their instructional methods critically and make 

evidence-based changes. 

Coaching also opens leadership opportunities for teachers. Many respondents stated that 

coaching brings about confidence and prepares teachers to take on leadership roles in schools, 

such as peer mentoring and leading curriculum implementation projects at school. Knight 
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(2018) calls this the essential characteristic of instructional coaching, explaining that 

empowered teacher leaders can effect lasting changes in school culture and the improvement 

of instructions. Such opportunities are more significant in Gauteng, where fostering teacher 

leadership could help to counter some systemic challenges and thus improve educational 

outcomes in the province. 

These findings align with the broader literature, suggesting that coaching significantly 

influences instructional practices in a positive way. Kraft, Blazar and Hogan (2018) point out 

that coaching is one of the most impactful professional development strategies for improving 

teaching quality. Teachers in Gauteng reported an improvement in their instructional approach, 

attributed to the individualised feedback and tailored strategies suggested by educational 

psychologists during coaching sessions. Moreover, the reported boost in confidence among 

teachers runs parallel to the findings reported by Lofthouse et al. (2010), who argue that 

through coaching, a supportive environment is established "where educators feel motivated to 

experiment and hone their craftò. Many of the coaching interventions in Gauteng integrated 

reflection practices that facilitated teachers' critical assessment of their strengths and areas for 

development. This argues well with the finding by Knight (2019) that highlights that reflective 

coaching aids teachers in exercising control over their professional growth, thereby providing 

a sense of agency and responsibility. 

 

As noted by the participants, improvements in classroom management and curriculum planning 

were quite significant. Teachers described coaching as instrumental in developing strategies to 

handle disruption and all forms of disturbing behaviours in the classroom and developing 

structured lesson plans targeting diverse learner needs.  

The findings are parallel to previous studies, such as that by Gu et al. (2017) that emphasises 

coaching interventions addressing instructional and non-instructional challenges teachers face. 

Educational psychologists, whose background is in behavioural and cognitive psychology, are 

strategically placed to offer teachers the wherewithal needed to create well-disciplined, 

engaging, and highly learner-centred classrooms. In a context as varied and complex as 

Gauteng schools whose learner needs are diverse, and with constraints around the availability 

of resources, curricular planning becomes particularly compelling. Supporting coaching helped 

align teachers' lesson plans with curriculum standards while injecting innovative methods to 
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engage learners. This result is in line with the findings of Lochmiller (2021), where coaching 

supports sustained improvement in curriculum delivery and instructional alignment. 

Teachers in Gauteng attributed this to the role of coaching in establishing collaboration with 

peers through communities of practice and peer coaching initiatives. In such learning 

environments, teachers are allowed to share knowledge, discuss challenges and exchange 

effective teaching strategies with one another. According to Darling-Hammond et al. (2017), 

this professional learning community fosters a culture of shared responsibility for learner 

achievement and continuous improvement among teachers. Mentorship by educational 

psychologists in the communities strengthens the focus on reflective and evidence-based 

practice. Peer collaboration enabled by coaching is thus viewed to allow teachers to increase 

their problem-solving capacities and adjust well to instructional challenges faced, all in line 

with findings that Hordijk et al. (2019) put forward regarding shared learning environments in 

building teacher capacity for innovation in teaching practices. 

It has been noted that regular feedback and reflective practices are at the core of coaching 

interventions. Teachers pointed out that the regular input by the educational psychologists 

allowed them to make incremental improvements in their teaching. Reflection allows one to 

reflect more deeply on oneôs influence on learning and helps the teacher align instructional 

strategies with the learnersô needs. Seligman (2019) observes that in coaching, feedback loops 

are important for educators to monitor their progress and keep motivated to strive after reaching 

their goals.  

Reflective practices cultivate self-awareness in educators where teachers can learn more about 

their strengths and weaknesses. This is in line with the Self-Determination Theory developed 

by Ryan and Deci (2017), where autonomy, competence and relatedness are emphasised in 

fostering intrinsic motivation towards professional development. Through the reflective 

practices, the teachers developed a sense of professional ownership that heightened their 

commitment to continuous improvement. 

These findings suggest that coaching has a role in the development of the individual teacher 

and the institutional mission of creating supportive and collaborative learning environments. 

Education coaching helps teachers apply learner-centred approaches to make learners feel 

valued and supported. This finding is consistent with the study by Van Nieuwerburgh et al. 

(2018) that emphasises the importance of coaching in creating an inclusive and engaging 
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learning environment. Teachers also reported that coaching interventions positively affected 

their relationships with learners, resulting in improved classroom dynamics and better learning 

outcomes. With its focus on instructional strategies and emotional well-being, coaching 

ensures teachers are better prepared to deal with diversity in their learner population. This 

holistic approach strengthens the overall educational environment that aligns with the broader 

goals of education systems to improve equity and quality in learning. 

The findings are significant in showing the transformation that coaching can bring about as a 

strategy for professional development. Added to addressing challenges at schools and teacher 

practice, collaboration, reflection and improving teaching, coaching impacts institutional 

results. The research points towards integrating educational psychologists in coaching 

programmes that focus on tailor-made support for practitioners. The Gauteng province 

education policymakers and leaders should seriously consider policies towards maximising 

access to coaching programmes and their integration into professional development 

frameworks. Alternatively, it would be leveraging technology to scale up coaching initiatives 

that might overcome the resource constraints and provide more teachers with such 

interventions. Future research may demonstrate how these practices can be adapted and 

sustained in different contexts, thus providing more insight into the role of coaching in teacher 

development. 

7.3.4. Research Question 4 ï What are the key strategies an educational psychologist 

uses in conducting coaching, and how beneficial are these strategies?  

The fourth objective focused on the key strategies educational psychologists employ in 

conducting coaching and the benefits of these interventions. Strategies identified for this study 

included reflective practice, targeted feedback action planning driven by data, and relationship-

building with teachers and school leadership. Reflective practice is a vital core strategy in 

which psychologists lead teachers to a self-evaluation process that improves their teaching 

practices.  

The feedback in the programme revolved around the principles of continuity and concreteness, 

thus enabling teachers to make timely adjustments and implement improvements in classroom 

management and learner outcomes. Data-driven methodologies allow psychologists to offer 

interventions at the individual level of each teacher's needs; as a result, coaching becomes 

relevant and practical. Psychologists use classroom and performance data to recommend what 
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teachers can act on immediately to build a continuous improvement cycle. Moreover, trust and 

collaboration are established as a cornerstone of successful coaching. This relational approach 

minimises teacher resistance and thus makes coaching interventions more sustainable. These 

coaching strategies improve teacher confidence, instructional quality, and professional 

development. This study underlined the need for more systematic coaching frameworks that 

would allow educational psychologists to bring together personal and professional 

development in teachers, which, in turn, would be advantageous for promoting school culture 

and improving the performance of learners. 

The study placed reflective practice at the very foundation of coaching. This approach, where 

educational psychologists guide teachers in assessing their teaching methods, is supported by 

research by Knight (2018) who states that reflective practices allow teachers to be introspective 

about their instructional strategies and make deliberate changes. Reflective coaching helps 

teachers identify strengths and areas for growth, leading to a sense of ownership of their 

professional development. Teachers reported that reflective practice had sensitised them to how 

their teaching impacted learning outcomes; it resulted in changes to their practice. Reflective 

practice also helps to sustain improvement because it encourages teachers to continue learning. 

As Lofthouse et al. (2010) indicate, reflective coaching can lead to more profound professional 

development by helping teachers develop the cognitive and emotional resources needed for 

self-directed improvement.  

The study points out how, through the facilitation of reflective sessions by educational 

psychologists, a safe space is created for teachers to explore their challenges and find actionable 

solutions that reinforce their confidence and capability. 

The other prudent strategy realised in this study was targeted feedback. The educational 

psychologists gave timely, specific, and actionable feedback, allowing teachers immediately to 

improve their practice. This is in tandem with the findings of Kraft, Blazar and Hogan (2018), 

where effective feedback is noted as one of the most impactful elements in coaching, yielding 

measurable gains in teaching quality.  

In Gauteng schools, the feedback was more individualised to address the specific needs of each 

teacher on issues such as classroom management, lesson delivery and learner engagement. 

According to the teachers, this personal touch in the feedback gave them clear guidance and 

specific goals, motivating them with a sense of progress. This feedback strategy allowed 
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follow-up sessions to check whether suggestions worked effectively. Lochmiller (2021) 

stresses follow-up in coaching since it would help reinforce accountability and allow one to 

sharpen strategies based on the first results. In this study, the educational psychologists' 

insistence on continuity and support during feedback sessions contributed to a culture of 

continuous improvement among teachers. 

The study demonstrated how educational psychologists can utilise data to inform coaching 

interventions. By examining classroom and performance data, psychologists can identify areas 

where educators might improve and create action plans specific to their needs. This is 

consistent with Darling-Hammond et al. (2017) who claim that data is valuable in developing 

focused and efficient professional development programmes. Teachers in Gauteng reported 

that data-driven coaching made the interventions more relevant and helped track progress over 

time. For instance, information relating to learner performance and the observation of 

classroom activities permitted educational psychologists to raise certain tendencies and 

strategies to address deep-seated problems. For this reason, this form of coaching ensured that 

interventions were practical, measurable, and agreed upon to keep the interventions aligned 

with the broader aims of education. Moreover, the integrated data-driven approaches supported 

the creation of a cycle of continuous improvement. Teachers were encouraged to set specific 

goals using the data provided, implement change, and evaluate the outcome. According to Gus 

key (2000), such an iterative process is instrumental in sustaining teachers' long-term growth 

and improving instructional quality. 

The research underlined that, as a rule, trust and cooperation are the primary keys to the success 

of coaching interventions. Therefore, educational psychologists emphasise building good 

relationships with teachers and school leadership in an open environment of mutual respect. 

This relational approach aligns with research by Knight (2019) who identified trust as one of 

the critical elements for overcoming teacher resistance and developing a favourable attitude 

towards coaching. In Gauteng, the teachers noted that the collaborative nature of coaching 

made them more open to receiving feedback and trying out new strategies.  

This was only possible because the educational psychologists could build solid rapport and 

show empathy towards them, creating a supportive atmosphere where the teachers felt valued 

and understood. This relational approach extended to the school leadership level to ensure 

coaching goals were aligned with institutional objectives. This also manifested in peer 

mentoring and other collaborative team-based learning initiatives. The educational 
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psychologists fostered a culture where teachers shared responsibility for learnersô success and 

were encouraged to collaborate and share best practices. As Hordijk et al. (2019) indicate, a 

collaborative coaching environment builds innovation and deepens professional networks 

within schools. 

The research showed several benefits resulting from the coaching strategies used by 

educational psychologists. One of the frequent responses was increased confidence among 

teachers, where participants pointed out that through coaching, they felt more able and 

motivated to perform their work. This aligns with Ryan and Deciôs (2017) Self-Determination 

Theory that emphasises the role of competence and autonomy in fostering intrinsic motivation. 

Teachers reported higher instructional quality, with coaching enabling them to practise 

effective teaching strategies that increased learner engagement and learning outcomes. Another 

benefit was professional development. Coaching interventions helped not only to respond to 

immediate instructional challenges but also built the skills and mindset of teachers for long-

term growth. This aligns with findings of Van Nieuwerburgh et al. (2018) that state that 

coaching contributes to holistic educator development through personal and professional 

development mergers. 

The research established the requirement for a more systematic coaching framework for 

maximising interventions by educational psychologists. A structured coaching approach 

ensures consistency, scalability and sustainability across schools.  

Policy and educational leaders should adopt evidence-based coaching models, including 

reflective, driven-by-data and relationship-based practices. This should be reinvested in 

professional development to prepare educational psychologists for effective coaching delivery. 

Further training in advanced coaching techniques, data analysis and relationship skills would 

further strengthen educational psychologistsô capacity to support teachers in securing better 

learner outcomes. 

7.3.5. Research Question 5 ï What factors affect the implementation of coaching as an 

intervention for professional teacher development in the Gauteng province? 

The fifth objective of the research aimed to establish factors influencing coaching as a teacher 

development intervention in Gauteng province. The cited essential factors relate to cultural 

sensitivity and the inclusivity and integration of professional standards. The respondents 

expressed a need to respect diversity, a vital component that forms supportive coaching 
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environments whose benefits transcend cultures and contexts. The inclusion of professional 

standards through coaching supported the setting and maintaining of a high educational 

benchmark. Teachers reported that coaching allowed them to surpass these standards, given 

the development plans and continuous feedback tailored to individual needs. Another critical 

factor was the participatory approach in school improvement plans that made relevant and 

responsive coaching interventions according to district objectives. These teachers and school 

leaders contributed to the assessment and adaptation of strategies that were used, fostering 

dynamic improvement processes that addressed specific school needs. The findings indicate 

that considering cultural diversity, professional benchmarks, and active stakeholder feedback, 

the holistic approach is indispensable to effective coaching intervention towards teacher growth 

and improved educational outcomes. 

 

It therefore makes cultural sensitivity a cornerstone for effective coaching interventions, as 

pointed out by respondents who emphasised the need to recognise and respect the diversity of 

the teaching workforce in Gauteng. In a multi-cultural province, coaching practicesô inclusive 

nature would thus be better placed to create supportive environments for professional growth. 

This finding agrees with Hordijk et al. (2019) who underline that culturally responsive 

coaching makes teachers feel trusted and open, thus engaging in-depth with the process. In 

diverse educational contexts like Gauteng, there is a need for cultural sensitivity so that 

coaching interventions are relevant and respectful of different perspectives.  

Darling-Hammond et al. (2017) maintain that culturally inclusive coaching could bridge gaps 

in understanding and communication and promote equity in professional development. In our 

study, respondents noted that when the coaches tailored their approach to fit the teachers' 

cultural and linguistic backgrounds, the usefulness of the interventions was increased; this 

approach benefitted teachers by positively impacting learners by creating a more inclusive 

classroom environment. 

 

A second and perhaps the most critical factor influencing the effectiveness of coaching 

interventions was that professional standards were integrated. Teachers and school leaders 

suggested that coaching provided a framework within which high educational standards could 

be set and maintained. This focus on professional standards aligns with the work by Guskey 

(2000) who articulates that the goals and expectations of any professional development must 

be clearly defined. Respondents said this helped through coaching interventions to meet and 

often exceed the standards by having tailor-made development plans with regular feedback. 
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Professional standards also held instructional quality in schools consistent and thus provided a 

shared vision for educational excellence. Lochmiller (2021) emphasises the role of coaching in 

operationalising professional standards by equipping teachers with the skills and confidence 

necessary to achieve high-performance levels. Moreover, the feedback during the coaching 

sessions played a critical role in helping teachers align their practices with these standards. 

Participants noted that this type of feedback was actionable and grounded in actual classroom 

scenarios, making it easier to implement. This approach aligns with the findings of Kraft et al. 

(2018) who argue that feedback is most effective if it is specific, timely and directly tied to 

professional standards. 

 

The research foregrounded the importance of a participatory approach in school improvement 

plans. Teachers and school leaders reported that active involvement in assessing coaching 

strategies and adaptation engenders a feeling of ownership and accountability. This approach 

renders the coaching interventions relevant and responsive to the needs of schools and 

therefore, sustainable. Evidence in research supports the value of participatory approaches to 

professional development. Knight (2018) points out that when teachers and administrators have 

a hand in shaping the coaching initiatives, it piques their commitment and leads to greater 

engagement. This would allow schools to align coaching interventions with district objectives 

while keeping the unique challenges at the school level.  

In the opinion of the teachers, this collaborative process started a dynamic cycle wherein the 

strategies were being appraised and fine-tuned, using constant feedback. This was strengthened 

because the coaching process included school leaders; with principals and administrators 

actively supporting coaching initiatives, a culture of collaboration for continued improvement 

is cultivated within schools. It is in line with the Lofthouse et al. (2010) study that shows that 

strong leadership support is necessary for coaching to be embedded within school systems due 

to the critical nature of such support for long-term success. 

 

Evidence has shown that coaching interventions should be holistic and customised for 

individuals and institutions. Respondents have indicated that more than a one-size-fits-all 

approach is needed to deal with the divergent challenges teachers in Gauteng face. Coaching 

considers cultural diversity, professional standards and stakeholders' feedback in creating 

meaningful and impactful interventions. A holistic approach ensures that coaching addresses 

both the technical and emotional dimensions of teaching. This would be especially important 

in a context like Gauteng, where the teachers are usually overwhelmed by workload and 
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resource deprivation. Coaching interventions that combine emotional support with 

instructional improvement help build resilience and maintain motivation among teachers. 

Seligman and Csikszentmihalyi (2000) underline the role of Positive Psychology in promoting 

teacher well-being by pointing out that the emotionally supported teacher can better carry out 

their professional duties. 

 

The findings have implications for the design of effective coaching frameworks. Firstly, the 

coaching programmes should focus on cultural competency and inclusiveness; in this way, the 

interventions can best suit the diversities within the teaching populations. Secondly, 

incorporating professional standards within the coaching practices provides prominent and 

consistent frameworks concerning teacher development and places individual growth within 

broader educational objectives. Lastly, a participative approach in planning and evaluating 

coaching initiatives through involvement at all levels of teachers and school leaders will make 

them own the interventions, which will become more applicable and sustainable. These are 

aspects that policymakers and education leaders need to consider when scaling up coaching 

programmes. This may be done by investing in the training of the educational psychologists to 

obtain cultural competency, matching the coaching to professional standards, and putting 

mechanisms in place that will ensure there is periodic feedback from the different stakeholders 

involved so that coaching strategies keep being relevant and responsive to the evolving need. 

7.4. Study contribution and conclusion 

Despite the growing worldwide acceptance of coaching as a powerful tool for teacher 

professional development, little documented information about its use in South African 

settings, specifically with regard to educational psychologists' role in such interventions, can 

be found in academic sources.  

Most of the South African teacher development-related literature focuses predominantly on 

traditional training approaches, such as short courses and workshops, with little long-term 

effectiveness in enhancing teacher performance (Kotze et al., 2019; Piper & Zuilkowski, 2015). 

As a result, this study constitutes a significant contribution to filling in such a lack with an 

empirical analysis of how coaching, delivered through educational psychologists, can be 

designed to promote teacher development in South African schools. In contrast to most studies 

whose focus is on a general analysis of coaching in educational settings, in this research, 

psychological theory, including the theory of self-efficacy (Bandura, 1986) and the theory of 

self-determination (Ryan & Deci, 2017), is utilised to enable an analysis of coaching 
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interventions' impact in enhancing teacher motivation, teacher resilience and instruction 

competencies. In addition, the findings draw out critical systemic and policy-related factors 

contributing to coaching effectiveness and in doing so, reiterate an imperative for a more 

systemic and contextual coaching model (Molaudzi, 2021; Maddock & Maroun, 2018). By 

contributing to the current discussion about teacher coaching in South African schools, this 

research sets a platform for future studies to explore in detail long-term coaching intervention 

impact and, possibly, reform in policies for effectiveness and long-term maintenance in a 

resource-poor educational environment (Kraft et al., 2018). 

7.4.1. Implications of theory and literature  

This study aimed to contribute to the literature by providing a model in which in-service 

teachers are given data-driven personalised coaching by educational psychologists integrating 

psychological support. The peer or administrative coaching models represent the most frequent 

and distinctive grounding of sustained teacher empowerment, engagement and adaptability in 

psychological insights into educational challenges. This research proposes an advanced model 

of coaching integrated with educational psychology to improve teacher efficacy and student 

performance. The strategic focus of the coaching initiatives for school improvement in Gauteng 

aimed to align with school and district improvement plans that targeted improved learner 

performance and instructional quality.  

Educational psychologists were expected to provide coaching sessions so that measurable 

educational goals of the schools could be discussed and addressed as part of the direct impact 

on learner outcomes. Participant feedback emphasised how coaching embedded specific goals, 

allowing teachers to apply evidence-based practices to increase learner achievement 

immediately. For instance, one of the participants reported that it was critical to keep up with 

educational changes through targeted interventions that inflate perceived gaps in teacher 

knowledge and that benefit learning. 

This strategic focus is embedded in a feedback mechanism where teachers and educational 

leaders regularly assess and refine teaching methodologies to align with emerging educational 

goals. This ensures that coaching always remains relevant, practical and collaborative. 

Coaching raises professional standards by motivating teachers to meet and often exceed 

established performance benchmarks through tailored feedback and development plans. This 

approach fosters a culture of shared responsibility among teachers, promoting a no-blame 

culture and accountable environment that supports continuous improvement. According to 
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participants, this kind of supportiveness within an environment driven by collaboration, guided 

by clear and actionable goals, could enhance teacher effectiveness and learner engagement and 

contribute to broader school improvement objectives. This alignment ensures that educational 

outcomes can achieve sustainable and measurable improvements when coaching is effectively 

integrated into distinct objectives. 

7.4.2. Implications for practice  

An investigation into the role of the educational psychologist in coaching as a professional 

development intervention significantly contributes to teacher effectiveness and academic 

improvement. The findings on how educational psychologists become facilitators of skill-

building, cultural sensitivity, adaptability and psychological support within the coaching 

framework. They subscribe to a dynamic and responsive model for teacher development by 

identifying teacher development needs, designing personalised and context-sensitive 

interventions and continuous improvement. The key findings indicate that educational 

psychology principles utilised in coaching enhance instructional skills, classroom management 

and overall engagement among teachers while concurrently addressing teacher burnout and 

motivation. Hence, this research recommends a data-driven coaching model for sustained 

educational improvement. The framework on page 213 highlights how educational 

psychologists bridge theory and practice for effective interventions.  

This is characterised by how coaching interventions match teachers' individual needs and 

priorities, creating a collective responsibility for school improvement among teachers, 

educational psychologists and school leaders. 

Moreover, the insights from the study on the strategic focus to improve educational outcomes 

indicate that coaching, in its linkage with district and national standards for education, can 

sustain long-term impacts on both teacher and learner performance. Coaching emphasises 

feedback loops and participatory approaches that allow teachers to be reflective and 

accountable, yet maintain high professional standards. Other findings in this research point out 

barriers, including resource constraints that affect the broader applicability of coaching, and 

the use of support structures for coaching to ensure equal access in various contexts. This 

research illustrates that by having an educational psychologist in the core development team at 

the school level, the school environment fosters psychological well-being among teachers and 

provides ample opportunities for collaborative teaching practices. This, in turn, impacts local 

and national policy levels to improve educational development. Hence, through this research, 
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a holistic coaching model that is data-driven and oriented towards sustained improvement in 

educational outcomes is recommended. This model strategically places educational 

psychologists in a position to facilitate teacher development that would result in these goals. 

7.5.  Limitations 

The study, limited to Gauteng province, faced constraints affecting its findings' generalisation 

due to a small sample size, restricting insights into diverse teaching ecologies, socioeconomic 

conditions, and cultural norms. Resource disparities and institutional support varied across 

schools, with some facing infrastructural and budgetary barriers, compounded by inadequate 

facilities, outdated technology, and cumbersome administrative processes like the DMS 

system. Resistance to change among teachers, who preferred familiar methods or feared 

criticism, highlighted the need for open, collaborative school cultures. Future studies should 

use larger, more diverse samples, improve resource allocation, streamline administration, and 

implement training to foster resilience and openness, enhancing coaching effectiveness in 

teacher development. 

 

7.6. Recommendations for practice 

7.6.1. For Schools and educational psychologists 

It is critical to urgently integrate educational psychologists into school coaching frameworks, 

as this enhances teacher development and learner outcomes through tailored coaching 

strategies that address specific classroom challenges, improving teaching and learning quality 

(Ryan & Deci, 2017; Van Nieuwerburgh et al., 2018; Van Nieuwerburgh & Barr, 2017). There 

is a pressing need to prioritise collaboration in curriculum design, classroom management, and 

teacher welfare, using psychologistsô expertise to minimise problem behaviours, foster 

engaging learning environments, and promote active learner participation (Ryan & Deci, 

2017). It is essential to ensure close teacher collaboration to identify issues and apply evidence-

based solutions (Moolla & Lazarus, 2014). 

It is vital to urgently involve educational psychologists in curriculum design, as their 

integration of psychological principles ensures teaching practices meet diverse learning needs, 

fostering an inclusive academic environment (Kotze et al., 2019). There is a pressing need to 

guide teachers in adapting curricula to accommodate varied learning styles, cognitive abilities, 

and emotional development, enhancing educational outcomes (Lochmiller, 2021). It is essential 
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to promote a holistic teaching approach focused on cognitive and socio-emotional 

competencies, moving beyond mere content delivery (Peller & Walter, 2020). 

It is crucial to urgently provide teachers with counselling and stress management resources 

through educational psychologists, as this addresses high stress and burnout risks, fostering 

resilience and professional satisfaction (Falecki & Mann, 2020; Seligman & Csikszentmihalyi, 

2000). There is a pressing need to implement regular coaching to create a culture of openness 

and support, enhancing stress management and long-term retention (Noltemeyer & Grapin, 

2021). It is essential to empower educators for continuous improvement, strengthening school 

environments (Knight & Van Nieuwerburgh, 2012). 

It is vital to urgently invest in scalable digital platforms like Zoom and Microsoft Teams for 

virtual coaching, as these reduce financial and logistical burdens, ensuring accessible and 

inclusive teacher development across urban and rural settings (Blazar, 2017; Shams, 2023). 

There is a pressing need to implement comprehensive training programmes on virtual coaching 

best practices, data-driven decisions, and AI-supported feedback systems, enabling educators 

to leverage technology effectively (Lucey & Van Nieuwerburgh, 2020). It is essential to partner 

with technology and educational organisations to deliver training and subsidise tool access, 

creating a sustainable digital coaching framework (Evans et al., 2021; Myskiv et al., 2023). 

 

7.6.2. For policymakers  

Policymakers should provide grants and other resources directly to schools that already have 

an implementation of an educational psychologist in their development programmes. Funding 

for professional development and the recruitment and training of an educational psychologist 

would also resolve resource constraints, particularly in under-resourced schools (Kotze et al., 

2019). Funding could also be invested in developing a series of professional workshops and 

conferences where educational psychologists and teachers can share best practices, develop 

professional networks and collaborate to develop innovative approaches to teacher 

development (Lofthouse, 2018; Kraft et al., 2018). By doing so, policymakers will create a 

self-sustaining model for professional teacher development to improve educational outcomes 

(Myskiv et al., 2023). 

The school culture should be positive and supportive, and policymakers can ensure that policies 

are in place that mirror a core part of teacher development in mental health and well-being. An 
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educational psychologist should be at the vanguard in initiating activities related to mental 

health awareness, stress management and building resilience within school settings (Falecki & 

Mann, 2020; Seligman & Csikszentmihalyi, 2000). Such inclusions in the teacher development 

framework can only help the schools cultivate a well-supportive culture for the well-being of 

both educators and learners (Noltemeyer & Grapin, 2021). This implies that it is about time 

policy creators had an enabling, inclusive education system in which educational psychologists 

and teachers can collaborate on that one crucial multidimensional goal and involve the needs 

of learners in promoting holistic education (Ryan & Deci, 2017). 

 

Alongside developing these supporting school programmes, there should be funding and 

resources as these involve financial investment in professional development and the recruiting 

and training of educational psychologists to alleviate resource burdens, especially in poorly 

financed schools (Maddock & Maroun, 2018). The programmes also funds professional 

workshops and conferences where educational psychologists and teachers come together to 

share best practices, create professional networks and disseminate joint developments of new 

approaches for teacher development (Shams, 2023). It would provide politicians with a 

sustainable model to move forward within the professional development of teachers, where the 

gain would be improved educational outcomes (Lochmiller, 2021). 

 

Policymakers perform their jobs of reinforcing a positive school culture through the 

establishment of policies, making mental health and well-being an integral part of the 

development of their teachers. Again, educational psychologists should be at the forefront of 

driving work on mental health awareness, stress management and resilience within the school 

setting (Blazar, 2017). By embedding these components into the teacher development 

framework, schools would promote a culture that provides educators and learners with respect 

for their well-being (Knight & Van Nieuwerburgh, 2012). This is how policymakers would 

contribute to creating a supportive and inclusive educational system, whereby an educational 

psychologist and a teacher work together to solve complex learner problems and further a 

holistic approach to education (Evans et al., 2021). 

AI-powered tools in coaching frameworks can be used significantly to deepen and increase the 

accuracy of feedback given to teachers. They analyse classroom recordings, track teacher 

performance metrics and generate actionable insights tailored to specific needs (Lucey & Van 
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Nieuwerburgh, 2020). For example, machine learning algorithms identify the prominent 

challenges of classroom management and instructional strategies and then recommend 

evidence-based solutions for improvement (Peller & Walter, 2020). The use of AI and data 

analytics now makes it possible to give much more targeted coaching interventions, providing 

support for teachers that is both personalised and impactful (Shams, 2023). Pilot programmes 

in these technologies should be enacted across different educational settings to ensure the 

successful integration of the technologies into the coaching frameworks (Molaudzi, 2021). This 

will enable testing feasibility, scalability and general impact of digital coaching tools before 

wide-scale implementation (Van Nieuwerburgh & Barr, 2017).  

It would be necessary for stakeholders to look at how effectively these tools meet specific 

problems and identify areas for refinement (Lochmiller, 2021). Lessons that could be taken 

from these pilots are invaluable for developing standardised protocols and best practices of 

technology-driven coaching. This type of iterative approach ensures that digital tools become 

usable for the diverse needs of educators and learners in their contexts (Ryan & Deci, 2017).  

7.7. Recommendations for future research 

7.7.1. Addressing limitations  

Future It is critical to conduct future studies across diverse schools from varied socio-economic 

and geographic contexts, including urban and rural settings with differing resource levels, to 

enhance the generalisability of educational psychologist-led coaching and address current 

research limitations (Kotze, Fleisch & Taylor, 2019; Lochmiller, 2021). Examining context-

specific challenges, such as urban schoolsô access to funding and technology versus rural 

schoolsô logistical constraints and limited professional development, will inform necessary 

adaptations for effective coaching (Molaudzi, 2021; Lucey & Van Nieuwerburgh, 2020). Using 

larger, diverse samples will reveal variations in teacher and learner responses influenced by 

community support, parental involvement, and local government engagement, supporting 

scalable, tailored coaching models (Knight & Van Nieuwerburgh, 2012; Evans et al., 2021). 

 

7.7.2. Exploring new variables or contexts 

It is critical to conduct future research exploring variables like teacher retention, learner 

performance, and long-term teacher satisfaction in urban and rural areas to assess the broader 

impact and sustainability of educational psychologist-led coaching, extending beyond 
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immediate skill acquisition (Kraft et al., 2018; Ryan & Deci, 2017). Examining coachingôs role 

in mitigating stressors like lack of professional development can enhance retention by fostering 

ongoing support (Knight & Van Nieuwerburgh, 2012), while improved teaching 

methodologies, classroom management, and emotional stability can boost learner academic 

performance and classroom environments (Lochmiller, 2021; Peller & Walter, 2020). 

Longitudinal studies on teacher satisfaction will quantify coachingôs benefits in enhancing 

efficacy and job commitment, fostering supportive work environments (Falecki & Mann, 

2020), and assessing sustainability across schools with varying resource levels will ensure the 

modelôs adaptability and long-term success in diverse contexts (Kotze et al., 2019; Evans et 

al., 2021; Molaudzi, 2021). 

7.7.3. Integrating digital tools into coaching frameworks 

It is critical to integrate digital tools, such as virtual coaching platforms and AI-driven 

solutions, into future teacher professional development to enhance the effectiveness and 

accessibility of coaching, overcoming logistical barriers and providing personalised feedback 

in resource-constrained settings (Major & Watson, 2019; Bates et al., 2020). Virtual platforms 

should enable flexible, real-time, and asynchronous interactions, including video analysis of 

classroom practices, particularly benefiting remote and rural areas, while hybrid models 

blending digital efficiency with human-led sessions maintain trust and empathy in coaching 

relationships (Kotze et al., 2020). Ensuring digital literacy, reliable internet, and device access 

through targeted investments and policies is essential to modernise coaching frameworks, 

aligning them with digital transformation trends and ensuring equitable, high-quality coaching 

for all teachers. 

7.7.4. Including learner perspectives in future studies 

It is critical to incorporate learnersô voices in future coaching intervention research to assess 

broader programme impacts, as their feedback on engagement, learning outcomes, and 

classroom experiences will inform holistic coaching frameworks that address both educator 

and learner needs (Taylor & O'Connell, 2023). Including learnersô perspectives is essential to 

evaluate how coaching-driven improvements in teacher efficacy and instructional strategies 

enhance student achievement and motivation, particularly across diverse socio-economic, 

cultural, and linguistic backgrounds (Kraft & Blazar, 2014; Van der Merwe & Smith, 2024). 

Adopting a mixed-methods approach, combining quantitative performance assessments with 

qualitative data from learner focus groups or interviews, will provide a comprehensive 
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understanding of coachingôs impact and ensure equitable, inclusive, and learner-centred 

coaching practices (Kotze et al., 2020). 

7.7.5. Implications for policy 

It is critical to integrate educational psychologists into national education policy frameworks 

for teacher development coaching, as their expertise enhances teacher and learner well-being 

by embedding psychological support, fostering resilience, and recognizing psychological 

factors in teaching effectiveness and learner engagement (Ryan & Deci, 2017). There is a 

pressing need to standardize and fund coaching programmes to ensure equitable access to 

qualified educational psychologists, especially in under-resourced schools, through dedicated 

funding for psychologist positions and continuous training aligned with current research, 

elevating their professional status and ensuring high-quality coaching (Kotze et al., 2019). 

It is essential to formalize educational psychologistsô coaching roles within national policies to 

reduce teacher burnout and improve retention by providing accessible psychological support 

and tailored coaching, particularly in challenging contexts, while enhancing instructional 

quality for better learner engagement and achievement (Kraft et al., 2018; Falecki & Mann, 

2020). Policies should promote continuous professional development to address stressors like 

isolation and resource scarcity, fostering supportive school environments, and shift focus from 

curriculum and testing to human-centered support structures for adaptive, resilient schools 

(Knight & Van Nieuwerburgh, 2012). 

7.7.6. Insufficient exploration of long-term impact 

Future research should focus on the long-term effects of coaching interventions on teacher 

performance and learner outcomes. While short-term benefits are evident, it remains unclear 

whether these gains are sustained over time. Longitudinal studies are needed to track lasting 

improvements in teaching practices, retention of coaching strategies, and learner achievement. 

Research should also examine how the frequency and intensity of coaching influence long-

term success, accounting for external factors like school leadership and policy changes. 

Including perspectives from teachers, learners, administrators, and coaches will offer a fuller 

understanding of coaching impact. This evidence is vital for designing sustainable and effective 

coaching frameworks. 
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7.7.7. Exclusion of learner perspectives 

One of the biggest gaps in current literature is the absence of the voice of learners since learners 

are aware of whether teaching and coaching interventions are effective or not. The majority of 

research targets educational psychologists and teachers, with no consideration of how coaching 

affects learners' experiences and results. Future studies need to incorporate the views of 

learners through surveys, interviews, or focus groups in order to comment on teaching styles, 

classroom environment, and learner motivation. This integration would both reveal coaching 

strengths and weaknesses from the learners' perspective, enabling coaching approaches to be 

refined to address varied needs. Alignment between intentions and outcomes would also be 

possible through comparing teacher intention with learner experience. Incorporation of learner 

feedback renders coaching interventions on teaching quality more pertinent, fair, and impactful. 

7.8. Recommendations for overcoming challenges in scaling coaching 

 interventions nationwide 

While teacher-coaching interventions may maximise teacher professional development and 

learning outcomes, the process is complex. The challenges would range from resource 

constraints to a lack of standardisation, to diverse contextual needs between schools across 

regions. Here are specific recommendations for ensuring that programmes coaching are scaled 

sustainably and effectively: 

7.8.1. Establish dedicated funding mechanisms 

The greatest challenge in scaling up coaching programmes arises from resource constraints. 

Enough financing ensures that primary elements, such as engaging more experienced coaches, 

resource acquisition and implementing innovative tools to realise quality, will not suffer 

compromise. Multi-stakeholder partnerships, including private sector contributions, 

governments and international grants have been proposed to ensure dedicated education flows. 

A public-private partnership, for example, under the framework of similar policies, mobilises 

resource inputs, including financial ones and technology resources. This will be helped by grant 

funding from entities like UNICEF and UNESCO for educational development in a low-

resourced environment. Similarly, through their budgets, national governments should leverage 

the existing or even new, more focused funds to invest in coaching programmes. Sustained 

financial investment underpins the stability that allows coaching programmes to develop 

progressively without compromising quality or consistency. The funding mechanisms must 

consider equity, ensuring that under-resourced and rural schools are adequately supported. 
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7.8.2. Develop standardised yet flexible coaching frameworks 

Standardised coaching frameworks provide consistency and quality across scaled programmes 

so that all participants can benefit similarly from the programmes, irrespective of location. 

However, the framework needs sufficient flexibility for regional and cultural diversity. In 

multilingual or multicultural settings, contextualising coaching methods to integrate local 

languages and culturally relevant materials is often more appropriate and effective. Feedback 

mechanisms are equally important to these frameworks, through which participants can provide 

real-time input that helps to sharpen practices in response to local needs continually.  

Such feedback loops could be used to tune approaches, ensuring continued relevance and 

responsiveness to emerging challenges. Moreover, these frameworks should establish clear 

performance metrics for evaluating coaching effectiveness but allow room for innovative, 

context-specific adaptations. Furthermore, they are made so that local educators and 

community leaders can be incorporated into the development, ensuring they meet regional 

priorities and can implement them effectively on a large scale. 

7.8.3. Leverage technology for wider reach 

Technology offers powerful tools to expand coaching programmes and overcome geographical 

and logistical barriers. Virtual coaching platforms, video conferencing, and AI-based analytics 

could give teachers in remote areas access to professional development resources without being 

on-site. Hybrid models will also give participants the best of both worlds, digitally, in terms of 

coaching, some in-person sessions, relation-based aspects of traditional coaching, added 

convenience and the scalability of digital. Those will be further empowered with AI-driven 

analytics that present personalised insights on areas of improvement and strategies to work on. 

Similarly, online repositories of coaching materials and asynchronous training modules can be 

leveraged to afford self-directed learning opportunities. However, investment in digital 

infrastructure, such as good internet access and low-cost devices is needed to ensure fair use 

of these tools, especially in underserved areas. Coaching programmes are accessible, scalable 

and impactful due to the strategic use of technology. 

7.8.4. Invest in capacity building for coaches 

Scaling coaching programmes will require a much bigger pool of skilled professionals to 

deliver high-quality interventions; therefore, extensive training is necessary to arm coaches 

with the technical and interpersonal skills needed to carry out coaching. National strategies 

should establish certification pathways to standardise the quality of coaching expertise. The 
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coaches must provide continuing professional development opportunities to keep them updated 

with new educational practices and emerging challenges. Likewise, encouraging experienced 

teachers and educational psychologists to become coaches can bring much-needed diversity to 

coaching programmes. Collaboration with universities and teacher training colleges would help 

provide systematic ways for aspirants to receive a theoretical framework combined with 

experience in practice. This helps develop the capacity so that the increasing demand for 

coaching does not lower the quality and credibility of the programmes.  

Such efforts also support sustainability, as competent coaches become part and parcel of the 

long-term success of these initiatives. 

7.8.5. Implement monitoring and evaluation systems 

An intense monitoring and evaluation system will allow scaling to occur, track progress, 

measure programme outcomes, and identify improvement areas. More importantly, the 

measurement systems will be qualitative and quantitative to capture the holistic impact on 

teachers, classroom performance metrics and learner achievement. Technology can be utilised 

to enhance monitoring and evaluation by automating data collection and analysis, providing 

real-time insights into the effectiveness of programme implementation. Moreover, transparent 

reporting structures should be in place to share findings with stakeholders, fostering 

accountability and trust. It will allow for iterative improvements through continuous 

evaluation, where programmes are iteratively changed in response to identified challenges. By 

using such systems, stakeholders in education can ensure that the quality of coaching 

interventions is maintained at scale and that consistent and meaningful outcome are delivered 

across different regions and contexts. 

7.8.6. Promote stakeholder collaboration 

Scaling coaching programmes is an initiative that needs the partnership of varied stakeholders: 

policymakers, educational leaders, community representatives and private sector partners. 

Policymakers could help provide regulatory frameworks and the necessary funding; 

educational leaders will help to ensure the goal alignment with the institution. Community 

involvement will give insight into local needs and create grass-root support for change in 

settings where cultural or socio-economic contexts affect teaching and learning. The private 

sector can bring in technology, financial resources and the ability to scale up innovatively. 

Inclusive platforms for dialogue and collaboration can help build shared ownership and 

accountability, ensuring that all partners are working towards a common objective. Regular 
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communication and activities that build partnerships will also resolve potential conflicts arising 

in the process, creating a coherent approach towards scaling coaching interventions. By 

bringing in the different stakeholders' strengths and perspectives, these programmes could be 

more effectively implemented and carried out more sustainably nationwide. 

7.9.  Summary statement 

This research underscores the decisive role of educational psychologists in coaching as one 

necessary strategy for better professional teacher development.  

For this reason, educational psychologists can perform coaching in a subtle, personalised 

manner that supplements generic professional development by addressing the needs of 

individual teachers, their classrooms' challenges and their schools' goals. To this end, 

educational psychologists can offer support sensitive to the context that enables teachers to 

manage classrooms better and instruct learners more effectively. This study reiterated that 

educational psychology coaching is transformative in developing teachers' professional 

capacities and creating positive, structured learning environments that directly improve 

learning outcomes. 

A substantial benefit of this coaching model is its flexibility and adaptability across various 

educational contexts. These results attest that personalised coaching by an educational 

psychologist can address individual challenges in diverse teaching settings. For example, 

teachers at under-resourced rural schools would be helped with strategies to handle large 

classes and the scarcity of resources. While rural teachers would be coached in coping with 

isolation, urban teachers would be prepared to handle other social and emotional needs of a 

very diverse population of learners. The ability to adapt thus means coaching interventions 

could be relevantly and responsively made for various contexts of teaching, assuring consistent 

quality in education across geographic and socio-economic divides. The study underlined that 

flexibility is one of the essential ingredients within a supportive environment of empowerment 

for teachers, turning into encouraging factors in continuous professional growth and resilience. 

The other critical insight provided by the study is the contribution of educational psychologists 

to a collaborative and reflective approach to teachers' professional culture. Coaching allows 

teachers to take an active part in their professional development through open discussions, 

constant feedback and the practice of self-reflection. This, in turn, would better prepare teachers 

to apply evidence-based practices in their work and adopt new ways of organising the learning 

process in the classroom while reflecting on their teaching methods. This helps develop a more 
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productive engagement and improves academic achievement. Essentially, educational 

psychologists have an intermediary role that links school policies, teacher development goals 

and classroom realities. Such an intermediary role allows them to align coaching interventions 

with broader educational objectives so that teacher development efforts support school 

improvement plans and align with distinct goals for learner achievement. 

Lastly, it reiterates that coaching by educational psychologists is valuable in addressing the 

multi-layered problems of teacher burnout, stress management and motivation.  

The instructional support brought by the educational psychologist, combined with 

psychological insight, helps to cope with challenges presented in the profession. This is most 

critical in schools with high turnover rates, where the teaching climate is often challenging and 

thus results in burnout and disengagement. Conversely, customised and continuous coaching 

by a school psychologist develops resilience and professional satisfaction with commitment 

ethos among teachers. Supporting educators through these challenges, this model has 

implications for teacher retention, stability, and ultimately, the long-term betterment of 

educational outcomes. 

This study suggests that coaching in a programme led by an educational psychologist is an 

active and flexible approach to teacher development and enhances teaching practice and learner 

success. It is a robust model adaptable across various schools, making it highly useful in 

ensuring quality education and teacher well-being across diverse contexts. These support the 

incorporation of an educational psychologist into coaching models as an embedded practice in 

the typical design of teacher development programmes. 
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Appendix G: Codes 

Participant Designation Emergent Codes Code 

Participant 1 Principal 1 Professional development, 

Training gaps, Subject 

advisors, Teaching challenges 

P1 

Participant 2 Principal 2 Workshops, Overcrowding, 

Language barrier, Coaching 

needs 

P2 

Participant 3 Principal 3 Teacher motivation, 

Extramural activities, 

Administrative burden 

P3 

Participant 4 Principal 4 Development workshops, 

Coaching impact, Teacher 

challenges 

P4 

Participant 5 Principal 5 In-service training, Learner 

support, Classroom 

management 

P5 

Participant 6 Principal 6 Professional growth, Workload 

stress, Training accessibility 

P6 

Participant 7 Principal 7 Teaching effectiveness, Subject 

guidance, Learner engagement 

P7 

Participant 8 Principal 8 Parental involvement, Teaching 

methodology, Mentoring 

P8 

Participant 9 Principal 9 HODôs support, Teacher 

feedback, Resource allocation 

P9 

Participant 10 Principal 10 Training barriers, Teacher 

coaching, Classroom 

challenges 

P10 

Participant 11 Principal 11 Curriculum implementation, 

Assessment strategies, 

Coaching 

P11 
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Participant 12 Teacher 1 Workshop effectiveness, 

Teaching innovation, School 

improvement 

P12 

Participant 13 Teacher 2 Classroom discipline, 

Workload pressure, Training 

consistency 

P13 

Participant 14 Teacher 3 Coaching definition, Teacher 

support, Learner development 

P14 

Participant 15 Teacher 4 Teaching challenges, Learning 

materials, Teacher upskilling 

P15 

Participant 16 Teacher 5 Teacher retention, Curriculum 

support, Mentorship needs 

P16 

Participant 17 Teacher 6 Professional training, School 

leadership, HOD engagement 

P17 

Participant 18 Teacher 7 Parental support, Teaching 

barriers, Extramural pressures 

P18 

Participant 19 Teacher 8 Educational policies, 

Workshop structure, Practical 

coaching 

P19 

Participant 20 Teacher 9 Workload management, 

Leadership coaching, 

Performance assessment 

P20 

Participant 21 Advisor 1 Funza Lushaka teachers, 

Professional induction, Teacher 

evaluations 

P21 

Participant 22 Advisor 2 Subject advisors, Curriculum 

monitoring, Lesson planning 

P22 

Participant 23 Advisor 3 Teacher motivation, Learner 

engagement, Continuous 

learning 

P23 

Participant 24 Advisor 4 Coaching methods, Teacher 

feedback, Professional 

development 

P24 
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Participant 25 Educational 

Psychologist 1 

Special needs education, SIAS 

policy, Teacher workshops 

P25 

Participant 26 Educational 

Psychologist 2 

Teacher psychology, Individual 

coaching, Training barriers 

P26 

Participant 27 Educational 

Psychologist 3 

Coaching in education, 

Psychological support, 

Classroom behaviour 

P27 

Participant 28 Educational 

Psychologist 4 

Educational interventions, 

Teacher strategies, Learner 

coaching 

P28 

Focus Group Educational 

psychologists, 

Teachers, Advisors, 

Principals 

Leadership challenges, Policy 

implementation, Teacher 

training gaps, School discipline 

FGD1 

Focus Group Educational 

psychologists, 

Teachers, Advisors, 

Principals 

Resource allocation, 

Curriculum effectiveness, 

Professional development, 

Teacher retention 
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Appendix H1: Example of Interview Transcript A 

Participant 26-Educational Psychologist 2 

Interviewer: So, ma'am, we'll start with the questions, about 10 questions, so be at liberty to 

answer them in the truest form of what you perceive and understand to be the role of 

educational psychologists in coaching as a teacher development intervention. So the first 

question looks at what is your experience and understanding of coaching? 

Participant: Okay, like I would put it is that in my experiences, like you said before we started, 

is that when I looked at your definition, I saw, yeah, that's what coaching is and then I realized 

it's actually something that I already do at the school, but I don't call it coaching. So what I 

understand under your definition is that coaching is to empower teachers to be better teachers 

to be better equipped for in the teaching environment and by using different kinds of tools and 

things like that. So at the end, coaching is synonym for me to teacher development and teacher 

support and those kinds of meanings. 

Interviewer: So teacher development is quite central to the practice of coaching. 

Participant: Yes. 

Interviewer: Thank you. The second question is how do you approach the process of 

identifying areas of improvement for individual teachers that you work with? How do you use 

the information to design an effective teacher development intervention in coaching? 

Participant: I rely a lot on the teachers to bring the problem to me. Firstly, that's on one side, 

that's the one side, so it's more kind of a reactive way of dealing with the problem is that if a 

teacher comes to me with a problem or a kind of thing, then I will make a note of that, I will 

address that problem and then if, for instance, I say, okay, but this is now the fourth teacher 

that comes with the same kind of question, the same kind of difficulties in the classroom, then 

I take it back to the principal or to the academic deputy principal and then I say, you know 

what, I've explained this to fourth teachers now in a row, I think it would be a good idea if we 

can maybe set up a training session and go from there. So that's the one side, teachers coming 

to me and I pick up between the lines the different problems and the second one is if the 

management becomes aware of something that is difficult and they bring it to my attention and 

then I will definitely use that as the aim of my coaching. 

Interviewer: Okay, so what you focus on is a two-pronged approach. The first one looks at a 

reactive approach that looks at the problem being brought to your attention and you look at 

prevalence and intensity, how prevalent is the problem, how intense is the problem and the 

frequency at which the problem is emerging. The second approach is a referral from 

management and that's the basis upon which you then design your intervention. Thank you 

ma'am. The third question, do you currently use coaching in your interventions? If so, in what 

context do you use coaching? 

Participant: I didn't realize I was doing coaching but the way actually what I do is like 

coaching. So firstly it will be when a teacher comes with a question to me in a one-to-one basis, 

I will give them guidelines and psychoeducation in other words as a tool and then also like in 

when there is a bigger thing, we will develop a training session that I then will focus on a 
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specific topic like for instance, we already this year we had a session on a danger and deficit 

disorder and hyperactivity and I had a slideshow and I educated the teachers about that and 

something like the whole CS process, the SNA forms and things like that. Then I will set up a 

whole developer slideshow and we will have all the teachers there and then something like that, 

you know, like a typical topic and I will do my research and I will develop a slideshow and 

make it available to the teachers afterwards and that's the way and then on the other side when 

an individual teacher comes to me, I will also give them guidelines and I think that's also kind 

of coaching you know. 

Interviewer: So in essence the coaching that happens in the context of development and 

training is two-fold, it's individual coaching one-on-one with the teachers and then group 

coaching we call them together into a workshop or into a training program and then we use that 

for the whether they get CPD those like we have to get CPD points, I also have to get that and 

then we make it an official that they can use that rather than going somewhere else for online 

workshops or something like that. 

Participant: Yes. 

Interviewer: All right, thank you ma'am. The fourth question looks into how would you tailor 

your coaching strategies to meet individual needs and learning styles of teachers you work 

with? I think you've answered because of the individual needs. So we'll pass number four but 

I wanted to focus attention on the individual learning styles of teachers. 

Participant: Yeah, that's what makes the individual one. I prefer that because then the teacher 

will come with a specific question and you can gather from that teacher's personality and the 

way of teaching that okay I cannot give one size fits all guidelines to all the teachers but for 

this teacher this kind of guidelines will work, this kind of guidelines will work. So it is very 

important to actually know the teacher that sits in front of you, what is her subject that she's 

teaching, what is her style, what is her personality. You cannot expect from say for instance a 

teacher that is not a woman fussy person to say okay do you need to give each child a hug when 

they come into your closet to build your rapport in your closet. You will need to give her other 

advice because woman fussy touchy feely is not her kind of personality so you need to take 

that into consideration and the way that I really try to be involved in the other school activities 

to get to know the teacher. So I'm not supposed, it's not expected for me to take part in things 

like the fundraising days and things like that but I sign up and I be there because then I get to 

know the teachers in a different environment and although when they speak to you you get an 

idea about their learnings, their teaching styles but I don't think you can just take teaching style 

on its own. You have to have a holistic approach and look at that teacher's personality and 

strong points and weak points as well to when you try to develop those kind of things and to 

know a teacher's personality and strong points and weak points you need to get to know them 

out of the classroom setting like in a team building or in a fundraising or in a sports day or 

something like that. 

Interviewer: That's very good insights. Thank you. Our fifth question focuses on how would 

you incorporate feedback from teachers and other stakeholders in designing and implementing 

a coaching intervention? 

Participant: I rely solely on that because you cannot do anything on your own and you cannot 

think that you know anything. You need to rely on the teachers to get their feedback to know 

what it is, what they learned from that and what was the gaps that you can improve on that and 
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then also to know what are their needs. What do you need to produce to them because there's 

lots of stuff that one can do in coaching or developing stuff but if it's not applicable or relevant 

to them you are wasting your time so it's of the utmost important to get their input and their 

feedback in your development process and then in the improvement of your coaching as well. 

Interviewer: So what I get as a sense is that feedback is very central to the design of your 

program and in the feedback you look into a number of things. First of all what is being learned, 

what are the insights that are generated from that learning experience as a result of coaching. 

It's also dependent upon a clear gap identification where you understand what the need is of 

the individual or the group teachers as well as how relevant is the content that has been 

delivered for the specific teachers and lastly an acknowledgement that the input from the 

teachers is instrumental in designing a coaching program and that would then ultimately lead 

to improvement. That's how I understand you. Thank you ma'am. Then the sixth question 

focuses on how would you balance the need for ongoing support and follow up with the need 

to empower teachers to take ownership of their own development. 

Participant: That's a very odd question because balance is so hard because without being 

teachers can be very needy and sometimes they don't want to take responsibility for their own 

development or their own empowering. They like to pause the bug so to get around you actually 

need to play with their minds and convince them that you are doing the work but in a way that 

they are actually doing the work. So it's a very tricky thing to so you must your thing must be 

very subtly in a way that they need to take ownership of what you're giving them and that's 

why I rely a lot on the feedback because when you give them something they need to come 

back and say okay but I applied it in this manner this is working this is not working otherwise 

you can deliver you can give them wonderful guidelines and wonderful coaching and if they 

don't apply you won't know if it's if it's working and if it's empowering them so and then but 

unfortunately you oh you know the system very few of them really come and give you the 

feedback but yeah that's how it is that's why I'm snorting at the idea of balance. 

Interviewer: Okay. Our seventh question, how would you use data and other evidence to 

evaluate the effectiveness of the coaching interventions for teacher development? 

Participant: By data you mean information input? 

Interviewer: Information input from the teachers or from? 

Participant: You know I will definitely use it because without that I won't be able to develop 

that so it will be a good idea to get that daughter and work through it and see I'm just for 

instance I think of when the kids just got back from Covid they we did a survey with the 

children to see how they experienced what was the experience we had a questionnaire of about 

20 questions and from that daughter I derived some guidelines also for the teachers not I didn't 

I just same thing because I did it in the specific grade so I look at each grade's feedback and I 

gave that feedback so for just if that is what you mean so I didn't use the daughter so often but 

that was one time that I really applied the daughter I did the questionnaires worked through it 

and then the conclusions that I came to I shared with each grade and it was quite interesting to 

see that the feedback differed that there were some things that were similar that were cut across 

the board but there were things that were different with the grade ones and different with grade 

fours and things like that and it was a nice tool to give feedback to each grade that they know 

in your grade specifically this came out so watch out for this when you're working with the 

kids so it was quite interesting as well. 
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Interviewer: So how I understand you the data instruments that you use are surveys and 

questionnaires and from the surveys you then analyzed and got your feedback from the surveys 

which led to an intervention design that is targeted per grade so in other words you would 

engage with the teachers to see this is the outcome of the survey relevant to the grade outcome 

and then you design an intervention based on that outcome. 

Participant: Yes. 

Interviewer: All right thank you ma'am. Then the eighth question focuses on do you think 

there is resistance for coaching if yes how can this be addressed? How do the teachers receive 

coaching? 

Participant: I will say yes but it's not because of coaching per se it is anything that are extra 

because the teachers are so overthrown with admin and things like that they don't always even 

get around to proper just teaching in the class and now you get you come to them and you say 

okay but I think you need to improve yourself by getting involved in coaching with me or with 

development or training or support from my side as well the moment that you put something 

extra on the table they are upset about it and they give resistance but what I would suggest and 

what we've tried is that we that's why we rely on feedback or input from their side if you pick 

up it's a need from that side it's something that they want to know something more about and 

then they are open so what is important and what I will try in the future or what I will suggest 

to other people as well as make sure of your target audience make sure of their needs and don't 

come from your own frame of reference and put yourself in their shoes and determine what it 

is that they need to feel more empowered rather than what you think you can share with them 

and things like that. 

Interviewer: Okay so it has to come from the teacher. 

Participant: Yes. 

Interviewer: That's how they own it. 

Participant: Yes. 

Interviewer: The last question is on no the second last. How can coaching interventions be 

made culturally sensitive and respectful to diverse backgrounds? 

Participant: Okay now I would say you must always put yourself in other people's shoes so if 

you if you are addressing a topic you must make sure that you are not biased when you do that 

and that you take into consideration especially in our school it's so important it actually 

becomes second nature that you don't do anything without taking that into consideration 

because we are a multicultural school we and we have Chinese people we have Black people , 

Pedis, Zulus and even we have Congolese people we have people from up in Africa and we 

have a lot of Indian people but not just Indian people from South Africa we have Indian people 

from also up in Africa speaking other languages so it's languages it's culture it's religion it's all 

the different kinds of background and then you must be very careful when you develop a 

coaching program or a coaching training session that you must be open for each and everyone's 

frame of reference that you take that into consideration it's very difficult because sometimes 

you miss some things because you don't know everything and yeah but again I rely a lot on 

before I do something to make sure that I talk to different people and say okay but when I sit 
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here with the parent and that parent's reaction when I say for instance attention deficit disorder 

I can see that that mum thinks that it comes from the forefathers and they don't believe in 

medication and everything is that how you perceive it in your culture then the teacher will 

expand to me yes that's more or less what we do I am now more enlightened blah blah blah but 

if I think of the people that stay around me and my family that is true so then it is very important 

that you that you try to do your research in such a way that you accommodate each and every 

person's opinion and your and at the end give your guidelines but as unbiased as possible. 

Interviewer: So the guidelines must embrace diversity. 

Participant: Yes definitely. 

Interviewer: The last question. What is the future of coaching in educational psychology and 

how does coaching currently play a role in your practice? 

Participant: I must say that it's something that wasn't part of my training so and I would really 

like it if it can become part of the training of an educational psychologist as at the end a lot of 

educational psychologists end up working in a school but you are not trained for what you need 

there when you work in a school you think you're going to do assessments you think you're 

going to do learning intervention you think you're going to do therapy with the kids but at the 

end a big part of your role in a school is empowering the teachers coaching the teachers and 

unfortunately from my own experiences I had to dive deep and find my own way to develop it 

it's not based on what on my training because it's not part so if it can maybe become a part of 

the training of educational psychologists that would be a good idea that they can do that what 

I do in my private practice is I see to it that I try to supervise an intern each year that I can stay 

up to date with what is going on in their training and how things change and then that and so I 

learn again from them but also that that I then try to tell them okay but I'm working at a school 

and this is what I do because remember most of them also do the intervention at the school that 

you then see , being involved in  private practice and school makes it quite a different story. 

Interviewer: Yeah. 

Participant: Thank you so much. 

Interviewer: Now you are welcome. Thank you I think we've come to the end of the interview 

questions. I said yesterday to the principal that upon conclusion we would share the outcomes 

of the study if there's interest with the schools to share the outcomes and share with the 

department. Is there any other comment that you have? 

Participant: No no that just that one that I made at the beginning that that it is something that 

they need to look in to see that the department maybe start looking at appointing educational 

psychologists at schools again like they did long time ago ,I mean I was still at school then 

when some of the then they had the school support centers where there were working 

psychologists and all of that fell away in the early in I think early 80s already so and that's why 

the poor psychologists working at the department or working their butts off and it's really oh 

yeah they're not healthy because they're overworked but if the department can go to the 

universities where they train the educational psychologists and identify people and maybe help 

with the placement of interns at schools even if they do an intern program that they allow the 

kids but then the department needs to support that and the university needs to support that so 
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that's something that I was thinking of immediately when I saw you think but it's something 

that's been on my mind for quite a while. 

Interviewer: Thank you so much ma'am I'll definitely report on that. 

Participant: Okay thank you very much and good luck. 

Interviewer: Thank you I need all the luck. 

Participant: Oh sure. 
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Appendix H2: Example of Interview Transcript  B 

Participant 27-Educational Psychologist 3 

Question: What is your experience and understanding of coaching? 

Participant : Okay. So, it was such a difficult one to kind of answer because I used to play 

sports. So, you say coaching, I needed to think of the coach and then the player. But obviously, 

in the context of educational psychology, I would understand coaching as it's almost like 

support or someone providing guidance and support to staff members or to other people within 

the same field or the same team that you're working in. So, I saw it as from a sports perspective, 

but also bringing it into its psychism. Coaching would be like providing guidance and support 

to teachers and principals and people within the education space. 

Interviewer: How do you approach the process of identifying areas of improvement for 

individual teachers? 

Participant : This one is also a bit tricky because of areas of improvement for individual 

teachers, usually a teacher who knows that they need support. Usually, they come to us. So, a 

teacher would then naturally, in a school context, especially a teacher come to you and say, I 

have experienced the following things, and I would like support either with a learner or personal 

support, and then that's where you provide. However, we also do identify when we're starting 

to see a drop in how a teacher performs. So, a drop in a teacher's performance, obviously, there 

are measures in place in terms of admin and IQMS and all these things that they do on an admin 

kind of school perspective from a teacher development perspective. But from our perspective, 

when we start noticing that maybe a teacher is falling behind in terms of their admin work or a 

teacher has one of those classes that are so difficult with difficult learners, we're starting to 

notice if a teacher is probably late for meetings consistently. And this is consistent when you 

start picking up patterns. That is how we realize, okay, there is something that is going on. And 

that is when we will then go to the teacher and have a conversation, and we will then notice or 

pick up that there is probably more to it. And that is how we then step in in terms of helping 

them in that aspect or whatever it is that they struggle with. 

Follow-up: How do you use this information to design effective coaching interventions for 

teachers? 

Participant : So, what we then do is that, like I said, it is more of an individualistic approach. 

So, when we design intervention for a teacher, it depends on it is more like in the example that 

I used earlier, which is more individual. So obviously with that, depending on what the teacher 

is going through, for example, if the teacher has a class that has like a lot of difficult learners 

and they seem to be struggling with classroom management, I will then step in and then go 

through and then get to understand the teacher's personality first and then get to implement or 

give them strategies on how to handle certain learners and how to handle their classroom based 

on their personality. Because you do not want to give a teacher something that you know for a 

fact is going to, they are not going to be able to implement because of possibly their personality 

or because there are barriers that are just they're struggling with. So that's how I then use that 

information to say, okay, if you're struggling with classroom management, we can step in. If 

your struggle is more personal, what we then do obviously is that we refer the teacher out to 

maybe our EWP, so an employee wellness program, where they can then actually speak to a 

professional because we don't necessarily work with professionals in this space. So, then 
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teachers will then follow through on their own in terms of EWP. But if it's more of like a group 

effort, so if the pattern of classroom management or difficult learners is more consistent across 

a few like multiple grades, then we will have what we'll call the school-based support team, we 

will sit and we will have like a meeting, we will address those issues and we'll help general 

teachers altogether and we'll help them to come up with strategies and we'll have, yeah, we'll 

run like trainings or workshops or strategy meetings where we'll say this is how you can 

manage a class like this, so this is how you can manage learners like this, those kinds of things, 

yeah. 

Interviewer : Okay, thank you ma'am. Part of your response has addressed the next question, 

which is, do you currently use coaching in your interventions? If so, in what context do you 

use coaching? And I think you talked about classroom management and difficult learners as an 

example of how you would use coaching. I also got a sense that you use coaching more in 

individual as well as in group settings, depending on what the presenting problem is or the 

presenting challenge. Is there anything that you would like to add on question number three? 

Participant : So sometimes, yeah, I get used to that example, but also we do use it like in a, 

how can I put this? We do use it in terms of parents as well. So sometimes, for example, 

teachers will see a pattern across certain parent groups. So for example, maybe they'll notice 

that across certain grades, parents are not helping their children with homework and because 

of that, then the children are not able to focus on concentrating class or children are not able to 

complete work and class and that obviously spirals into parents become very angry or irritated 

because their child is falling behind and those kinds of things. So our interventions also extend 

to parents. So we'll then have workshops with parents and kind of help parents understand or 

give training on how parents can manage discipline or time management or those kinds of 

things at home. So if that structure, if home and school can speak together, it's like a triangle. 

If the home and the school can speak together, then the child who's at the top of the triangle, 

they're most likely will do well because two different settings are kind of aligning. So our 

context is also in like parents and we also bring in like home context as well in terms of helping 

teachers because once we help at home, we know that will translate to school. 

Interviewer : Okay, thank you ma'am. We can move to question number four. How would you 

tailor your coaching strategies to meet the individual needs and learning styles of teachers you 

work with? 

Participant : So, I think this one also in terms of number two, so it depends on obviously 

personality. So, what we then do is then even if the whole classroom, for example, if the teacher 

has like classroom management issues, we don't just come in and say these are the crossing 

management strategies, we'll then maybe speak to the teacher and find out what is her 

personality? What has she done before? What has worked before? How did she implement 

these kinds of things? And then we'll use what she's done before that helped and we'll use that, 

and we'll tailor it in terms of how to help this class that she has. So we'll use the strategies that 

she's already come up with before, strategies that have worked before, and then we'll use her 

personality to fit the strategies that we now want to implement, like new strategies that want to 

implement, because like I said, it doesn't make sense for us to come in and say you have to 

discipline children, you have to give demerits or you have to do this, whereas the teacher is not 

in their bow, knowing their body to do that. So then we'll find what works, what's the teacher's 

personality, and then we always tailor them based on what the teacher, what the teacher kind 

of can do or what the teacher's personality is. 
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Interviewer : Okay, thank you ma'am. We move to question number five. How would you 

incorporate feedback from teachers and other stakeholders into the design and implementation 

of coaching interventions? Other stakeholders could be parents, it could be anybody within the 

school system. 

Participant : Okay, so how would I incorporate feedback from teachers into the design? So 

feedback is very, very important because it lets us know what works and what doesn't. So 

feedback also lets us know what needs to be improved on and what needs to be edited. So in 

terms of getting feedback from teachers or feedback from parents, what we then do is that we 

tailor whatever it is that we're doing, we then extend it and kind of improve on it. So for 

example, we had a study skills workshop with our parents two weeks ago, and after the study 

skills, one of our parents actually said this was a very good presentation. However, I feel as 

though you could have added more about technology, you could have added more about how 

technology now in the digital era, for example. So then what we did is we took that information 

and translated it to the teachers. As I said, when you then teach children about how to study 

and study skills, incorporate, I mean technology, let them know that there is a possibility to 

use, although research doesn't really tell us that technology helps with studying, but there's a 

possibility to use certain technological designs or apps that can actually help with studying. So 

then that's how we always use feedback to, you know, feedback to kind of help us in terms of 

what interventions should be going forth. Sometimes it is difficult because you can't always 

change things. Sometimes the change is more systematic, so some things are too big to change 

now, even with feedback, but we try to make it at least manageable for what we're doing now, 

for the learners that we see now. 

Interviewer : Thank you ma'am. Just to summarize what I'm getting in terms of the 

incorporation of feedback from teachers and stakeholders to implement and design a coaching 

intervention. I get a sense that the coaching interventions focus on ed psych or psych education 

that is provided to the teachers. I also get a sense that there is also parental coaching happening 

in the sense of providing parents with the right skills to be able to support their children. An 

example will be the study skills program that you implemented. So the interventions focus both 

on the teacher, the learner, and the parent. 

Participant : Yes, because the world is approaching from a triangle point of view. 

Interviewer : Thank you. Question number six, how would you balance the need for ongoing 

support and follow up with the need between power teachers to take ownership of their own 

professional development? 

Participant : How would I balance the need for ongoing support with the need to empower... 

Please rephrase that question. 

Interviewer : Okay, so how would you maintain a balance between supporting teachers, 

making follow up in relation to the need to allow teachers to take their own professional 

development into their own control? 

Participant : So what we normally do with that is obviously we... teachers are very different to 

learners. So with learners in a therapy space, for example, we see learners consistently every 

week and in those weeks, for some learners, not all the learners, but for some learners will give 

activities that they need to do at home and then they come back and they let us know if the 

activity worked and if it doesn't, we change. But with teachers, it's different because we don't 
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have like weekly therapy sessions, for example, with teachers, although we do have weekly 

monthly meetings, but obviously the month is very, very long. So what we do then is we give 

the strategy or the intervention that we have in place and then we want to give teachers the 

opportunity to implement it and then come back and let us know what worked and what didn't 

and we always leave it up to them and we say to them, if there's anything you also want to add 

to this because obviously it's very class specific. So even if we've given a very general 

intervention, when you get to your class, it might not work for your class, for example. So 

implement it, try it in your class, if it doesn't work, let us know what didn't work, how did you 

implement it, and then let us know how can we, how can you as a teacher also improve on it 

because it's not always up to us to kind of improve the intervention. It's also the teacher. So 

sometimes the teachers will come back and say, we tried this, it didn't work. However, when it 

didn't work, this is what I then tried. So I think that's how we balance the need for ongoing 

support. So we're not consistently and always there for you, but because we want you to 

actually have the ability, we want the autonomy to lie on you for you to be, for you to have the 

skills to know that should I not be available tomorrow or for the whole month, you are not 

stranded, you are not drowning. We want you to go and do this activity or this workshop or 

this intervention and see if it works. And if it doesn't, we are still here to help you manage how 

it didn't work. So we're not always there to say, oh, it didn't work, or let me give you another 

one. But we say, if it didn't work, tell us what did work. And even if it didn't work, when you 

realized it didn't work, what did you do? So it's almost like the responsibility has been placed 

on them to figure out or get creative in how they actually, how they actually go ahead and 

almost how do they then change or improve the intervention in that space. And I think most of 

the time that kind of empowers the teacher to feel as though I'm actually in control, I can 

actually, you know, do this, I can actually implement something. And if it doesn't work, I have 

actually have the responsibility or the ability to change it and improve it to fit the context of 

my class. 

Interviewer : Thank you ma'am. So we move to question number seven. How would you use 

data and other evidence to evaluate the effectiveness of a coaching intervention for teacher 

development? 

Participant : Okay. Once again, please rephrase. 

Interviewer : So what would you use as a source of evidence to evaluate the effectiveness of a 

coaching intervention? How do you know that coaching is working? 

Participant : How do I know coaching is working? So usually we know when we start to see a 

change in behavior. So which is, which is quite different because some teachers when they 

notice that something is working, because their personality is also not very, they don't initiate. 

So what happens is when they know something's over, they'd rather keep quiet and ignore, you 

know, so then it becomes difficult because those teachers don't come back and say, hey, this 

actually didn't work or this did work. But in terms of, we usually, in terms of seeing the 

evidence, we usually see a change in behavior. And sometimes that process is long. You know, 

children are children. So it's not always going to be, you do it today and tomorrow, there's a 

change in behavior. But when we see consistent positive kind of behavior modification from 

children, then we start noticing, okay, this one thing might be working. This one thing is seems 

to be working. But most of the time it also works with ongoing support from all three people. 

So just because the teachers doing all of this doesn't mean that the parents can sit back, the 

parents need to come to the party as well. The learner also needs to come to the party. So as 

soon as we start seeing change in behavior is because that triangle is now working together and 
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we start seeing positive changes in behavior, starting to see more involvement, teachers are 

more willing to come back and say, can I get another strategy? Or can I get another 

intervention? Or, you know, now I'm, I'm seeing this change. How do I continue with this 

change? Because it's not always about I'm struggling with classroom management. Sometimes 

it's my children are doing so well, but I don't know how to reward them or don't know how to 

stop over rewarding them. So then they come back and say, the behavior has changed, but now 

I don't know how to consistently continue with that. So that's what we normally see when 

teachers now come on their own and say, I need more strategies or this has worked. Can we 

improve it and add this to it? So yeah, and we also see change in the actual classroom 

management to start to see change in the learners behaviors as well. Learners want to do well, 

learners want to behave well. So yeah. 

Interviewer : Thank you ma'am. I just want to confirm the triangle is the learner, the teacher 

and the parent. 

Participant : Yes. So it's learner, home, school. Because sometimes it's not always, it's like 

parent is caregiver, some children come from homes. So yeah. So it's learner. It's, it's a learner, 

school and home. 

Interviewer : Yes. Thank you ma'am. The next question, question number eight. Do you think 

there is resistance to coaching? If yes, how can it be addressed? 

Participant : I think there is resistance to it. Mainly because what we do find is, is a lot of, not 

a lot, but some teachers are not just in our school as well. But some teachers always have this 

mentality of it's been working for years. There's no need to change it. You know, if something 

is not broken, don't change it. Which truly speaking, that saying does have its place in 

education. You can't always change everything. You can't always have interventions for every 

single thing. Some things do generally need to be kept in place so that when it, because that's 

the thing, some interventions just need time. And that's the thing. That's the one thing I'm also, 

I'm realizing when it comes to resistance is because of time. A lot of people also want, if there's 

an intervention now within the next week or three weeks or a month, we need to see something. 

If we don't, that means we need to change it and add something else. But most of the time it's 

very traditional kind of thinking where it's worked before. And that's how we should keep it. If 

it's worked before, we should keep it that way. It's not broken. However, with that always 

comes a sense of, even if it has worked before, there's always room for improvements. So we're 

not saying we're changing it completely. We're just saying, let us improve the way we need to, 

because what worked 20 years ago, we're now looking at in the digital era, children are now 

learning things much faster than we did 20 years ago. So because of that, we need to keep 

moving with the time. So resistance, yes, definitely. In terms of how can resistance be 

addressed, I think it also goes back to teacher training. So a lot of times, if teachers are not 

trained consistently about what's happening or what's happening in the modern world, I feel as 

though then there's that level of comfort that they build. There's that level of I'm too 

comfortable. There's no need to change. There's no need for me to understand what's going on. 

It's that, but also it's also a matter of, it's also a matter of helping teachers understand that when 

we're changing things, we're not changing them. Because that's one thing I actually picked up, 

I think last day. If it's, if you come to a teacher and you say, okay, we can improve this and do 

this and this and this, it's almost like the teachers hearing that I'm saying they are the ones that 

have the issue and not this particular strategy. So I think it's also a mindset. If teachers can 

actually change how they view an intervention, it actually changes the intervention before you 

even implement it. So obviously, if you, if you're implementing an intervention with a negative 
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perception of it, the chances are very high that there's also going to be negative. But if you're 

implementing an intervention and you have some sort of positive idea of, okay, this might 

work, then the intervention might have a better, you might actually be willing to try that 

intervention. So yes, there is resistance to coaching and how can it, how can be addressed is 

that it's, it's helping teachers kind of understand it's not a personal thing when, when we 

implement something, it's more of a system thing. And also it's, it's changing your mindset and 

also understanding that it's a time thing, you know, it's not, we're not saying if something is not 

implemented now, if you implemented now, I mean, it doesn't mean it's going to change within 

a month. Some things take years to change and you could only see the change in two years. 

But if you're consistent with the intervention, we're going to see the change. So yes, I think 

that, yeah, I think that answers your question. 

Interviewer : Thank you, ma'am. The last question, what is the future of coaching in 

educational psychology? How does coaching currently play a role in your educational 

psychology practice? 

Participant : So I think the future of coaching in educational psychology, I think it's always 

been there. I think coaching, like I said, my understanding of coaching is support and guidance. 

And those two things, they've always been in educational psychology and they will always be 

there. But I think what we're moving towards, what the future is now letting us know is a lot of 

people now feel they can do it. Like there's a sense of I can Google and I will know, you know, 

and I think if we headed towards that direction, although it is very good, but there's always a 

level of, what are they called? There's always that level of misinformation. And if you're not 

guided in terms of finding the right information, you might always assume you have it or you 

know things and whereas you don't. So I think there's a place for where we headed to is teachers 

now taking onus and taking responsibility for their own development and, you know, taking 

the responsibility of how they want to implement certain interventions. But also, it's also 

understanding that teachers need to also be very aware that it's okay to ask for help. It's okay 

to say, okay, I'm struggling. It's difficult. I just need someone to show me the right direction. 

And that's all there is. So I think that's where the future of what is the future of coaching in 

educational psychology. And in terms of how does coaching currently play a role, I think it's, 

it helps like the role of coaching in it's like, I think it helps us build collaborative partnerships. 

It helps us build relationships. And I think the biggest thing that we're picking up, especially 

after COVID, I know it's been like four years, but still the effects of COVID are still there. 

What I'm picking up a lot is that there's such disconnects between people, between families, 

between learners, between school and home. There's such a disconnect between what's 

happening now and what happened then and what's happening in the future. And also, there's 

also a disconnect in relationships. You know, people are not forming relationships anymore. 

And ever since, I'm blaming COVID, but also in a way I'm not. But because of COVID, we've 

all been so sucked into this technological life that everything happened technologically in 

COVID. So now that we're here, we see even younger kids, you know, the younger kids are 

not able to kind of interact, kids are not able to form social relationships anymore, because if 

it's not a screen, then I don't know how to say hi. I don't know how to handle conflict or how 

to resolve problems. But I think when it comes to support and guidance as a coaching kind of 

mechanism in education and psychology, it has this place because then we can always shift and 

go back to, I'm here, I'm available. How can I be of service? How can I be of value? And as 

soon as people understand that someone is always there or someone is there to help guide you 

in terms of things that you find difficult, I think it kind of brings people back together. It brings 

that relationship. It forms that sense of someone is there. It forms that sense of, I belong, I'm 
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heard, I'm seen, someone can hear me, someone can see me, I'm struggling, and someone is 

there to help. And I think that's the role of coaching. 

Interviewer : Thank you, ma'am. We have come to the end of the interview. I normally ask for 

general comments and your thoughts around coaching, mentoring, around teacher 

development. 

Participant : I think there's a very big need going forth in terms of how people view help, just 

in general, how people view people that are willing to help. And it's all over. It's teachers, 

schools, it's corporate, it's everywhere. There's this sense of, I can do it myself. And that's where 

we're losing each other. That's where we're losing humaneness. That's where we're losing the 

human part of who we are. And with those introductions of AI and things like that, although 

they are useful, we're literally losing the ability to talk to people and to get the support that you 

need. Sometimes support doesn't always have to be an intervention. Sometimes it's a 

conversation. Sometimes you just need to speak to someone, and that's it, and you just need to 

vent. But because we've lost that aspect, or we're losing that aspect of humaneness, we're now 

seeing a lot of, I can do it myself. I've got this. This is okay. I can't be seen as struggling. But 

in itself, there's mentoring, coaching, all these things have a place because it shows you that 

someone with the experience has gone through it before, and they're willing to show you, or 

they're willing to guide you and hold your hand and walk you through this process and help 

you to get to the other side. 

Interviewer : Thank you, ma'am. We have come to the end of the interview. I'd like to take this 

opportunity to appreciate your time, your presence, and your responses. Thank you very much. 

Participant : Thank you so much, Eleanor. Have a wonderful day. 

Interviewer : Before we close, can I just stop the recording? I just wanted to make a follow-up 

outside the interview. Let me just stop the recording. There's a delayed response. Okay, let me 

just try again. Thank you. 
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Appendix I: Example of Coded Thematic Analysis 

Themes (sub-themes) Colour code 

Designing tailored coaching interventions 

(personal strategies to enhance coaching as 

an intervention for teacher development) 

Yellow 

Building collaborative relationships 

(collaboration with teachers to enhance 

coaching as an intervention) 

Green 

Reflective practice and feedback (feedback 

loops as a strategy to enhance coaching) 

Red 

Use of data and evidence-based practices 

(continuous assessment) 

Dark Yellow 

Reflective practice and feedback 

(Actionable feedback to enhance 

professional development) 

Teal 

Resistance to change (Reluctance to adopt 

new practices) 

Pink 

Identification of teacher development needs 

(The role of assessments in identifying 

teacher development needs) 

Turquoise 

Building collaborative relationships 

(Support from school leadership to enhance 

coaching in schools) 

Gray 

Implementing continuous professional 

development (Follow-Up and feedback to 

enhance continuous teacher development) 

Violet 

Addressing teacher burnout and enhancing 

well-being (Motivation and engagement to 

enhance teacher well-being) 

Dark red 

Leveraging technology for professional 
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Participant 27-Educational Psychologist 3 

Question: What is your experience and understanding of coaching? 

Participant : Okay. So, it was such a difficult one to kind of answer because I used to play 

sports. So, you say coaching, I needed to think of the coach and then the player. But obviously, 

in the context of educational psychology, I would understand coaching as it's almost like 

support or someone providing guidance and support to staff members or to other people within 

the same field or the same team that you're working in. So, I saw it as from a sports perspective, 

but also bringing it into its psychism. Coaching would be like providing guidance and support 

to teachers and principals and people within the education space. 

Interviewer: How do you approach the process of identifying areas of improvement for 

individual teachers? 

Participant : This one is also a bit tricky because of areas of improvement for individual 

teachers, usually a teacher who knows that they need support. Usually, they come to us. So, a 

teacher would then naturally, in a school context, especially a teacher come to you and say, I 

have experienced the following things, and I would like support either with a learner or personal 

support, and then that's where you provide. However, we also do identify when we're starting 

to see a drop in how a teacher performs. So, a drop in a teacher's performance, obviously, there 

are measures in place in terms of admin and IQMS and all these things that they do on an admin 

kind of school perspective from a teacher development perspective. But from our perspective, 

when we start noticing that maybe a teacher is falling behind in terms of their admin work, 

which then leaves a little time for coaching, or a teacher has one of those classes that are so 

difficult with difficult learners, we're starting to notice if a teacher is probably late for meetings 

consistently. And this is consistent when you start picking up patterns. That is how we realize, 

okay, there is something that is going on. And that is when we will then go to the teacher and 

have a conversation and we will then notice or pick up that there is probably more to it. And 

that is how we then step in in terms of helping them in that aspect or whatever it is that they 

struggle with. 

Follow-up: How do you use this information to design effective coaching interventions for 

teachers? 

Participant : So, what we then do is that, like I said, it is more of an individualistic approach. 

So, when we design intervention for a teacher, it depends on it is more like in the example that 

I used earlier, which is more individual. So obviously with that, depending on what the teacher 

is going through, for example, if the teacher has a class that has like a lot of difficult learners 

and they seem to be struggling with classroom management, I will then step in and then go 

through and then get to understand the teacher's personality first and then get to implement or 

give them strategies on how to handle certain learners and how to handle their classroom based 

on their personality. Because you do not want to give a teacher something that you know for a 

fact is going to, they are not going to be able to implement because of possibly their personality 

or because there are barriers that are just they're struggling with. So that's how I then use that 

information to say, okay, if the teacher has classroom management issues, we do not just come 

in and say these are the classroom management strategies; we will then maybe speak to the 

teacher and find out what her personality is. Building trust is crucial for effective coaching. If 

your struggle is more personal, what we then do obviously is that we refer the teacher out to 

maybe our EWP, so an employee wellness program, where they can then actually speak to a 
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professional because we don't necessarily work with professionals in this space. Open 

communication fosters trust and collaboration. Encouraging open communication helps 

address resistance to coaching. So, then teachers will then follow through on their own in terms 

of EWP. Using assessment data helps us identify areas of improvement. But if it's more of like 

a group effort, so if the pattern of classroom management or difficult learners is more consistent 

across a few like multiple grades, then we will have what we'll call the school-based support 

team, we will sit and we will have like a meeting, we will address those issues and we'll help 

general teachers altogether and we'll help them to come up with strategies and we'll have, yeah, 

we'll run like trainings or workshops or strategy meetings where we'll say this is how you can 

manage a class like this, so this is how you can manage learners like this, those kinds of things, 

yeah. We officially state that they can use that rather than going somewhere else for online 

workshops.  

Interviewer : Okay, thank you ma'am. Part of your response has addressed the next question, 

which is, do you currently use coaching in your interventions? If so, in what context do you 

use coaching? And I think you talked about classroom management and difficult learners as an 

example of how you would use coaching. I also got a sense that you use coaching more in 

individual as well as in group settings, depending on what the presenting problem is or the 

presenting challenge. Is there anything that you would like to add on question number three? 

Participant : So sometimes, yeah, I get used to that example, but also we do use it like in a, 

how can I put this? We do use it in terms of parents as well. So sometimes, for example, 

teachers will see a pattern across certain parent groups. So for example, maybe they'll notice 

that across certain grades, parents are not helping their children with homework and because 

of that, then the children are not able to focus on concentrating class or children are not able to 

complete work and class and that obviously spirals into parents become very angry or irritated 

because their child is falling behind and those kinds of things. I believe that, working together 

with teachers enhances the coaching process. So our interventions also extend to parents. So 

we'll then have workshops with parents and kind of help parents understand or give training on 

how parents can manage discipline or time management or those kinds of things at home. So 

if that structure, if home and school can speak together, it's like a triangle. If the home and the 

school can speak together, then the child who's at the top of the triangle, they're most likely 

will do well because two different settings are kind of aligning. So our context is also in like 

parents and we also bring in like home context as well in terms of helping teachers because 

once we help at home, we know that will translate to school. Also, school leadership plays a 

vital role in facilitating professional development and will then improve teaching and learning.  

Interviewer : Okay, thank you ma'am. We can move to question number four. How would you 

tailor your coaching strategies to meet the individual needs and learning styles of teachers you 

work with? 

Participant : So I think this one also in terms of number two, so it depends on obviously 

personality. So what we then do is then even if the whole classroom, for example, if the teacher 

has like classroom management issues, we don't just come in and say these are the crossing 

management strategies, we'll then maybe speak to the teacher and find out what is her 

personality? What has she done before? What has worked before? How did she implement 

these kinds of things? And then we'll use what she's done before that helped and we'll use that 

and we'll tailor it in terms of how to help this class that she has. So we'll use the strategies that 

she's already come up with before, strategies that have worked before, and then we'll use her 

personality to fit the that we now want to implement, like new strategies that want to 
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implement, because like I said, it doesn't make sense for us to come in and say you have to 

discipline children, you have to give demerits or you have to do this, whereas the teacher is not 

in their bow, knowing their body to do that. So then we'll find what works, what's the teacher's 

personality, and then we always tailor them based on what the teacher, what the teacher kind 

of can do or what the teacher's personality is. We tailor our interventions based on each 

teacher's needs and prior experiences. Tailoring strategies to individual teachers are crucial for 

success. Adapting strategies to fit the teacher's environment ensure will ensure that coaching 

is a success. 

Interviewer : Okay, thank you ma'am. We move to question number five. How would you 

incorporate feedback from teachers and other stakeholders into the design and implementation 

of coaching interventions? Other stakeholders could be parents, it could be anybody within the 

school system. 

Participant : Okay, so how would I incorporate feedback from teachers into the design? So 

feedback is very, very important because it lets us know what works and what doesn't. So 

feedback also lets us know what needs to be improved on and what needs to be edited. So in 

terms of getting feedback from teachers or feedback from parents, what we then do is that we 

tailor whatever it is that we're doing, we then extend it and kind of improve on it. So for 

example, we had a study skills workshop with our parents two weeks ago, and after the study 

skills, one of our parents actually said this was a very good presentation. So, every school has 

a teacher that is designated that I work with. So, I will give all my interventions to her, and she 

will then give them back to the teachers because, you know, you get to class, and they have got 

maths. Now I must leave, but now she is not coming to me. She is busy. I cannot sit there for 

an hour and wait for a break if they have a break and not a meeting or there is a parent waiting. 

So, it cost me money to sit there for an hour doing nothing. So, I will talk to that teacher, that 

specific teacher, and I will give her my options, or I will also do this or do that. That is what I 

what I recommend. She told the teachers what I said. Sometimes the change is more systematic, 

so some things are too big to change now, even with feedback, but we try to make it at least 

manageable for what we're doing now, for the learners that we see now. 

Interviewer : Thank you ma'am. Just to summarize what I'm getting in terms of the 

incorporation of feedback from teachers and stakeholders to implement and design a coaching 

intervention. I get a sense that the coaching interventions focus on ed psych or psych education 

that is provided to the teachers. I also get a sense that there is also parental coaching happening 

in the sense of providing parents with the right skills to be able to support their children. An 

example will be the study skills program that you implemented. So the interventions focus both 

on the teacher, the learner, and the parent. 

Participant : Yes, because the world is approaching from a triangle point of view. 

Interviewer : Thank you. Question number six, how would you balance the need for ongoing 

support and follow up with the need between power teachers to take ownership of their own 

professional development? 

Participant : How would I balance the need for ongoing support with the need to empower... 

Please rephrase that question. 
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Interviewer : Okay, so how would you maintain a balance between supporting teachers, 

making follow up in relation to the need to allow teachers to take their own professional 

development into their own control? 

Participant : So what we normally do with that is obviously we... teachers are very different to 

learners. So with learners in a therapy space, for example, we see learners consistently every 

week and in those weeks, for some learners, not all the learners, but for some learners will give 

activities that they need to do at home and then they come back and they let us know if the 

activity worked and if it doesn't, we change. But with teachers, it's different because we don't 

have like weekly therapy sessions, for example, with teachers, although we do have weekly 

monthly meetings, but obviously the month is very, very long. So what we do then is we give 

the strategy or the intervention that we have in place and then we want to give teachers the 

opportunity to implement it and then come back and let us know what worked and what didn't 

and we always leave it up to them and we say to them, if there's anything you also want to add 

to this because obviously it's very class specific. Regular follow-up is essential to ensure the 

effectiveness of interventions. Having such sessions in place helps us monitor progress and 

make necessary adjustments. We can improve our interventions. Regular feedback is crucial 

because it helps us understand the impact of our coaching interventions. So even if we've given 

a very general intervention, when you get to your class, it might not work for your class, for 

example. So implement it, try it in your class, if it doesn't work, let us know what didn't work, 

how did you implement it, and then let us know how can we, how can you as a teacher also 

improve on it because it's not always up to us to kind of improve the intervention. It's also the 

teacher. So sometimes the teachers will come back and say, we tried this, it didn't work. 

However, when it didn't work, this is what I then tried. So I think that's how we balance the 

need for ongoing support. So we're not consistently and always there for you, but because we 

want you to actually have the ability, we want the autonomy to lie on you for you to be, for 

you to have the skills to know that should I not be available tomorrow or for the whole month, 

you are not stranded, you are not drowning. We want you to go and do this activity or this 

workshop or this intervention and see if it works. And if it doesn't, we are still here to help you 

manage how it didn't work. So we're not always there to say, oh, it didn't work, or let me give 

you another one. But we say, if it didn't work, tell us what did work. And even if it didn't work, 

when you realized it didn't work, what did you do? So it's almost like the responsibility has 

been placed on them to figure out or get creative in how they actually, how they actually go 

ahead and almost how do they then change or improve the intervention in that space. And I 

think most of the time that kind of empowers the teacher to feel as though I'm actually in 

control, I can actually, you know, do this, I can actually implement something. And if it doesn't 

work, I have actually have the responsibility or the ability to change it and improve it to fit the 

context of my class. 

Interviewer : Thank you ma'am. So we move to question number seven. How would you use 

data and other evidence to evaluate the effectiveness of a coaching intervention for teacher 

development? 

Participant : Okay. Once again, please rephrase. 

Interviewer : So what would you use as a source of evidence to evaluate the effectiveness of a 

coaching intervention? How do you know that coaching is working? 

Participant : How do I know coaching is working? So usually we know when we start to see a 

change in behavior. So which is, which is quite different because some teachers when they 
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notice that something is working, because their personality is also not very, they don't initiate. 

So what happens is when they know something's over, they'd rather keep quiet and ignore, you 

know, so then it becomes difficult because those teachers don't come back and say, hey, this 

actually didn't work or this did work. But in terms of, we usually, in terms of seeing the 

evidence, we usually see a change in behavior. And sometimes that process is long. You know, 

children are children. So it's not always going to be, you do it today and tomorrow, there's a 

change in behavior. But when we see consistent positive kind of behavior modification from 

children, then we start noticing, okay, this one thing might be working. This one thing is seems 

to be working. But most of the time it also works with ongoing support from all three people. 

So just because the teachers doing all of this doesn't mean that the parents can sit back, the 

parents need to come to the party as well. The learner also needs to come to the party. So as 

soon as we start seeing change in behavior is because that triangle is now working together and 

we start seeing positive changes in behavior, starting to see more involvement, teachers are 

more willing to come back and say, can I get another strategy? Or can I get another 

intervention? Or, you know, now I'm, I'm seeing this change. How do I continue with this 

change? Because it's not always about I'm struggling with classroom management. Sometimes 

it's my children are doing so well, but I don't know how to reward them or don't know how to 

stop over rewarding them. So then they come back and say, the behavior has changed, but now 

I don't know how to consistently continue with that. So that's what we normally see when 

teachers now come on their own and say, I need more strategies or this has worked. Can we 

improve it and add this to it? So yeah, and we also see change in the actual classroom 

management to start to see change in the learners behaviors as well. Learners want to do well, 

learners want to behave well. So yeah. 

Interviewer : Thank you ma'am. I just want to confirm the triangle is the learner, the teacher 

and the parent. 

Participant : Yes. So it's learner, home, school. Because sometimes it's not always, it's like 

parent is caregiver, some children come from homes. So yeah. So it's learner. It's, it's a learner, 

school and home. 

Interviewer : Yes. Thank you ma'am. The next question, question number eight. Do you think 

there is resistance to coaching? If yes, how can it be addressed? 

Participant : I think there is resistance to it. Mainly because what we do find is, is a lot of, not 

a lot, but some teachers are not just in our school as well. But some teachers always have this 

mentality of it's been working for years. There's no need to change it. You know, if something 

is not broken, don't change it. Which truly speaking, that saying does have its place in 

education. You can't always change everything. You can't always have interventions for every 

single thing. Some things do generally need to be kept in place so that when it, because that's 

the thing, some interventions just need time. And that's the thing. That's the one thing I'm also, 

I'm realizing when it comes to resistance is because of time. A lot of people also want, if there's 

an intervention now within the next week or three weeks or a month, we need to see something. 

If we don't, that means we need to change it and add something else. I believe that coaching 

can help reignite teachers' passion for teaching and engagement. But most of the time it's very 

traditional kind of thinking where it's worked before. And that's how we should keep it. If it's 

worked before, we should keep it that way. It's not broken. However, with that always comes 

a sense of, even if it has worked before, there's always room for improvements. So we're not 

saying we're changing it completely. We're just saying, let us improve the way we need to, 

because what worked 20 years ago, we're now looking at in the digital era, children are now 
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learning things much faster than we did 20 years ago. So because of that, we need to keep 

moving with the time. So resistance, yes, definitely. In terms of how can resistance be 

addressed, I think it also goes back to teacher training. So a lot of times, if teachers are not 

trained consistently about what's happening or what's happening in the modern world, I feel as 

though then there's that level of comfort that they build. There's that level of I'm too 

comfortable. There's no need to change. There's no need for me to understand what's going on. 

It's that, but also it's also a matter of, it's also a matter of helping teachers understand that when 

we're changing things, we're not changing them. Because that's one thing I actually picked up, 

I think last day. If it's, if you come to a teacher and you say, okay, we can improve this and do 

this and this and this, it's almost like the teachers hearing that I'm saying they are the ones that 

have the issue and not this particular strategy. So I think it's also a mindset. Comfort with the 

status quo makes it hard to implement new coaching strategies. Many teachers resist coaching 

because they are comfortable with their existing methods. If teachers can actually change how 

they view an intervention, it actually changes the intervention before you even implement it. 

So obviously, if you, if you're implementing an intervention with a negative perception of it, 

the chances are very high that there's also going to be negative. But if you're implementing an 

intervention and you have some sort of positive idea of, okay, this might work, then the 

intervention might have a better, you might actually be willing to try that intervention. So yes, 

there is resistance to coaching and how can it, how can be addressed is that it's, it's helping 

teachers kind of understand it's not a personal thing when, when we implement something, it's 

more of a system thing. And also it's, it's changing your mindset and also understanding that 

it's a time thing, you know, it's not, we're not saying if something is not implemented now, if 

you implemented now, I mean, it doesn't mean it's going to change within a month. Some things 

take years to change and you could only see the change in two years. But if you're consistent 

with the intervention, we're going to see the change. So yes, I think that, yeah, I think that 

answers your question. 

Interviewer : Thank you, ma'am. The last question, what is the future of coaching in 

educational psychology? How does coaching currently play a role in your educational 

psychology practice? 

Participant : So, I think the future of coaching in educational psychology, I think it's always 

been there. I think coaching, like I said, my understanding of coaching is support and guidance. 

And those two things, they've always been in educational psychology, and they will always be 

there. But I think what we're moving towards, what the future is now letting us know is a lot of 

people now feel they can do it. Like there's a sense of I can Google and I will know, you know, 

and I think if we headed towards that direction, although it is very good, but there's always a 

level of, what are they called? There's always that level of misinformation. And if you're not 

guided in terms of finding the right information, you might always assume you have it or you 

know things and whereas you don't. So, I think there's a place for where we headed to is 

teachers now taking onus and taking responsibility for their own development and, you know, 

taking the responsibility of how they want to implement certain interventions. So, creating a 

supportive atmosphere encourages teachers to embrace coaching.  Supportive environments 

are crucial for the success of coaching interventions. But also, it's also understanding that 

teachers need to also be very aware that it's okay to ask for help. It's okay to say, okay, I'm 

struggling. It's difficult. I just need someone to show me the right direction. And that's all there 

is. So I think that's where the future of what is the future of coaching in educational psychology. 

And in terms of how does coaching currently play a role, I think it's, it helps like the role of 

coaching in it's like, I think it helps us build collaborative partnerships. It helps us build 

relationships. And I think the biggest thing that we're picking up, especially after COVID, I 
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know it's been like four years, but still the effects of COVID are still there. What I'm picking 

up a lot is that there's such disconnects between people, between families, between learners, 

between school and home. There's such a disconnect between what's happening now and what 

happened then and what's happening in the future. And also, there's also a disconnect in 

relationships. You know, people are not forming relationships anymore. And ever since, I'm 

blaming COVID, but also in a way I'm not. But because of COVID, we've all been so sucked 

into this technological life that everything happened technologically in COVID. So now that 

we're here, we see even younger kids, you know, the younger kids are not able to kind of 

interact, kids are not able to form social relationships anymore, because if it's not a screen, then 

I don't know how to say hi. I don't know how to handle conflict or how to resolve problems. 

But I think when it comes to support and guidance as a coaching kind of mechanism in 

education and psychology, it has this place because then we can always shift and go back to, 

I'm here, I'm available. How can I be of service? How can I be of value? And as soon as people 

understand that someone is always there or someone is there to help guide you in terms of 

things that you find difficult, I think it kind of brings people back together. It brings that 

relationship. It forms that sense of someone is there. It forms that sense of, I belong, I'm heard, 

I'm seen, someone can hear me, someone can see me, I'm struggling, and someone is there to 

help. The coaching sessions became a platform for sharing ideas and strategies by the teachers, 

which are then cascaded throughout the educational ecosystem. And I think that's the role of 

coaching. 

Interviewer : Thank you, ma'am. We have come to the end of the interview. I normally ask for 

general comments and your thoughts around coaching, mentoring, around teacher 

development. 

Participant : I think there's a very big need going forth in terms of how people view help, just 

in general, how people view people that are willing to help. And it's all over. It's teachers, 

schools, it's corporate, it's everywhere. There's this sense of, I can do it myself. And that's where 

we're losing each other. That's where we're losing humaneness. That's where we're losing the 

human part of who we are. And with those introductions of AI and things like that, although 

they are useful, we're literally losing the ability to talk to people and to get the support that you 

need. Sometimes support doesn't always have to be an intervention. Sometimes it's a 

conversation. Sometimes you just need to speak to someone, and that's it, and you just need to 

vent. But because we've lost that aspect, or we're losing that aspect of humaneness, we're now 

seeing a lot of, I can do it myself. I've got this. This is okay. I can't be seen as struggling. But 

in itself, there's mentoring, coaching, all these things have a place because it shows you that 

someone with the experience has gone through it before, and they're willing to show you, or 

they're willing to guide you and hold your hand and walk you through this process and help 

you to get to the other side. It is something that was not part of my training. Proper training is 

essential for educational psychologists to conduct effective coaching.  

Interviewer : Thank you, ma'am. We have come to the end of the interview. I'd like to take this 

opportunity to appreciate your time, your presence, and your responses. Thank you very much. 

Participant : Thank you so much, Eleanor. Have a wonderful day. 

Interviewer : Before we close, can I just stop the recording? I just wanted to make a follow-up 

outside the interview. Let me just stop the recording. There's a delayed response. Okay, let me 

just try again. Thank you. 
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