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Session 1
Becoming a Professional
Learning Community
Whether you are just beginning to build a PLC or need to regroup for your next steps, this session
provides a working knowledge based on the three Big Ideas that drive a PLC. This session will build
staﬀ understanding of what it means to work in a PLC and incorporate strategies for staﬀ to form a
relentless focus on learning.
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Becoming a Professional
Learning Community!

Gavin Grift

Desired outcomes
• Gain a shared understanding of PLC concepts
and characteristics
• Developing a deep understanding of the 3 big
ideas of a PLC
• Discover insights into your current culture based
on PLC concepts

Essential Questions
¾ Why should we participate as a member of a
Professional Learning Community?
¾ How do the ideas of the Professional Learning
Community model connect to my practices and
beliefs?
¾ Where are we now and where will we go from here?
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Adult Learning Norms

The standards and
behaviours by which we agree
to operate while we are in this
group.

Create your Norms
• With a colleague discuss the Norm that is
most important to you and why
• Make a commitment to this Norm for the
duration of session

We know that teachers make a
difference… but WHAT makes the
difference in teachers?
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Clarity precedes competence
“It is hard enough to explain what a complex idea
means for action when you understand it…. It is
impossible when you use terms that sound
impressive but you don’t really understand what
they mean.”
Pfeffer & Sutton, 2000, p.52

Looking for Answers?
Define Professional Learning
Communities

Share and discuss your
definition with the members at
your table
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Shared
Shared
Purpose: Vision:

Collective
Commitments:

Shared
Goals:

Ensuring
high-levels
of learning
for all
students

Clarifying how
each individual will
contribute to
achieving the
vision

Identifying
indicators
to monitor
our
progress

Creating the
Structure and
culture to
ensure all
kids learn
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High Reliability Schools
Levels of Hierarchy

High Reliability Schools
Leading Indicators L.1
Leading indicators are important conditions
that are known to be associated with school
improvement. They provide direction for school
leaders to work on for a continuous process of
improvement.
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High Reliability Schools
Leading Indicators L.1
1.3 Teachers have formal roles in the decisionmaking process regarding school initiatives.
1.4 Teacher teams and collaborative groups
regularly interact to address common issues
regarding curriculum, assessment, instruction and
the achievement of all students.
1.5 Teachers and staff have formal ways to
provide input regarding the optimal functioning of
the school.

The 3 big ideas
of the professional learning community model
require school staff to focus on learning
rather than teaching, work collaboratively
on matters related to learning, and hold itself
accountable for the kinds of results that fuel
continual improvement.

Making a Shift in Schools
From
To
A focus on teaching

A focus on learning

What was taught

What was learned

Isolation

Collaboration

These are my kids

These are our kids

Decision made on the basis of
individual preferences

Decision made collectively by building
shared knowledge of best practices

Infrequent summative assessments

Frequent formative assessments

Assessments used to reward and
punish students

Assessments used to inform and
motivate students

Teachers as followers

Teachers as leaders
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Four Critical Questions
• What do we want students to learn?
• How do we know if they have learned it?
• What do we do if they don t learn?
• What do we do if they already know it?

Six Characteristics of a PLC
1. Shared mission, vision & values that focus on
learning
2. A collaborative culture with a focus on learning
for all
3. Collective inquiry into best practice and current
reality
4. Action orientation: Learning by doing
5. A commitment to continuous improvement
6. Results orientation
DuFour & Eaker, 1998

Focus on Learning…
through….

¾Our beliefs about learning
¾Challenging our traditional perspectives
¾Addressing 4 critical questions
¾Developing a clear and compelling purpose
¾Uncompromised and consistent reflection
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Correlates of Effective Schools
• Strong Instructional Leadership
• Clear and Focused Mission
• Safe and Orderly Environment
• Climate of High Expectations
• Frequent Monitoring of Student Progress
• Positive Home/School Relations
• Opportunity to Learn & Student Time on
Task
Ron Edmonds and Lawrence Lezotte

What does it mean to have a focus on
LEARNING?

It’s Not Enough to Say We Have a
Focus on Learning
• Policies, practices, and procedures
must relate to learning
• New decisions must filter through a
framework to determine probable
impacts on learning.

Essential questions about the culture of
your school
Do we believe all kids can learn?

© Hawker Brownlow Professional
Learning Solutions 2012 – HA1129
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Essential questions about the culture of
your school
Do we believe that educators
are the key contributors to
student learning?

© Hawker Brownlow Professional
Learning Solutions 2012 – HA1129

Highly Effective Schools
An analysis of research conducted over a
thirty-five year period demonstrates that
schools that are highly effective produce
results that almost entirely overcome the
effects of student backgrounds
Robert Marzano (2003)

Essential questions about the culture of
your school
Do we believe education
is critical to the future
of our students?

10
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Essential questions about the culture of
your school
Do we believe we can
make a difference in the
lives of our kids?

To what extent do we believe?

Where would your post-it note go?
ϭϬ

ϮϬ

ϯϬ

ϰϬ

ϱϬ

ϲϬ

ϳϬ

ϴϬ

ϵϬ

ϭϬϬ

How important is it that staff
have a shared belief system?

Send These Crucial Engines of
Hope Messages
• What we are doing here is important
• You can do it!
• I m not going to give up on you – even if you
give up on yourself.

Jonathan Saphier
On Common Ground
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A question to consider
What’s your sense of how a traditional school
responds when it becomes apparent that
students aren’t learning at the expected levels?

Traditional school’s response
No consistent, systematic
response from the school
The school does not respond
Individual teachers are on their own

Traditional school’s message
The student is given choices and advised he will be held
accountable for his decisions.
We will demonstrate little interest in the choices you
make other than to hold you accountable for them.
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Assumption driving a traditional
school’s culture
We provide students with the opportunity to learn.
If students fail to take advantage of the opportunities,
they must suffer the consequences of their decisions

PLC’s response
Provides the student with increasing levels of time and
support when he experiences difficulty
It’s timely (every 3 weeks), systematic and does not rely
on the discretion of individual teachers
Student are not invited to seek help but are mandated to
receive additional help

PLC’s message
Learning IS required
You CAN and WILL be successful here
You may NOT choose to FAIL
We want you to feel CONNECTED
Get INVOLVED
Be SUCCESSFUL

© 2015 Hawker Brownlow Education. All rights reserved. BRIGG01
Proceedings of the Hawker Brownlow 12th Annual Thinking and Learning Institute, May 2015

13

GAVIN GRIFT

DAY ONE - SATURDAY 30 MAY 2015

SESSION 1

Assumptions driving a PLC’s culture
Purpose is to ensure student learning
All of our practices, policies, and procedures must be
assessed on the basis of their impact on learning.
Our collaborative efforts have an impact on student
learning.

Focus on Learning…
through….

¾Our beliefs about learning
¾Challenging our traditional perspectives
¾Addressing 4 critical questions
¾Developing a clear and compelling purpose
¾Uncompromised and consistent reflection

Four Critical Questions
What do we want students to learn?
How do we know if they have learned it?
What do we do if they don t know it?
What do we do if they already know it?
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Focus on Learning
The very essence of
a learning
community is a focus
on and a
commitment to the
learning of each
student.

The real voyage
in discovery
consists not of seeking new
landscapes, but in having new
Marcel Proust
eyes
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What Is a “Professional Learning Community”?
Richard DuFour
(Professional Reading – Vol 1)

To create a professional learning community, focus on learning rather than teaching, work
collaboratively, and hold yourself accountable for results.
The idea of improving schools by developing professional learning communities is currently in
vogue. People use this term to describe every imaginable combination of individuals with an
interest in education—a grade-level teaching team, a school committee, a high school
department, an entire school district, a state department of education, a national professional
organization, and so on. In fact, the term has been used so ubiquitously that it is in danger of
losing all meaning.
The professional learning community model has now reached a critical juncture, one well known
to those who have witnessed the fate of other well-intentioned school reform efforts. In this alltoo-familiar cycle, initial enthusiasm gives way to confusion about the fundamental concepts
driving the initiative, followed by inevitable implementation problems, the conclusion that the
reform has failed to bring about the desired results, abandonment of the reform, and the launch of
a new search for the next promising initiative. Another reform movement has come and gone,
reinforcing the conventional education wisdom that promises, “This too shall pass.”
The movement to develop professional learning communities can avoid this cycle, but only if
educators reflect critically on the concept’s merits. What are the “big ideas” that represent the
core principals of professional learning communities? How do these principles guide schools’
efforts to sustain the professional learning community model until it becomes deeply embedded
in the culture of the school?
Big Idea #1: Ensuring That Students Learn
The professional learning community model flows from the assumption that the core mission of
formal education is not simply to ensure that students are taught but to ensure that they learn.
This simple shift—from a focus on teaching to a focus on learning—has profound implications
for schools.
School mission statements that promise “learning for all” have become a cliché. But when a
school staff takes that statement literally—when teachers view it as a pledge to ensure the
success of each student rather than as politically correct hyperbole—profound changes begin to
take place. The school staff finds itself asking, What school characteristics and practices have
been most successful in helping all students achieve at high levels? How could we adopt those
characteristics and practices in our own school? What commitments would we have to make to
one another to create such a school? What indicators could we monitor to assess our progress?
When the staff has built shared knowledge and found common ground on these questions, the
school has a solid foundation for moving forward with its improvement initiative.
As the school moves forward, every professional in the building must engage with colleagues in
the ongoing exploration of three crucial questions that drive the work of those within a
professional learning community:
x What do we want each student to learn?
x How will we know when each student has learned it?
x How will we respond when a student experiences difficulty in learning?

16
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The answer to the third question separates learning communities from traditional schools.
Here is a scenario that plays out daily in traditional schools. A teacher teaches a unit to the best
of his or her ability, but at the conclusion of the unit some students have not mastered the
essential outcomes. On the one hand, the teacher would like to take the time to help those
students. On the other hand, the teacher feels compelled to move forward to “cover” the course
content. If the teacher uses instructional time to assist students who have not learned, the
progress of students who have mastered the content will suffer, if the teacher pushes on with new
concepts, the struggling students will fall farther behind.
What typically happens in this situation? Almost invariably, the school leaves the solution to the
discretion of individual teachers, who vary widely in the ways they respond. Some teachers
conclude that the struggling students should transfer to a less rigorous course or should be
considered for special education. Some lower their expectations by adopting less challenging
standards for subgroups of students within their classrooms. Some look for ways to assist the
students before and after school. Some allow struggling students to fail.
When a school begins to function as a professional learning community, however, teachers
become aware of the incongruity between their commitment to ensure learning for all students
and their lack of a coordinated strategy to respond when some students do not learn. The staff
addresses this discrepancy by designing strategies to ensure that struggling students receive
additional time and support, no matter who their teacher is. In addition to being systematic and
schoolwide, the professional learning community’s response to students who experience
difficulty is:
x Timely. The school quickly identifies students who need additional time and support.
x Based on intervention rather than remediation. The plan provides students with help as soon
as they experience difficulty rather than relying on summer school, retention, and remedial
courses.
x Directive. Instead of inviting students to seek additional help, the systematic plan requires
students to devote extra time and receive additional assistance until they have mastered the
necessary concepts.
The systematic, timely, and directive intervention program operating at Adlai Stevenson High
School in Lincolnshire, Illinois, provides an excellent example. Every three weeks, every
student receives a progress report. Within the first month of school, new students discover that if
they are not doing well in a class, they will receive a wide array of immediate interventions.
First the teacher, counselor, and faculty advisor each talk with student individually to help
resolve the problem. The school also notifies the student’s parents about the concern. In
addition, the school offers the struggling student a pass from study hall to a school tutoring
center to get additional help in the course. An older student mentor, in conjunction with the
struggling student’s advisor, helps the student with homework during the student’s daily
advisory period.
Collaborative teacher conversations must quickly move beyond “What are we expected to
teach?” to “How will we know when each student has learned?”
Any student who continues to fall short of expectations at the end of six weeks despite these
interventions is required, rather than invited, to attend tutoring sessions during the study hall
period. Counselors begin to make weekly checks on the struggling student’s progress. If
tutoring fails to bring about improvement within the next six weeks, the student is assigned to a
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daily guided study hall with 10 or fewer students. The guided study hall supervisor
communicates with classroom teachers to learn exactly what homework each student needs to
complete and monitors the completion of that homework. Parents attend a meeting at the school
at which the student, parents, counselor, and classroom teacher must sign a contract clarifying
what each party will do to help the student meet the standards for the course.
Stevenson High School serves more than 4,000 students. Yet this school has found a way to
monitor each student’s learning on a timely basis and to ensure that every student who
experiences academic difficulty will receive extra time and support for learning.
Like Stevenson, schools that are truly committed to the concept of learning for each student will
stop subjecting struggling students to a haphazard education lottery. These schools will
guarantee that each student receives whatever additional support he or she needs.
Big Idea #2: A Culture of Collaboration
Educators who are building a professional learning community recognize that they must work
together to achieve their collective purpose of learning for all. Therefore, they create structures
to promote a collaborative culture.
Despite compelling evidence indicating that working collaboratively represents best practice;
teachers in many schools continue to work in isolation. Even in schools that endorse the idea of
collaboration, the staff’s willingness to collaborate often stops at he classroom door. Some
school staffs equate the term “collaboration” with congeniality and focus on building group
camaraderie. Other staffs join forces to develop consensus on operational procedures, such as
how they will respond to tardiness or supervise recess. Still others organize themselves into
committees to oversee different facets of the school’s operation, such as discipline, technology,
and social climate. Although each of these activities can serve a useful purpose, none represents
the kind of professional dialogue that can transform a school into a professional learning
community.
The powerful collaboration that characterizes professional learning communities is a systematic
process in which teachers work together to analyze and improve their classroom practice.
Teachers work in teams, engaging in an ongoing cycle of questions that promote deep team
learning. This process, in turn, leads to higher levels of student achievement.
Collaborating for School Improvement
At Boones Mill Elementary School, a K-5 school serving 400 students in rural Franklin County,
Virginia, the powerful collaboration of grade-level teams drives the school improvement process.
The following scenario describes what Boones Mill staff members refer to as their teachinglearning process.
The school’s five 3rd grade teachers study state and national standards, the district curriculum
guide, and student achievement data to identify the essential knowledge and skills that all
students should learn in an upcoming language arts unit. They also ask the 4th grade teachers
what they hope students will have mastered by the time they leave 3rd grade. On the basis of the
shared knowledge generated by this joint study, the 3rd grade team agrees on the critical
outcomes that they will make sure each student achieves during the unit.
Next, the team turns its attention to developing common formative assessments to monitor each
student’s mastery of the essential outcomes. Team members discuss the most authentic and valid
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ways to assess student mastery. They set the standard for each skill or concept that each student
must achieve to be deemed proficient. They agree on the criteria by which they will judge the
quality of student work, and they practice applying those criteria until they can do so
consistently. Finally, they decide when they will administer the assessments.
After each teacher has examined the results of the common formative assessment for his or her
students, the team analyzes how all 3rd graders performed. Team members identify strengths and
weaknesses in student learning and begin to discuss how they can build on the strengths and
address the weaknesses. The entire team gains new insights into what is working and what is
not, and members discuss new strategies that they can implement in their classrooms to raise
student achievement.
At Boones Mill, collaborative conversations happen routinely throughout the year. Teachers use
frequent formative assessments to investigate the questions “Are students learning what they
need to learn?” and “Who needs additional time and support to learn?” rather than relying solely
on summative assessments that ask “Which students learned what was intended and which
students did not?”
Collaborative conversations call on team members to make public what has traditionally been
private—goals, strategies, materials, pacing, questions, concerns, and results. These discussions
give every teacher someone to turn to and talk to, and they are explicitly structured to improve
the classroom practice of teachers—individually and collectively.
For teachers to participate in such a powerful process, the school must ensure that everyone
belongs to a team that focuses on student learning. Each team must have time to meet during the
workday and throughout the school year. Teams must focus their efforts on crucial questions
related to learning and generate products that reflect that focus, such as lists of essential
outcomes, different kinds of assessment, analyses of student achievement, and strategies for
improving results. Teams must develop norms or protocols to clarify expectations regarding
roles, responsibilities, and relationships among team members. Teams must adopt student
achievement goals linked with school ad district goals.
Removing Barriers to Success
For meaningful collaboration to occur, a number of things must also stop happening. Schools
must stop pretending that merely presenting teachers with state standards or district curriculum
guides will guarantee that all students have access to a common curriculum. Even school
districts that devote tremendous time and energy to designing the intended curriculum often pay
little attention to the implemented curriculum (what teachers actually teach) and even less to the
attained curriculum (what students learn) (Marzano, 2003). Schools must also give teachers
time to analyze and discuss state and district curriculum documents. More important, teacher
conversations must quickly move beyond “What are we expected to teach?” to “How will we
know when each student has learned?”

A group of staff members who are determined to work together will find a way.

© 2015 Hawker Brownlow Education. All rights reserved. BRIGG01
Proceedings of the Hawker Brownlow 12th Annual Thinking and Learning Institute, May 2015

19

GAVIN GRIFT

DAY ONE - SATURDAY 30 MAY 2015

SESSION 1

In addition, faculties must stop making excuses for failing to collaborate. Few educators
publicly assert that working in isolation is the best strategy for improving schools. Instead, they
give reasons why it is impossible for them to work together. “We just can’t find the time.” “Not
everyone on the staff has endorsed the idea.” “We need more training in collaboration.” But the
number of schools that have created truly collaborative cultures proves that such barriers are not
insurmountable. As Roland Barth (1991) wrote,
Are teachers and administrators willing to accept the fact that they are part of the
problem?...God didn’t create self-contained classrooms, 50-minute periods, and
subjects taught n isolation. We did—because we find working alone safer than
preferable to working together. (pp. 126-127)
In the final analysis, building the collaborative culture of a professional learning community is a
question of will. A group of staff members who are determined to work together will find a way.
Big Idea #3: A Focus on Results
Professional learning communities judge their effectiveness on the basis of results. Working
together to improve student achievement becomes the routine work of everyone in the school.
Every teacher team participates in an ongoing process of identifying the current level of student
achievement, establishing a goal to improve the current level, working together to achieve that
goal, and providing periodic evidence of progress. The focus of team goals shifts. Such goals as
“We will adopt the Junior Great Books program” or “We will create three new labs for our science
course” give way to “We will adopt the Junior Great Books program” or “We will create new labs
for our science course” give way to “We will increase the percentage of students who meet the
state standard in language arts from 83 percent to 90 percent” or “We will reduce the failure rate in
our course by 50 percent.”
Schools and teachers typically suffer from the DRIP syndrome—Data Rich/Information Poor. The
results-oriented professional learning community not only welcomes data but also turns data into
useful and relevant information for staff. Teachers have never suffered from a lack of data. Even
a teacher who works in isolation can easily establish the mean, mode, median, standard deviation,
and percentage of students who demonstrated proficiency every time he or she administers a test.
However, data will become a catalyst for improved teacher practice only if the teacher has a basis
of comparison.
When teacher teams develop common formative assessments throughout the school year, each
teacher can identify how his or her students performed on each skill compared with other students.
Individual teachers can call on their team colleagues to help them reflect on areas of concern.
Each teacher has access to the ideas, materials, strategies, and talents of the entire team.
Freeport Intermediate School, located 50miles south of Houston, Texas, attributes its success to an
unrelenting focus on results. Teachers work in collaborative teams for 90 minutes daily to clarify
the essential outcomes of their grade levels and courses and to align those outcomes with state
standards. They develop consistent instructional calendars and administer the same brief
assessment to all students at the same grade level at the conclusion of each instructional unit,
roughly once a week.
Each quarter, the teams administer a common cumulative exam. Each spring, the teams develop
and administer practice tests for the state exam. Each year, the teams pore over the results of the
state test, which are broken down to show every teacher how his or her students performed on
every skill and on every test item. The teachers share their results from all of these assessments
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with their colleagues, and they quickly learn when a teammate has been particularly effective in
teaching a certain skill. Team members consciously look for successful practice an attempt to
replicate it in their own practice; they also identify areas of the curriculum that need more
attention.
Freeport Intermediate has been transformed from one of the lowest-performing schools in the state
to a national model for academic achievement. Principal Clara Sale-Davis believes that the crucial
first step in that transformation came when the staff began to honestly confront data on student
achievement and to work together to improve results rather than make excuses for them.
Of course, this focus on continual improvement and results requires educators to change traditional
practices and revise prevalent assumptions. Educators must begin to embrace data as a useful
indicator of progress. They must stop disregarding or excusing unfavorable data and honestly
confront the some-times-brutal facts. They must stop using averages to analyze student
performance and begin to focus on the success of each student.
Educators who focus on results must also stop limiting improvement goals to factors outside the
classroom, such as student discipline and staff morale, and shift their attention to goals that focus
on student learning. They must stop assessing their own effectiveness on the basis of how busy
they are or how many new initiatives they have launched and begin instead to ask, “Have we made
progress on the goals that are most important to us?” Educators must stop working in isolation and
hoarding their ideas, materials, and strategies and begin to work together to meet the needs of all
students.
Hard Work and Commitment
Even the grandest design eventually translates into hard work. The professional learning
community model is a grand design—a powerful new way of working together that profoundly
affects the practices of schooling. But initiating and sustaining the concept requires hard work. It
requires the school staff to focus on learning rather than teaching, work collaboratively on matters
related to learning, and hold itself accountable for the kind of results that fuel continual
improvement.
When educators do the hard work necessary to implement these principles, their collective ability
to help all students learn will rise. If they fail to demonstrate the discipline to initiate and sustain
this work, then their school is unlikely to become more effective, even if those within it claim to be
a professional learning community. The rise or fall of the professional learning community
concept depends not on the merits of the concept itself, but on the most important element in the
improvement of any school—the commitment and persistence of the educators within it.
References:
Barth, R. (1991).Restructuring schools: Some questions for teachers and principals. Phi Delta Kappan, 73(2), 123-129.
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Teachers as Architects of
Learning: How to Strengthen
Your Use of Explicit Instruction
“Learning is not attained by chance; it must be sought for with ardour and attended to with
diligence.” Abigail Adams
Ask a room full of educators how they would define explicit instruction and you will typically get a range
of diﬀerent responses. In this session, participants will develop a shared understanding of what explicit
instruction is and how the inclusion of this has a significant impact on the teaching and learning process.
Benefits will be shared as participants reflect on their own teaching through the introduction of four key
elements of explicit instruction.
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Strengthen Your Use of Explicit Instruction

Please stand if the statement made
is “just like you”!

ZĞĂĚĂŶĚZĞƐƉŽŶĚ
“Learning is not attained by chance; it must
be sought for with ardour and attended to
with diligence.”
Abigail Adams
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© 2015 Hawker Brownlow Education. All rights reserved. BRIGG01
Proceedings of the Hawker Brownlow 12th Annual Thinking and Learning Institute, May 2015

25

GAVIN GRIFT

DAY ONE - SATURDAY 30 MAY 2015

SESSION 2

dĞĂĐŚĞƌƐĂƐƌĐŚŝƚĞĐƚƐŽĨ>ĞĂƌŶŝŶŐ

dĞĂĐŚĞƌƐĐƌĞĂƚĞ͕ƉůĂŶĂŶĚƉƵƚƚŽŐĞƚŚĞƌ
ƚŚĞůĞĂƌŶŝŶŐĞǆƉĞƌŝĞŶĐĞ͘WƵƚƚŝŶŐ
ƚŽŐĞƚŚĞƌŝƐƚŚĞƉƌŽĐĞƐƐŽĨƚĞĂĐŚŝŶŐ͘
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ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
͞ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶŝƐĂƉƌŽĐĞƐƐƚŚĂƚ
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ƵŶƚŝůŝŶĚĞƉĞŶĚĞŶĐĞŝƐŽďƚĂŝŶĞĚ͘
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ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
dŚĞŐŽĂůŽĨĞǆƉůŝĐŝƚŝŶƐƚƌƵĐƚŝŽŶŝƐƚŽƌĞůĞĂƐĞ
ƌĞƐƉŽŶƐŝďŝůŝƚǇŽĨůĞĂƌŶŝŶŐŽǀĞƌƚŽƚŚĞ
ůĞĂƌŶĞƌƚŚƌŽƵŐŚĐĂƌĞĨƵůůǇƉůĂŶŶĞĚ͕
ƐǇƐƚĞŵĂƚŝĐůĞĂƌŶŝŶŐĞǆƉĞƌŝĞŶĐĞƐ͘

ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
ǇƚŚĞǀĞƌǇŶĂƚƵƌĞŽĨƚŚĞƵƐĞŽĨƚŚĞǁŽƌĚ
͚ĞǆƉůŝĐŝƚ͕͛ƚŚĞŝŶƐƚƌƵĐƚŝŽŶŽĨĨĞƌĞĚŝƐĚŝƌĞĐƚ
ĂŶĚƵŶĂŵďŝŐƵŽƵƐ͘͟

ƌĐŚĞƌĂŶĚ,ƵŐŚĞƐϮϬϭϭ

ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶ
^ƵƉƉŽƌƚƐůĞĂƌŶĞƌƐƚŽ͗
•
•
•
•
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ŽŵƉĂƌĞĂŶĚŽŶƚƌĂƐƚ

ŽŵƉĂƌĞƚŚŝƐĚĞĨŝŶŝƚŝŽŶǁŝƚŚǇŽƵƌƐ
/ŶǁŚĂƚǁĂǇƐǁĂƐŝƚƐŝŵŝůĂƌ͍
/ŶǁŚĂƚǁĂǇƐǁĂƐŝƚĚŝĨĨĞƌĞŶƚ͍

tŚĂƚ'ŽĞƐƌŽƵŶĚŽŵĞƐĂĐŬƌŽƵŶĚ

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ǆƉůŝĐŝƚ/ŶƐƚƌƵĐƚŝŽŶŝƐŚĞĂǀŝůǇŝŶĨůƵĞŶĐĞĚďǇ
ƚŚĞůĞĂƌŶŝŶŐƚŚĞŽƌǇŽĨĐůĂƐƐŝĐĂůďĞŚĂǀŝŽƌŝƐƚ
ƐƚŝŵƵůƵƐͬƌĞƐƉŽŶƐĞͬĐŽŶĚŝƚŝŽŶŝŶŐŵŽĚĞůƐ
ĚĞǀĞůŽƉĞĚďǇ͘&^ŬŝŶŶĞƌ
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ĂƌĂŬZŽƐĞŶƐŚŝŶĞĨŽƵŶĚƚŚĂƚĞǆƉůŝĐŝƚ
ƚĞĂĐŚŝŶŐǁŽƌŬƐďĞƐƚŝŶƚĞĂĐŚŝŶŐĂďŽĚǇŽĨ
ĐŽŶƚĞŶƚ ŽƌǁĞůůĚĞĨŝŶĞĚƐŬŝůůƐ ƐƵĐŚĂƐŝŶ
ƌĞĂĚŝŶŐĂŶĚŵĂƚŚĞŵĂƚŝĐƐ͘

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ĂƌĂŬZŽƐĞŶƐŚŝŶĞĞǆƚƌĂƉŽůĂƚĞĚƐŝǆŬĞǇ
ƚĞĂĐŚŝŶŐĨƵŶĐƚŝŽŶƐŶĞĞĚĞĚĨŽƌŚŝŐŚůĞǀĞů
ĞǆƉůŝĐŝƚƚĞĂĐŚŝŶŐƚŽŽĐĐƵƌ

^ŽŵĞĂĐŬŐƌŽƵŶĚ
ĂƌĂŬZŽƐĞŶƐŚŝŶĞĞǆƚƌĂƉŽůĂƚĞĚƐŝǆŬĞǇ
ƚĞĂĐŚŝŶŐĨƵŶĐƚŝŽŶƐŶĞĞĚĞĚĨŽƌŚŝŐŚůĞǀĞů
ĞǆƉůŝĐŝƚƚĞĂĐŚŝŶŐƚŽŽĐĐƵƌ
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WƌĞƐĞŶƚĂƚŝŽŶ
'ƵŝĚĞĚWƌĂĐƚŝĐĞ
ŽƌƌĞĐƚŝŽŶƐĂŶĚ&ĞĞĚďĂĐŬ
/ŶĚĞƉĞŶĚĞŶƚWƌĂĐƚŝĐĞ
tĞĞŬůǇĂŶĚDŽŶƚŚůǇZĞǀŝĞǁƐ

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
Zs/t
hŶĚĞƌƐƚĂŶĚƚŚĞƉƌĞƌĞƋƵŝƐŝƚĞƐŬŝůůƐĂŶĚ
ŬŶŽǁůĞĚŐĞŽĨƚŚĞůĞƐƐŽŶ͙
<EKtt,dzKhZd,/E'͊
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•
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•

WZ^Edd/KE
^ƚĂƚĞŽƵƚĐŽŵĞƐĂŶĚĐƌŝƚĞƌŝĂĨŽƌůĞƐƐŽŶ
dĞĂĐŚŝŶ^ŵĂůů^ƚĞƉƐ;ĐŚƵŶŬƐͿ
DŽĚĞůWƌŽĐĞĚƵƌĞƐ
WƌŽǀŝĚĞŽŶĐƌĞƚĞWŽƐŝƚŝǀĞǆĂŵƉůĞƐĂŶĚ
EĞŐĂƚŝǀĞǆĂŵƉůĞƐ
hƐĞůĞĂƌ>ĂŶŐƵĂŐĞ
ŚĞĐŬĨŽƌhŶĚĞƌƐƚĂŶĚŝŶŐ
ǀŽŝĚŝŐƌĞƐƐŝŽŶƐ
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<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
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ĐŽƌƌĞĐƚďƵƚŚĞƐŝƚĂŶƚ
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ĨŽƌŝŶĐŽƌƌĞĐƚĂŶƐǁĞƌƐ
• WƌŽǀŝĚĞƌĞͲƚĞĂĐŚŝŶŐǁŚĞŶŶĞĐĞƐƐĂƌǇ

<ĞǇƐƉĞĐƚƐŽĨƚŚĞdĞĂĐŚŝŶŐ&ƵŶĐƚŝŽŶƐ
/EWEEdWZd/
• ^ƚƵĚĞŶƚƐƌĞĐĞŝǀĞŚĞůƉĚƵƌŝŶŐŝŶŝƚŝĂůƐƚĞƉƐ͕Žƌ
ŽǀĞƌǀŝĞǁ
• WƌĂĐƚŝĐĞĐŽŶƚŝŶƵĞƐƵŶƚŝůƐƚƵĚĞŶƚƐĂƌĞ
ĂƵƚŽŵĂƚŝĐ;ǁŚĞƌĞƌĞůĞǀĂŶƚͿ
• dĞĂĐŚĞƌƐƉƌŽǀŝĚĞĂĐƚŝǀĞƐƵƉĞƌǀŝƐŝŽŶ;ǁŚĞƌĞ
ƉŽƐƐŝďůĞͿ
• ZŽƵƚŝŶĞƐĂƌĞƵƐĞĚƚŽŐŝǀĞŚĞůƉƚŽƐůŽǁĞƌ
ƐƚƵĚĞŶƚƐ
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Most
Important
Point
• Reflect on the six
functions and select
Most Important Point
(MIP).
• Join an eye contact
partner and share your
MIP

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
:ŽŚŶ,ŽůůŝŶŐƐǁŽƌƚŚĂŶĚ^ŝůǀŝĂzďĂƌƌĂ

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϭ͘ ĐƚŝǀĂƚĞWƌŝŽƌ<ŶŽǁůĞĚŐĞĂŶĚďĞĐůĞĂƌ
ŽŶ>ĞĂƌŶŝŶŐKďũĞĐƚŝǀĞ
Ϯ͘ ǆƉůĂŝŶ͕DŽĚĞůĂŶĚĞŵŽŶƐƚƌĂƚĞ
ĐŽŶĐĞƉƚƐ͕ƐŬŝůůƐĂŶĚŬĞǇƉŝĞĐĞƐ
ϯ͘ 'ƵŝĚĞWƌĂĐƚŝĐĞ
ϰ͘ /ŶĚĞƉĞŶĚĞŶƚWƌĂĐƚŝĐĞĂŶĚZĞǀŝĞǁ
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ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϭ͘ ŚĞĐŬĨŽƌhŶĚĞƌƐƚĂŶĚŝŶŐƚŚƌŽƵŐŚŽƵƚ
ƚŚĞƉƌŽĐĞƐƐ͗
9

hƐĞƚŚĞƐƚƌĂƚĞŐǇŽĨdWW>

Ϯ͘ ǆƉůĂŝŶŝŶŐŝƐƚĞůůŝŶŐƐƚƵĚĞŶƚƐ
ŝŶĨŽƌŵĂƚŝŽŶ;ĚĞĐůĂƌĂƚŝǀĞͿŽƌƚĞůůŝŶŐ
ƚŚĞŵŚŽǁƚŽĚŽƐŽŵĞƚŚŝŶŐ
;ƉƌŽĐĞĚƵƌĂůͿ

ǆƉůŝĐŝƚŝƌĞĐƚ/ŶƐƚƌƵĐƚŝŽŶ
ϯ͘DŽĚĞůŝŶŐŝƐƵƚŝůŝƐŝŶŐƚŚĞdŚŝŶŬͲůŽƵĚƐ

^ƚƌĂƚĞŐǇ
ϰ͘ĞŵŽŶƐƚƌĂƚŝŽŶŝƐĂƉŚǇƐŝĐĂů
ĚĞŵŽŶƐƚƌĂƚŝŽŶ

͙Ǥ 
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Let’s Practice!
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Chapter 6
Consider Explicit Instruction
Learning is not attained by chance; it must be sought for with ardour and
attended to with diligence.
Abigail Adams

A Working Definition
According to Boyles(2006), explicit instruction is a process that involves telling, showing and
lastly guiding until independence is obtained. The goal of explicit instruction is to release
responsibility of learning over to the learner through carefully planned, systematic learning
experiences. By the very nature of the use of the word ‘explicit’, the instruction offered is
direct and unambiguous (Archer and Hughes, 2011) . Characterised by scaffolding, explicit
instruction ensures the learner clearly understands the instructional target and is provided
with practice opportunities and feedback until mastery is achieved.

Rationale
“You don’t know what you don’t know.” We have heard this a lot during our time as educators
and believe it ﬁts aptly here as a rationale for why we need instructional support through
the learning journey. There are many schools of thought about the use of explicit teaching
compared with more “open” approaches to learning but we don’t see them as separate. Even
within a more ﬂexible learning arrangement, there becomes the need for explicit instruction.
We deﬁne this as simply a form of instruction to assist the learner working throughout the
learning process. The key word here is instruction. A teacher’s role within the learning journey
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is to instruct the learner on what to do next, what to do again and what to reﬁne. When a
learner is truly stuck or lacks the independent learning strategies to move on in their learning
then providing this instructional support becomes imperative. Our goal as effective teachers is
to be metacognitive with the learning and to communicate this with the learner.
There is a strong correlation between this exemplar and Chapter 7(Consider Modelling and
Examplars).

Strategies to Consider
As outlined earlier in this chapter there are many ways in which we might provide instructional
support to our students. The following explicit instruction framework might assist you in
identifying some elements that promote successful instruction in your own practice:
• Generate attention – Clarify the learning purpose of the instruction by guiding
focused attention to the essential elements of the learning. Cater for learning
preferences and abilities when instructing by repeating instructions and providing
instructions in a written and verbal form
• Memorise learning – Assist students in memorising what they are learning through
chunking information, provide feedback to shape or guide their learning to
encourage further development and to avoid the development of misconceptions,
and structure sequential learning experiences and the teaching of memory
strategies such as mnemonics
• Replicate the learning – Give students the opportunity to practise what they have
learned. Scaffold this process by (sometimes) gradually encouraging independent
performance
• Demonstrate learning – Give students the opportunity to demonstrate what they
have learned to reinforce the learning and provide insight as to their level of mastery
or transfer
In summary, a teacher should generate attention to the learning, memorise the learning,
replicate the learning and demonstrate the learning and through the process articulate ways in
which this can be done for the learner.
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Putting the Learning in Context
Consider the following scenario where we outline the same learning experience in two
different ways; one that is inclusive of the consideration for explicit instruction and one that
isn’t.
Jane is utilising a 90-minute morning block to teach her Year 6 students how to construct a
provocative introduction to the construction of a persuasive text. It became evident through
the teams’ common assessment that all students were having difﬁculty with this aspect of
persuasive writing.

SCENARIO

ONE

Jane explains to the students they are going to focus on introductions to persuasive texts as
their ﬁrst attempt showed that they were not up to standard. She introduces them to the three
criteria for effective introductions:
• There is a provocative statement included (she deﬁnes “provocative”).
• The author states their position on the topic.
• The author outlines personal and practical reasons why they hold this position.
She asks students to craft a new paragraph based upon these three elements in their draft
books. They are allowed to use the same topic as their ﬁrst attempt. Jane roves the room
answering questions, supporting those who struggle to get started and providing feedback
on where she thinks they might need help. Early ﬁnishers are asked to read from a selection
of persuasive texts from the reading box. With 20 minutes to go she asks the students to
share some of their new paragraphs with the whole class by explaining what changes they
made and why. Jane is happy with the changes she has observed.

SCENARIO

TWO

Jane explains to the students that their ﬁrst attempts in writing persuasive texts illustrated
that they needed to work on the opening paragraph or the introduction. She explains that,
while some students included some elements on the whole, they were lacking and needed
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more work. She shares that what she intends for the lesson is for the students to self-assess
where they think they were strong and weak and then make modiﬁcations to their opening
paragraphs.
She introduces them to three things that she wants them to remember when constructing an
opening paragraph:
• There is a provocative statement included (she deﬁnes “provocative” and gives an
example of a provocative statement).
• The author states their position on the topic (she provides a related example).
• The author outlines personal and practical reasons why they hold this position (she
provides speciﬁc examples).
She then asks a student to volunteer their ﬁrst attempt paragraph. By using the interactive
white board, she shares her thinking with her students as she compares the elements to this
text. She explains why she thinks she should make changes to the text and which parts. She
does this for only one of the criteria.
Then the students are asked to take their work back to their table and check the opening
paragraph against these three criteria. Students are asked to record their reﬂections in their
thinking journals or on the paragraph itself. After 20 minutes Jane asks the class to share
some of their observations. She records them on the white board. On a new piece of paper
students are asked to now have a go at re-framing their opening paragraph, taking into
account what they just heard reminds them to keep the three elements in mind. With 15
minutes to go she asks students to leave out on the table both their original and new opening
paragraph. She asks students to walk around looking at different examples making notes on
what changes were made and why. She asks for their thoughts in the last ﬁve minutes of the
lesson and then shares what she hears is the learning that is taking place in the speciﬁc area
of constructing an opening to persuasive text.
Which scenario do you believe lent itself to deeper levels of learning and was more
representative and considerate of the learner? Why might this be so? How might this relate to
this consideration?

When it is Missing
When “explicit teaching” is missing from the teacher’s approach, the learning environment
may show some of the following symptoms:
• Learners are unclear of what thinking and processes are involved to undertake the
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task successfully.
• Learners may miss an opportunity to see what successful thinking looks and
sounds like when working through a task.
• Learners ﬁnd it difﬁcult to get started on a task or apply what has just been explained.
• Learners perceive and/or feel that the teacher doesn’t really explain things properly.
• Learners struggle to apply new approaches to challenging learning tasks leading to
a lack of growth in their learning and the results that follow.
• Teachers tend to spend time discussing “what” has to be done with little focus on
“why” learners are doing it and how it could be done.
• Limited connections are made between the content of a lesson and the personal
experiences of either the teacher or the learner.
• Disproportionate amounts of time are spent between doing the task and “learning”centred dialogue.

When it is Evident
A learning culture, where explicit teaching is mindfully considered and applied, will show
evidence of:
• students who engage in the task and become aware of what they need to replicate
or practise in order to get better
• students who have tools and “mental” models for working through more complex
tasks
• a working understanding of what it looks like and sounds like to be successful
within a speciﬁc task, assignment or process
• dialogue that centres explicitly on the “learning” and what is intended to be
understood
• plenty of opportunities for
° paying attention to the learning
° developing strategies to remember key aspects to the learning
° opportunities for applying the learning though guided practice
° utilising thinking and concrete models to support the learning, for example,
posters, charts, recorded dialogue, work samples, sharing of internal thinking
processes and exemplars

Think and Reflect
1. In what ways might you increase the use of explicit instruction for your students?
2. When you think about the explicit instruction needed for your students, what might
© 2013 Hawker Brownlow Education • 9781743308806 • HB8806
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you perceive as their greatest learning needs?
3. If you were to ask your students about the explicit instructions they would most
beneﬁt from, what do you think they might say?

Suppor ting Ideas and Research
Parker, M. & Hurry, J. (2007) “Teachers’ Use of Questioning and Modelling
Comprehension Skills in Primary Classrooms”. Educational Review, 59.3, pp. 299–314.

This research study found that modelling and questioning practices were more effective if
teachers explicitly taught students what they were doing while they were doing it. The key
was the explicit teaching that went on while demonstrating a skill or strategy.
Archer A.L. & Hughes C.A. (2011) Explicit Instruction: Effective and Efﬁcient Teaching.
New York: The Guilford Press.

Detailed examples and explanations of explicit teaching practices, including lesson plans. A
very practical resource.
Hattie, J. A. (2009) Visible Learning. London: Routledge.

Hattie summarises some interesting work on direct instruction on pages 204–207 and makes
an important distinction between the very effective direct instruction and didactic teaching. He
articulates well the elements of direct instruction.
Marzano, R. (2007) The Art and Science of Teaching: A Comprehensive Framework for
Effective Instruction. Melbourne, Victoria: Hawker Brownlow Education.

In this comprehensive study and explanation of research-based instructional strategies,
Marzano outlines many ways in which we can be explicit in our instruction, supporting some
of the key ideas in this chapter. Speciﬁcally Chapter 1 and Chapter 3 provide research and
tips to ensure that students understand what we want them to learn and how to develop
generative knowledge.
Danielson, C. (2007) Enhancing Professional Practice: A Framework for Teaching.
Alexandria, VA: ASCD.

In Domain 3: Instruction, Danielson outlines through Domain 3a, indicators for how effective
teachers communicate with their students. This supports the concept of explicit instruction as
we have deﬁned it.
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Session 3
The Power of Coaching
in Schools
Teaching is a complex intellectual activity. Teachers who think at higher levels
produce students who are higher achieving, more cooperative and better problemsolvers. It is the invisible skills of teaching – the thinking processes that underlie
instructional decisions – that produce superior instruction. Discover how Cognitive
Coaching capitalises upon and enhances teachers’ cognitive processes.
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Thinking
Collaborative

Thinking
Collaborative
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ͻdŚĞWŽǁĞƌŽĨŽĂĐŚŝŶŐŝŶĂ,Z^
ͻŽĂĐŚŝŶŐŽŶǀĞƌƐĂƚŝŽŶ
ͻhŶĚĞƌƐƚĂŶĚŝŶŐĨŽƵƌ^ƵƉƉŽƌƚ
&ƵŶĐƚŝŽŶƐ
ͻ WĞƌƐŽŶĂůWƌĂĐƚŝĐĞ
ͻ ^ƵƉƉŽƌƚŝŶŐZĞƐĞĂƌĐŚ
ͻ /ŵƉůŝĐĂƚŝŽŶƐ
© Center for Cognitive Coaching,
2003

ǀĞƌǇƚŚŝŶŐŝƐƌĞůĞǀĂŶƚ͙
͙ŵĂŬŝŶŐƚŚŝŶŐƐ
ƌĞůĞǀĂŶƚŝƐƚŚĞ
ĐƌĞĂƚŝǀĞƉƌŽĐĞƐƐ͘
ͲtŝůůŝĂŵ'ŽƌĚŽŶ

Critical Commitment:
A Teacher Performance System
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Informal Survey
5
4

Completely development
Both, but development is most
important
Development and measurement are
equally important
Both but measurement is most
important
Completely measurement

3
2
1

Level 2 Critical Commitment
Effective Teaching in Every Classroom

A teacher performance system whose
primary purpose is teacher development
Informal survey of teachers:

$6FDOHIRU,PSURYHPHQW
/ŶŶŽǀĂƚŝŶŐ
;ϰͿ
dĂƌŐĞƚ
^ƚƌĂƚĞŐǇ

ƉƉůǇŝŶŐ
;ϯͿ

ĞǀĞůŽƉŝŶŐ
;ϮͿ

ĚĂƉƚƐĂŶĚ

ŶŐĂŐĞƐ

ŶŐĂŐĞƐ

ƐŝƚƵĂƚŝŽŶƐ͘

ǁŚŝĐŚŝƚ
ƉƌŽĚƵĐĞƐ
ƚŚĞĚĞƐŝƌĞĚ
ŽƵƚĐŽŵĞƐ͘

ŽŵŝƐƐŝŽŶƐ͘

ĞŐŝŶŶŝŶŐ
;ϭͿ
hƐĞƐ

EŽƚhƐŝŶŐ
;ϬͿ
^ƚƌĂƚĞŐǇǁĂƐ

ĐƌĞĂƚĞƐŶĞǁ ƐƚƵĚĞŶƚƐŝŶ ƐƚƵĚĞŶƚƐŝŶ ƐƚƌĂƚĞŐǇ
ĐĂůůĞĚĨŽƌ
7KHGLIIHUHQFHEHWZHHQ
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ďƵƚŶŽƚ
ƵŶŝƋƵĞ
ĂŶĚ
ǁŝƚŚŶŽ
ŽƌǁŝƚŚƉĂƌƚƐ ĞǆŚŝďŝƚĞĚ͘
ƐƚƵĚĞŶƚ
ŵŽŶŝƚŽƌƐƚŚĞ
ƐŝŐŶŝĨŝĐĂŶƚ
ŵŝƐƐŝŶŐ͘
S ĞǆƚĞŶƚƚŽ
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z

dŚĞƐĐŚŽŽůŚĂƐĂŶĞǁƚĞĂĐŚĞƌŝŶĚƵĐƚŝŽŶ
ƉƌŽŐƌĂŵ͘
ʹ tŚĂƚĚŽĞƐƚŚŝƐůŽŽŬůŝŬĞĐƵƌƌĞŶƚůǇ͍
ʹ tŚĂƚĚŽǇŽƵďĞůŝĞǀĞŝƚƐŚŽƵůĚĂĐĐŽŵƉůŝƐŚ͍

WŝĐƚƵƌĞ ^ǇŶĞĐƚŝĐƐ

• Team is given a person
• Round robin brainstorm of
characteristics
• Sentence completion:
(Our person) would make a good
coach because ________.
(Our person) would NOT make a
good coach because _______.
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K^Zs/E'K,/E'
WĂƌƚŶĞƌ 
KďƐĞƌǀĞƚŚĞĐŽĂĐŚ
ĂŶĚƌĞĐŽƌĚďĞŚĂǀŝŽƌƐ

WĂƌƚŶĞƌ 
KďƐĞƌǀĞƚŚĞƉůĂŶŶĞƌ
ĂŶĚƌĞĐŽƌĚĞǀŝĚĞŶĐĞ
ŽĨƚŚŝŶŬŝŶŐ

Enhanced Performance

WůĞĂƐĞƚƵƌŶƚŽĂŶĞŝŐŚďŽƌ͕ĂŶĚĞĂĐŚ ĐŽŵƉůĞƚĞ
ƚŚŝƐƐƚĞŵ͗

䇾dŚŝƐŵĂŬĞƐƐĞŶƐĞƚŽŵĞ
ďĞĐĂƵƐĞ͙䇿
䇿
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Center for Cognitive Coaching,
Highlands Ranch, CO

SELF-MANAGING:
<ŶŽǁŝŶŐƚŚĞƐŝŐŶŝĨŝĐĂŶĐĞŽĨĂŶĚďĞŝŶŐ
ŝŶĐůŝŶĞĚƚŽĂƉƉƌŽĂĐŚƚĂƐŬƐǁŝƚŚĐůĂƌŝƚǇŽĨ
ŽƵƚĐŽŵĞƐ͕ĂƐƚƌĂƚĞŐŝĐƉůĂŶ͕ĂŶĚŶĞĐĞƐƐĂƌǇ
ĚĂƚĂ͕ĂŶĚĚƌĂǁŝŶŐĨƌŽŵƉĂƐƚĞǆƉĞƌŝĞŶĐĞƐ͕
ĂŶƚŝĐŝƉĂƚŝŶŐƐƵĐĐĞƐƐŝŶĚŝĐĂƚŽƌƐ͕ĂŶĚĐƌĞĂƚŝŶŐ
ĂůƚĞƌŶĂƚŝǀĞƐĨŽƌĂĐĐŽŵƉůŝƐŚŵĞŶƚ͘

SELF-MONITORING:
,ĂǀŝŶŐƐƵĨĨŝĐŝĞŶƚƐĞůĨͲŬŶŽǁůĞĚŐĞĂďŽƵƚ
ǁŚĂƚǁŽƌŬƐ͕ĞƐƚĂďůŝƐŚŝŶŐĐŽŶƐĐŝŽƵƐŵĞƚĂĐŽŐŶŝƚŝǀĞ
ƐƚƌĂƚĞŐŝĞƐƚŽĂůĞƌƚƚŚĞƉĞƌĐĞƉƚŝŽŶƐĨŽƌŝŶͲƚŚĞͲŵŽŵĞŶƚ
ŝŶĚŝĐĂƚŽƌƐŽĨǁŚĞƚŚĞƌƚŚĞƐƚƌĂƚĞŐŝĐƉůĂŶŝƐǁŽƌŬŝŶŐŽƌ
ŶŽƚĂŶĚƚŽĂƐƐŝƐƚŝŶƚŚĞĚĞĐŝƐŝŽŶͲŵĂŬŝŶŐƉƌŽĐĞƐƐĞƐŽĨ
ĂůƚĞƌŝŶŐƚŚĞƉůĂŶĂŶĚĐŚŽŽƐŝŶŐƚŚĞƌŝŐŚƚĂĐƚŝŽŶƐĂŶĚ
ƐƚƌĂƚĞŐŝĞƐ͘

© Center for Cognitive Coaching,
2003
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SELF-MODIFYING:
ZĞĨůĞĐƚŝŶŐŽŶ͕ĞǀĂůƵĂƚŝŶŐ͕ĂŶĂůǇǌŝŶŐ͕
ĂŶĚĐŽŶƐƚƌƵĐƚŝŶŐŵĞĂŶŝŶŐĨƌŽŵ
ĞǆƉĞƌŝĞŶĐĞĂŶĚŵĂŬŝŶŐĂĐŽŵŵŝƚŵĞŶƚ
ƚŽĂƉƉůǇƚŚĞůĞĂƌŶŝŶŐƚŽĨƵƚƵƌĞĂĐƚŝǀŝƚŝĞƐ͕ƚĂƐŬƐ͕ĂŶĚ
ĐŚĂůůĞŶŐĞƐ͘

THINK-PAIR-SHARE

tŚĂƚŝƐǇŽƵƌŚƵŶĐŚĂďŽƵƚƐŽŵĞŽĨƚŚĞ
ƉŽƐƐŝďůĞďĞŶĞĨŝƚƐŽĨŝŶĐƌĞĂƐĞĚƐĞůĨͲ
ĚŝƌĞĐƚĞĚŶĞƐƐŝŶǇŽƵƌǁŽƌŬ͍

Intentions and Support

Intention

52

Support

Transform Thinking

Coach

Form Ideas

Collaborate

Inform

Consult

Conform

Evaluate
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&ŽƵƌĂƉĂďŝůŝƚŝĞƐĨŽƌŽĂĐŚŝŶŐ
<ŶŽǁŽŶĞ͛ƐŝŶƚĞŶƚŝŽŶƐĂŶĚĐŚŽŽƐĞ
ĐŽŶŐƌƵĞŶƚďĞŚĂǀŝŽƵƌƐ
z ^ĞƚĂƐŝĚĞƵŶƉƌŽĚƵĐƚŝǀĞƉĂƚƚĞƌŶƐŽĨ
ůŝƐƚĞŶŝŶŐ͕ƌĞƐƉŽŶĚŝŶŐĂŶĚŝŶƋƵŝƌŝŶŐ
z ĚũƵƐƚŽŶĞ͛ƐƐƚǇůĞƉƌĞĨĞƌĞŶĐĞ
z EĂǀŝŐĂƚĞďĞƚǁĞĞŶĂŶĚǁŝƚŚŝŶĚŝĨĨĞƌĞŶƚ
ƐƵƉƉŽƌƚĨƵŶĐƚŝŽŶƐ
z

ϲ/ŶƐŝŐŚƚƐĨŽƌdƌĂŶƐĨŽƌŵĂƚŝǀĞ
dĂůŬPg. 3
ϭ͘
Ϯ͘
ϯ͘
ϰ͘
ϱ͘
ϲ͘

>ŽŽŬĨŽƌKƉƉŽƌƚƵŶŝƚŝĞƐ
EĂŵĞĂŶĚƐŚĂŵĞƵŶŚĞůƉĨƵůƚŚŝŶŬŝŶŐ
<ŶŽǁǇŽƵƌŝŶƚĞŶƚŝŽŶƐĂŶĚĐŚŽŽƐĞ
ĐŽŶŐƌƵĞŶƚďĞŚĂǀŝŽƵƌƐ
ĞǀĞůŽƉǇŽƵƌƐŝƚƵĂƚŝŽŶĂůĨůĞǆŝďŝůŝƚǇ
^ƚĂƌƚƐŵĂůů͕ƚŚŝŶŬďŝŐ
WƌĂĐƚŝƐĞ͕ƉƌĂĐƚŝƐĞ͕ƉƌĂĐƚŝƐĞ

MVP
dŚŝŶŬ͗
Ɛ/ƌĞĨůĞĐƚŽŶƚŚŝƐŝŶĨŽƌŵĂƚŝŽŶ͕ƚŚĞ

DŽƐƚ sĂůƵĂďůĞ WŽŝŶƚ
ĨŽƌŵĞŝƐ͙͘
WĂŝƌ͗ WĂƌƚŶĞƌƐĞǆĐŚĂŶŐĞŝĚĞĂƐ
Center for Cognitive Coaching,
Highlands Ranch, CO
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© Center for Cognitive Coaching,
2003

dŚŝŶŬŽĨĂĐŽůůĞĂŐƵĞǇŽƵĂƌĞƌĞƐƉŽŶƐŝďůĞĨŽƌ
ďƵŝůĚŝŶŐƚŚĞĐĂƉĂĐŝƚǇĨŽƌ͙

tŚĂƚ ƐǇŽƵƌƚŚŝŶŬŝŶŐƚŽŚŽǁǇŽƵŵŝŐŚƚ
ƐƵƉƉŽƌƚƚŚĞŵŝŶƚŚĞŝƌǁŽƌŬ͍

RATING THE RESEARCH!
1. Cognitive Coaching was linked with increased student test
scores and other benefits for students.
2. Teachers grew in efficacy
3. Cognitive Coaching impacted teacher thinking, causing them
to be more reflective and to think in more complex ways.
4. Teachers were more satisfied with their positions and with
their choice of teaching as a profession
5. School cultures became more professional
6. Teachers collaborated more
7. Cognitive Coaching assisted teacher professionally
8. Cognitive Coaching benefited teachers personally
9. Cognitive Coaching benefited people in other fields other than
teaching
Center for Cognitive Coaching,
Highlands Ranch, CO
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--Marilyn Ferguson,
The Aquarian Conspiracy
ďĞůĂƚĞĚĚŝƐĐŽǀĞƌǇ͕ŽŶĞƚŚĂƚĐĂƵƐĞƐĐŽŶƐŝĚĞƌĂďůĞ
ĂŶŐƵŝƐŚ͕ŝƐƚŚĂƚŶŽŽŶĞĐĂŶƉĞƌƐƵĂĚĞĂŶŽƚŚĞƌƚŽ
ĐŚĂŶŐĞ͘ĂĐŚŽĨƵƐŐƵĂƌĚƐĂŐĂƚĞŽĨĐŚĂŶŐĞƚŚĂƚ
ĐĂŶŽŶůǇďĞƵŶůŽĐŬĞĚĨƌŽŵƚŚĞŝŶƐŝĚĞ͘tĞĐĂŶŶŽƚ
ŽƉĞŶƚŚĞŐĂƚĞŽĨĂŶŽƚŚĞƌ͕ĞŝƚŚĞƌďǇĂƌŐƵŵĞŶƚŽƌ
ĞŵŽƚŝŽŶĂůĂƉƉĞĂů͘

7KDQNVIRU\RXUSDUWLFLSDWLRQ
ggrift@hbpls.com.au
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Chapter 1
The Power of Cognitive Coaching
Gavin Grift
Gavin Grift  
  Ǥ       ǡ
       ǡ   
       
  ǡ   ǡ  
Ǧ Ǥ  
, Assessing the Whole Child ȋʹͲͲȌTeachers
as Architects of Learning ȋʹͲͳ͵ȌǤ̻ ,

 ǡǤ
  ǡ  Ǥ 
   ǡ 
  Ǥ

Becoming a Cognitive Coach
Cognitive Coaching is the single most powerful professional learning experience I have ever
had as an educator. So powerful, in fact, that I chose not only to apply it in my work as teacher,
coach and leader but also to devote my career to it. I am now a Training Associate with Thinking
Collaborative, where I am privileged to perform Cognitive Coaching regularly in schools and
facilitate the Cognitive Coaching eight-day seminar to educators across Australasia.
So what is behind the power of Cognitive Coaching? The answer is both simple and complex.
The simple answer is that Cognitive Coaching has the potential to change your identity as an
educator. It certainly changed mine. Prior to embarking on my Cognitive Coaching journey, my
identity as a support provider in education was that of consultant, and I was quite successful in
my career at a relatively young age. Both the system I worked within and my experiences had
taught me that success came from working hard, learning as much as I could and then applying
this knowledge. The more I learnt about effective teaching and learning, particularly if it aligned
to the priorities of both the school and the government system I worked in, the more successful I became. The more I knew, the better I perceived myself to be. The more I knew, the more
success I had. So what was the problem?

+DZNHU%URZQORZ(GXFDWLRQ+%
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The problem was that my approach didn’t necessarily translate into success for others. I may have
impacted positively on students, parents and colleagues – and of course I hope that I did – but
deep down I’m sure it was more out of accident than design. I had no idea how to grow others.
This is the complex part.
If you believe, as I do, that the heart of the work we do as educators is to build success in others,
then my identity as consultant was more of a hindrance than help. While I wanted others to succeed as a result of working with me, I was certainly not focused on building self-directedness in
others. In fact, this went back to the way I operated as a classroom teacher. I came to realise that
the very things I thought were assisting students might have actually been getting in the way.
Costa and Garmston (2006, p. 21), the pioneers of Cognitive Coaching, explain their work
through the metaphor of a stagecoach that takes valued persons from where they are to where
they want to be. This was especially illuminating to me. The first key words I was drawn to in
this metaphor were ‘valued persons’. How did I show my students and colleagues that I valued
them? The second key word was ‘taking’. How did my work support taking a person from where
they were to where they wanted to be ?
Of course, consulting is both a necessary and powerful support function, but I am now able to
weave it into a more powerful framework. After nearly eight years of working as a Cognitive
Coach and as a Training Associate for this work, my identity has shifted to a default of Cognitive
Coach.

Six insights for transformative talk
In this introductory chapter, you will learn six insights to support you in using talk as a transformational tool for working with others. Each insight will draw from the work of Cognitive
Coaching and from my own experiences in the field. They will provide you with ideas for deepening your learning and application of Cognitive Coaching by challenging you to think about
how the maps, tools and skills we learn in the training can be used to serve the students and
colleagues you work with every day.
Synonyms of the word insight include vision, perception, understanding, intuition and comprehension. This fits with what I want to share. The insights are based on my perception of what
is most useful for true comprehension in coaching; they come from my own understanding and
intuition about what Cognitive Coaching is and how it supports the growth of others; and my
hope is that they will help the reader to create a broader vision of what Cognitive Coaching can
do for them.
The six insights are oulined in this chapter under the following headings:
1.
2

Look for formal and informal opportunities to coach
+%+DZNHU%URZQORZ(GXFDWLRQ

© 2015 Hawker Brownlow Education. All rights reserved. BRIGG01
Proceedings of the Hawker Brownlow 12th Annual Thinking and Learning Institute, May 2015

57

GAVIN GRIFT

DAY ONE - SATURDAY 30 MAY 2015

2.

Name and shame unhelpful thinking

3.

Know your intentions and choose congruent behaviours

4.

Develop your situational flexibility

5.

Start small but think big

6.

Practise, practise, practise

SESSION 3

Each insight has been structured with a definition (what) and tips for implementation (how).
The insights are not listed in an order of importance. They are not intended to be used as a
recipe, but rather to serve as a catalyst for thinking and action.

1. Look for formal and informal opportunities to coach
What?
Formal Cognitive Coaching occurs when you coach using one or more of the three mental maps
that Cognitive Coaches employ to structure the coaching conversation; these are the Planning
map, the Reflecting map and the Problem-Resolving map (Costa & Garmson 2006, p. 34).
People tend to associate formal Cognitive Coaching conversations with planned and cyclical
opportunities for coaching.
In contrast, informal Cognitive Coaching describes those occasions when you are coaching
without cognitive attention to any of the maps. In essence, you are coaching with the purpose of
mediation and subsequent self-directedness. Informal coaching is more likely to happen outside
of the teacher observation structure within a school.
Many participants in Cognitive Coaching training sessions will state that they just can’t find
the time to coach. While it is true that some staff don’t have the influence to build coaching
structures into the culture of a school, it is also true is that all of us have coaching opportunities
presented to us everyday. Working in schools is highly interactive; we know that as soon as we
pull up in the car park it’s ‘game on’. We are always interacting, whether with students, staff,
parents or members of the wider community, and this provides us with many opportunities for
coaching. In fact, any social interaction is an opportunity for us as Cognitive Coaches to practise
becoming a mediator of thinking.

How?
It takes a heightened level of consciousness to remind ourselves of the opportunity to coach. As
Costa and Garmston (2006, p. 135) explain: ‘To make personal change, one must be conscious
of one’s own inner workings’. When we start to see interactions as opportunities to coach, we
commit to our maps and tools with more rigour.

+DZNHU%URZQORZ(GXFDWLRQ+%
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If you think over the conversations you’ve had at work in the past week, I’m sure you can think
of many instances where informal or formal coaching could have been useful. In the following
example, compare the words of a coach who does not have a heightened state of consciousness
with those of one who does. Both scenarios describe a conversation that informally evolves in
the staffroom when most teachers are in class.
Scenario 1
Colleague: ǯǤ  Ǥ ǯ
 ǣ Ǥ  
   Ǥ ǯǨ
Coach: ǡǯǤ Ǥ
ǯǤ  Ǩ  
ǥ  Ǥ

In the first version of Scenario 1, the coach didn’t realise this was an opportunity for coaching.
The colleague was reaching out in a heightened emotional state and showed definite signs of
being stuck. However, instead of utilising knowledge of the Problem-Resolving mental map, the
coach ploughed into a sympathetic, autobiographical response, and the opportunity for mediating thinking was lost.
Scenario 1 revisited
Colleague: ǯǤ  Ǥ ǯ
 ǣ Ǥ  
   Ǥ ǯǨ
Coach: ǯǥ
Colleague: ǡ ǡǤ
Coach: ǡǯǥϐ 
Ǥ
Colleague: ǯ  Ǥ ǯǤ

In the revised version of Scenario 1, the coach seized on the opportunity for mediation through
a heightened consciousness of what was being said. They then used knowledge of the ProblemResolving map to honour the coachee’s existing state and create awareness of a possible desired
state – a process that Cognitive Coaches know as pacing (Costa & Garmston 2006, p. 194). This
exchange represents a coach who sees their default identity as Cognitive Coach – in other words,
as mediator of thinking – and applies a formal coaching conversation to an informal exchange
in the staffroom. Such work can only occur when a coach is keenly aware of the impact their
response behaviours will have on others.
4

+%+DZNHU%URZQORZ(GXFDWLRQ
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2. Name and shame unhelpful thinking
What?
Cognitive Coaching requires the highest level of attentive listening. In his influential work on
the seven habits of highly effective people, Covey (2004, p. 235) argues that ‘empathetic communication’ – seeking to understand rather than be understood – is a critical strategy of high
achievers. Empathetic listening is also paramount during a coaching conversation, where building self-directedness for the coachee is key. However, many things can get in the way. Unhelpful
thought processes that surface during the process of listening are one such obstacle to attentive
listening.
In this context, unhelpful thinking can be defined as those creeping thoughts that take you away
from being truly present with your coachee. In order to put this unhelpful thinking aside, it is
important to recognise unhelpful thoughts that are surfacing (name), then disregard them or
find another way not to follow that train of thought (shame). Naturally, your ability to do this is
enhanced by maintaining the heightened state of mind already discussed.

How?
If you have experienced the Cognitive Coaching Foundation Seminar, you will recognise the
set-aside strategy as a valuable mental model for naming and shaming unhelpful thinking while
promoting the empathetic and attentive listening needed to effectively coach. The set-aside
strategy encourages us to disregard unproductive patterns of listening, helping us to respond and
inquire more successfully. Effective mediators of thinking are able to both recognise and eschew
distracting thoughts – known as set asides – in order to more successfully serve the person being
coached. As Cognitive Coaches, we are encouraged to resist the urge to become:
•

autobiographical. When what we hear reminds us of a situation that we have
experienced, we respond in ways that bring the focus of the conversation onto us
rather than the person we are coaching.

•

solution-focused. When we believe we have the best or only solution to the situation,
the solution becomes ours rather than the coachee’s own. Again, this makes the
conversation about us, minimising opportunities for the coachee to build their selfdirectedness.

•

inquisitive. When what we hear alerts us to a curiosity we have, it takes our listening
and therefore our thinking away from the person we are coaching.

Below is an example of how these three set asides can easily slip into an interaction. It takes the
form of a meeting between a principal and her Cognitive Coach.

+DZNHU%URZQORZ(GXFDWLRQ+%
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Scenario 2
Principal: ǯ 
 Ǥǯ
Ǥ
Coach:ǡǤ ǯǯ 
    ǯ             
ȏ ȐǤǯǤ 
 ȏǦ ȐǤ
        ǫ          
ȏȐǤ

Can you hear yourself in the above example? How can we begin to break these natural and
habitual ways of responding and inquiring?
Here, the power of the paraphrase is critical. Instead of drawing attention onto themselves, the
coach reiterates their coachee’s problem in different words, in this way both showing their empathy for the speaker and prompting self-directed problem resolution. In some ways, paraphrasing
is more of a listening skill than a verbal one, as to do it well requires 100 per cent focus on the
coachee. Examine the same scenario again, but where the coach uses paraphrase as a tool to set
aside the temptation to become autobiographical, solution-focused or inquisitive.
Scenario 2 revisited
Principal: ǯ 
 Ǥǯ
Ǥ
Coach: ǡǤǯ  
  Ǥ
Principal: Ǥ
Coach: ǯ  ǫ

When a Cognitive Coach is deliberate in their intention to coach, then they must focus on the
thinking of their colleague without becoming distracted by the inevitable thought processes that
can sometimes be obstructive. A knowledge of the above three set asides, coupled with a commitment to utilising paraphrasing in response behaviours, will ensure greater proficiency in your
development as a coach.

6

+%+DZNHU%URZQORZ(GXFDWLRQ
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3. Know your intentions and choose congruent behaviours
What?
Effective Cognitive Coaches develop four capabilities, as taught during the Cognitive Coaching
Foundation Seminar. Costa and Garmston (2006, p. 401) define these capabilities as being about
how one uses knowledge and skill. For the coach, these metacognitive functions include knowing one’s intentions and choosing congruent behaviours,
setting aside unproductive patterns of listening and responding, adjusting
personal style preferences, and navigating within and among various coaching
maps and support functions.
Knowing your own intentions and choosing congruent behaviours is essential in building
momentum, confidence and skill in the art of coaching. When a coach is truly clear about what
they want out of a conversation, they can more readily use the tools and capabilities of Cognitive
Coaching to support coachees in achieving their desired outcomes. Put simply, this insight asks
coaches to act in accordance to their purpose.

How?
People who are starting on their coaching journey often confuse what they want to achieve with
the application of the maps, tools and skills of coaching. One example of this occurred while I
was coaching a Year Six teacher, who on this occasion was modelling the formula for calculating
the area of a two-dimensional shape. He had a shape drawn on the board and proceeded to pose
a set of mediative questions to the students: ‘What might be some ways we can work this out?
What do you think this shape asks us to do? What might be some reasons for needing to work
out the area of shapes?’
As the lesson went on, the teacher became more and more frustrated, as the responses he was
receiving were low level at best and in many cases non-existent. The question-and-response
session also took up valuable time at the beginning of the lesson and didn’t allow for much
‘applying’ time.
So what happened? During our Reflecting conversation, it became clear this was a case of his
intention not matching his behaviour. When I asked him what he was trying to achieve, his
response was simple: ‘I wanted them to know that length times width will give you the area of a
two-dimensional shape.’ If this was the case, it would have been better for him to have just told
the students the formula and modelled it for them. Then, later, he could explore for deeper levels
of thinking and connections through mediative questions.
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Examples of a mismatch between how we communicate and what we want are evident in many
contexts. Another example of a mismatch follows.
Mismatch
                 ǯ
Ǥϐ  ǡ  ȋ
Ȍ    
 ǯǤ    
   ǡ  
  Ǥǡ     
Ǥ

Match
                 ǯ
Ǥ     ǡ Ǧ
      ǡ             
   Ǥ    ϐ  ǡ     
  Ǥ  Ǥ   
  ǯ  ǡ
   Ǥ
    Ǥ
           Ǧ
ǡ  ϐ  ǦǦ
 ǡǮ ǡǫǯ

A Cognitive Coach develops the capability to act on their intention. To repeat, during Cognitive
Coaching, you are taking a valued person from they are to where they want to be. If your inclination is to tell the the coachee where you think they should be, could be or ought to be, then
DON’T COACH! The trick is learning to recognise this in yourself so you can act in a way that
is congruent to your intentions.

Develop your situational flexibility
What?
Patterson et al. (2012) discuss the importance of being alert to what is happening in the moment
when conversations go from routine to crucial. They remind us to base our approach on purposeful consciousness of what we observe in others, whether these observations are emotional,
physical or behavioural. Similarly, Costa and Garmston (2006) refer to the concept of situational

8
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flexibility, which describes our ability to react according to the varied roles and responsibilities
we take on in our job. They write:
Skillful coaches may depart from Cognitive Coaching periodically to conduct
these other forms of interaction (collaborating, consulting and evaluating).
Because they continually strive to consummate their identity as mediators,
however, they consciously return to the beliefs, values, principles, maps and
tools of Cognitive Coaching as their default position. (Costa & Garmston
2006, p. 279)
So, while we strive to have Cognitive Coaching as our default identity, we also develop the skill
of responding according to what we notice – from both a physiological and emotional perspective – as well as through a deep understanding of what our role asks from us at particular times.
Cognitive Coaches learn to read a situation and respond accordingly, but in a way that continues
to build the capacity of others to be successful.

How?
The following story, about my experience with a principal with whom I have worked as
Cognitive Coach for the past five years, provides an instructive example of how to develop and
implement situation flexibility.
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Gavin and Stella’s story
ϐ ǡ
             
   Ǥ            
Ǯϐ ǯǤ ȋ
Ȍϐ Ǥ 
  
 Ǥǡ  
Ǥǯ 
 ϐ ǡǤ
      
ϐ ǡ  Ǥǡ
      ϐǤ     
ǡ
              Ǥ 
 ǣ
Ȉ

Ǧ 
Ǥ

Ȉ

ϐ
ȋǡǮ ǨǯȌǤ

Ȉ

   
 ǣ
Ì

Coaching: 
Ǥ

Ì

Collaborating:Ǥ

Ì

Consulting:
Ǥ

Ì

Evaluating:  Ǧ
 ǯǤ

Ǥ 
  ǡ 
  Ǥ ǡ
 ϐǡ
  Ǥ ǡǯ 
ϐ  
Ǥ
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5. Start small but think big
What?
Start where we you can and take it everywhere you can. Many participants get excited by the
possibilities Cognitive Coaching can bring them, but then become frustrated by the uptake
when they go back to their schools. Regardless of the role someone holds in a school, Cognitive
Coaching provides participants with the opportunity to help others become successful, both
independently and as part of a community. It just takes commitment to start where you can with
what you have. In essence, from little things big things grow.
For commitment to happen, a Cognitive Coach must attend to the state of mind of efficacy.
People who are efficacious are likely to be resourceful, energetic, and confident. Furthermore,
they are aware of what Covey (2004, p. 83) identifies as a key characteristic of proactive people:
the ability to devote their energies within their circle of influence, in this way focusing on ‘the
things they can do something about’.

How?
As a Cognitive Coach, it’s important to see every interaction as an opportunity for mediation.
In this way, we can commit to utilising the maps, tools and skills for coaching on an ongoing
basis. This is the same regardless of whether we are employing Cognitive Coaching in our professional lives – with students, colleagues or community members – or within our private lives,
with partners, children, relatives and friends.
One successful strategy for starting small that I have both observed and undertaken is to
approach a coworker (either a trusted colleague, or one with whom you are seeking to develop
higher levels of trust) to work with you on developing your coaching practice. This is not only an
opportunity to develop coaching skills that will enhance your capability as a support provider, but
also allows you to support your colleague in their work to be successful. In this way, it is genuinely
a win-win situation for both the coach and the coachee.
At the beginning of my journey as a Cognitive Coach, immediately after completing the
Foundation Seminar, I held an informal meeting for my colleagues on the topic of ‘What is
Cognitive Coaching?’ Twenty coworkers attended, and I provided a 30-minute overview of what
the work involves. At the conclusion of the meeting, I asked whether anyone there was interested
in being coached. 13 people volunteered, with participants ranging from principals and teacher
leaders to experienced teachers and graduate teachers.
I committed to meeting with these colleagues at mutually convenient times throughout the year
to conduct Planning, Reflecting and Problem-Resolving conversations. I collected participant
data, conducted Reflecting conversations and took surveys to build evidence of success for both
+DZNHU%URZQORZ(GXFDWLRQ+%
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the coachee and myself. The data in turn provided an opportunity for me to discuss the benefits
of Cognitive Coaching with the school leadership team, and this became the first step towards
building a more reflective and collaborative culture. Through starting with what I felt able to do
and then committing to doing it, I developed my skills and belief in the work.
I have spoken with participants during Foundation Seminars who have used Cognitive
Coaching in a variety of ways, but always with the intention to create success. This leads me to
the last of the six insights – which, while seemingly an obvious one, is perhaps one of the most
critical in developing as a coach.

6. Practise, practise, practise
What?
For our book Teachers as Architects of Learning (2013), my co-author and I researched what it
takes to learn something deeply. We found that one of the most prevalent strategies for learning
is to ‘do it’, ‘apply it’ or ‘have a go at it’, as this leads to greater commitment and therefore success.
The more we do something, the more we refine our skills, both through the learning experience itself and through reflecting on the learning experience. This holds true when it comes to
developing our capabilities as a Cognitive Coach.

How?
There are many ways we can practise our Cognitive Coaching skills. Below are ideas I’ve collected from participants who have demonstrated growth in their ability to coach. They are
practical methods that encourage commitment to the maps, tools and capabilities of Cognitive
Coaching.

12
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CHAPTER 1 – THE POWER OF COGNITIVE COACHING

•

Seek out opportunities to coach
One thing that effective Cognitive Coaches do is find opportunities to coach
throughout the week and commit to making the most of them. I have seen this play
out in different ways. Strategies could include the following:

•

Ì

Utilise reflection time at the end of a lesson to apply mediative questions.

Ì

One afternoon a week, engage in Reflecting conversation with a colleague on
their day, lesson or role.

Ì

Isolate a skill (such as pausing, paraphrasing or posing questions) and devote a
portion of the day to applying it.

Ì

Review your timetable, breaking down the week and highlighting key times,
meetings, lessons and other opportunities that lend themselves to possible
practice of Planning, Reflecting and Problem-Resolving conversations (e.g.
parent meetings, leadership reviews, school mentoring programs and so on).

Ì

If you participated in the training with a colleague from the same school or
neighbouring area, invite them to join you for regular practice. If there are more
than two of you, it could be beneficial to practise with the involvement of a
meta-coach.

Watch television
Watching television with heightened consciousness as a way to build your coaching
can be both fun and effective in building your skill set. Here are some ways to achieve
this:
Ì

Look for examples of response behaviours that align to Cognitive Coaching
capabilities such as paraphrasing, questioning and states of mind. Watching
Oprah Winfrey interview people, for instance, is a great way to build awareness
of the skills we use to coach.

Ì

When you see an opportunity for Cognitive Coaching, stop the program
or turn off the television, then say aloud or write down a paraphrase and a
mediative question that you think fit the scenario. (You might want to ensure
you are alone in the house so that the rest of your family don’t think you’ve
totally lost your marbles!)

Ì

Record yourself coaching, play it back through the television and conduct a selfmediated Reflecting conversation. By doing this, you can explore the reasons
that you feel and act the way you do about a conversation. It was through this
strategy that I saw how often I nodded in agreement with the coachee, leading
me to work on being more ‘still’ during formal conversations.
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Target someone
To get the most out of Cognitive Coaching, it is good idea to organise regular,
ongoing practice with at least one willing coachee. If you can do this in both your
professional and personal lives, it will provide you with a chance to refine those skills
on a regular basis. Some tips include:
Ì

Explain to a colleague, friend or family member about the training you have
been doing. Let them know that you are working at building your capacity to be
a mediator of thinking and to assist others in becoming more self-directed.

Ì

Request permission from this person to help them plan, reflect or work though
problems in a Cognitive Coaching capacity.

Ì

Ensure that you continue to reflect on the coaching practice in order to learn
more about the process and how it is serving both you and the coachee.

Ì

Utilise your learning guide if you need to, at least until some of the mediative
questions and principles of paraphrasing becomes more automatic.

These strategies are just some of many that successful Cognitive Coaches undertake to continue
their commitment and development. All the training in the world will make little difference
unless we look for opportunities and apply the maps, tools and skills we have learnt on a regular
basis. As Arthur Ashe, the first African American to win the Wimbledon men’s singles title,
once said: ‘To achieve greatness, start where you are, use what you have, do what you can.’
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Protocols for Professional Learning

Collaborative Teams in PLCs at Work: A
Multimedia Kit

Lois Brown Easton • 9781742392837
Use this handy guide to get your Professional Learning Community
(PLC) engaged, energised and ready to implement formative
assessment. Everything you need to organise and run your PLC –
including agendas, schedules, handouts and background readings
– is included. With enough materials for seven sessions in total, you
can focus your PLC on all of the critical issues related to formative
assessment. Easy-to-use charts, checklists and templates support
every step of getting started and keeping your PLC on track.

This invaluable kit contains the Learning by Doing Handbook for
Professional Learning Communities at Work, helping educators
close the knowing-doing gap as they transform their schools into
professional learning communities (PLCs). Hand in hand with this is
the Facilitator’s Guide, which contains a hands on training guide, a
CD-ROM and DVD showing a short video of exactly what collaborative teams in professional
learning communities do. Also included is unscripted footage of real meetings, interspersed
with key points from PLC print resources, brings the concept of collaboration to life.

109037 • $15.95

SOT4863 • $200.00

Transformative Talk

Lemons to Lemonade

Gavin Grift, Robert Garmston, Arthur Costa • 9781760011734

Robert Garmston, Diane Zimmerman • 9781760011628

Transformative Talk: Cognitive Coaches Share Their Stories
is designed to assist aspirant Cognitive Coaches in developing their
coaching capabilities. It draws upon the insights and experiences
of Cognitive Coaching training associates and agency trainers
who are “walking the talk” in their own lives and careers. With
contributions from coaching professionals as well as a foreword by
Cognitive Coaching founders Arthur L. Costa and Robert Garmston,
Transformative Talk supports you in your ongoing goal to build both your identity and
capacity as a mediator of thinking.

Do your meetings spiral angrily out of control? Or simply not make the
most of the participants’ talents? Lemons to Lemonade: Resolving
Problems in Meetings, Workshops and PLCs is the playbook you need
you promote civil, productive discourse, detailing: How to prepare
yourself to facilitate the discussion and keep it on task; Best practices
for quashing conﬂict with wounding pride; and Methods for dealing with
“frowners”, “interrupters”, “subject changers”, “humorists” and other
time wasters. With Lemons to Lemonade you will never lose another
opportunity for problems to get solved by the combined powers of capable minds.

HB1734 • $35.95

CO1628 • $21.95

Assessing the Whole Child + CD

Power Standards

Gavin Grift, Jane Satchwell • 9781741700428

Larry Ainsworth

A step-by-step approach is used to understand the context, develop
the content and celebrate the results of the use of portfolios and
their integral role within powerful student-led conferences. The
underlying principle of this process is the use of metacognition in
the classroom, which enables students to take genuine responsibility
for their learning. A step-by-step process, enabling every classroom
teacher to embark on the portfolio to student led conference journey
based on their own individual needs and those of their students and school community.

HB0426 • $59.95

Power Standards is a step-by-step, practical manual that explains
how educators can distinguish the Power Standards – standards
absolutely essential for student success – from those that are “nice
to know”. Standards have become a critical focus for schools and,
in striving to cover everything, educators admit to teaching many
standards only superﬁcially. In addition, educators often consider all
standards equal, when in fact certain standards are more important
than others. Ainsworth shows educators how to create a prioritised subset of their own
relevant standards and how to use these Power Standards to guide development of meaningful
curriculum and assessment.

BKD5549 • $39.95

Learning by Doing, 2nd Edition
Richard & Rebecca DuFour, Robert Eaker,Thomas Many • 9781742397177

Whatever It Takes

Learning by Doing helps educators close the knowing-doing gap
as they transform their schools into professional learning communities
(PLCs). This second edition responds to the authors’ continuous work
with educators to update and clarify the PLC implementation process
providing a deeper understanding of common PLC challenges and
how to resolve them, revised and expanded charts for tracking PLC
progress, protocols for team analysis of student achievement and
updated research.

Richard DuFour, Rebecca DuFour, Robert Eaker, Gayle Karhanck •
9781741708684

SOT7177 • $35.00

Teachers as Architects of Learning

What happens when, despite our best efforts in the classroom,
a student does not learn? In traditional schools, the response to
this question has been left to individual classroom teachers. A
Professional Learning Community will not leave this critical question
to each teacher to resolve. A PLC will create a school-wide system of
interventions that provides all students with additional time and support
when they experience difﬁculty in their learning. Whatever It Takes is full of speciﬁc
strategies to make an immediate impact in helping schools transition from theory to action!

SOT8680 • $39.95

Gavin Grift, Clare Major • 9781743308806

Explicit Direct Instruction (EDI)

The core business for every school, teacher and student is learning;
any discussion outside of this is simply a distraction. Teachers as
Architects of Learning provides the reader with the chance to
become an architect for successful learning, introducing platforms to
support the construction of a successful learning experience. The book
encourages educators to raise their consciousness of how they can
best support learning, regardless of the level or subject that they teach,
taking key educational learning theory and synthesising it for the formulation of researchbased teaching considerations and explicit strategies. Teachers looking to improve their
planning and practice will ﬁnd this book a great way to move from understanding to action.

HB8806 • $35.95

John Hollingsworth, Silvia Ybarra • 9781741709230
Direct Instruction helps teachers deliver effective lessons that can
signiﬁcantly improve achievement for all learners, including English
language learners and students with special needs. This teacher-friendly
book combines educational theory, brain research and data analysis to
present a step-by-step guide for implementing the EDI method in diverse
classrooms. This resource provides primary and secondary teachers
with speciﬁc strategies, detailed sample lessons and scenarios that
illustrate what EDI techniques look like in the classroom.

CO9237 • $55.95
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As a PLC training associate he led the establishment of the Professional Learning Communities Network to Australian Schools, based
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seminars and in-school support days at the systems, school and classroom level both nationally and internationally. All of Gavin’s
work is devoted to building an educator’s capacity to build success in others.
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Assessing the Whole Child + CD

$59.95

SOT4863

Collaborative Teams in PLCs at Work: A Multimedia Kit

CO9237

Explicit Direct Instruction (EDI)

$55.95

SOT7177

Learning by Doing, 2nd Edition

$35.00
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