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Abstract 
Faced with impacts from globalization, rapid technological advancement and 
increasing competition, educational systems worldwide are racing to find sus-
tainable ways to improve student achievement. As teachers are a direct con-
duit to students and their performance, targeting the development of teacher 
competency is an avenue worth exploring. An attractive option toward im-
proving educational standards and achievement is coaching, as it is ongoing 
support for teachers. The objective of this study was to analyze existing litera-
ture on coaching in order to develop and implement a coaching system to fa-
cilitate professional development and increase instructional competencies of 
primary school math and science teachers at a private primary school in Sa-
mutprakan, Thailand. Data was gathered through interviews and question-
naires conducted with coaches, teachers and students, with results indicating a 
high degree of satisfaction, most notably in teachers, with coaching allowing 
them to discover alternate possibilities and bolstering their skills and efficacy. 
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1. Introduction 

Countries with successful school systems recognize the crucial role teachers play 
in student achievement and have policies to foster the proper recruitment, 
training and development of teachers to give their students access to instruction 
that is both equitable and of high caliber (Darling-Hammond, Chung-Wei, & 
Andree, 2010). While academic content is evolving to keep pace with a rapidly 
changing world, educational systems have been experimenting with countless 
strategies of innovation and reform. However, it is not curricula, but the quality 
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of teachers that is key to students’ success (Birman, Desimone, Porter, & Garet, 
2000) and much attention must be paid towards the goal of instituting sustaina-
ble processes to maintain teaching standards. 

Efforts to strengthen a failing educational system have been constant 
throughout Thailand’s recent history, with the Thai government year after year 
investing a considerable portion of its annual national budget, relative to alloca-
tions made in comparable countries, into education (Corcoran, 2015). This fi-
nancial investment, sadly, has yet to bear any fruit in the form of improved aca-
demic achievement. 

Despite great progress being made by students from neighboring countries 
such as Singapore, Thai students consistently score poorly on both domestic and 
international assessments. Thai teachers are the product of an antiquated, 
top-down educational system rife with rote instruction and inadequate training, 
and the country needs to properly train and develop its teachers to evolve and 
abandon ineffectual practices and habits in order to engage their students and 
motivate them toward an acceptable level of academic achievement (Thailand 
Development Research Institute, 2012). 

The competencies of available teachers are dictated not just by their formal 
training but also by work experience. Professional development is a valuable tool 
that allows for schools to strengthen the teachers they have in hand. In his se-
minal study, Harold Wenglingsky (2000) determined that professional develop-
ment was a pivotal factor towards enhancing students’ learning outcomes. 
Coaching, out of the various types of professional development studied, proved 
to be most effective; students whose teachers received coaching outperformed 
those whose teachers did not. It is important to note not just teachers’ efficiency, 
however, but also their efficacy, that is, what they are capable of, as well as their 
belief in such. Professional development can bolster teachers’ awareness and 
confidence in what is possible, in turn encouraging a thirst for improvement and 
the desire for higher standards (Yoo, 2016). 

Because it is a continuous, ongoing process that sees to personal improve-
ment, coaching differs from traditional professional development methods such 
as workshops or seminars, which are largely limited, off-site and one-time-only 
training activities conducted by strangers that teachers may never meet again. 
Coaching is conducted at the actual location where the teachers being coached, 
called “coaches”, teach, and with a colleague from whom they can receive ongo-
ing feedback (Russo, 2004). This increases the likelihood of skills transfer, 
meaning that coachees will be better able to transfer the skills newly acquired 
from coaching for implementation in their classrooms (Chien, 2013), although 
precedent exists where online instruction was utilized as a professional devel-
opment component (Yoo, 2016). That numerous workshops and seminars, 
one-shot “events” so common to the teaching profession, have had little impact 
reflects that it is a misconception that nuggets of skills and knowledge can be 
learned off-site in one sitting and then taken back and implemented in a com-
pletely different environment (Showers & Joyce, 1996). 
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It must be noted that coaching is not mentoring. While both have similar 
characteristics that lead to a misunderstanding that they are interchangeable, 
coaching and mentoring are distinctly different processes in several key aspects. 
Coaching and mentoring both involve a more expert party guiding a less expe-
rienced one, but coaching’s focus is more specific and targets particular areas of 
need in order to improve skills, performance and outcomes within a specified 
time. Coaching is a structured process of targeted development while mentoring, 
on the other hand, is akin to an ongoing apprenticeship (Lord, Atkinson, & 
Mitchell, 2008). 

With Thai teachers needing to change viewpoints and adopt new tactics, 
schools can look to coaching to develop teachers’ instructional competencies to 
transform them into effective professionals. By helping teachers become better at 
their craft, schools will have a sustainable way to improve educational outcomes 
and overall institutional quality. In dire need of overhauling its educational system 
to become competitive on the world stage, Thailand needs to determine ways to 
successfully implement coaching systems within its schools to meet this end. 

2. Objectives 

This study aimed to address deficiencies in teacher performance by developing 
and implementing, within the constraints of a typical Thai primary school, a 
coaching system to develop and improve instructional competencies of primary 
school teachers, and thus student achievement, in the subjects of mathematics 
and science using principles and information gathered from existing research 
and literature on the practice of coaching as it applies to teachers and education. 

As illustrated in Figure 1, the conceptual framework for the research involves 
first the study of the practices of teachers in the subjects of mathematics and 
science to examine the conditions of their teaching and ascertain problems that 
exist. From research into coaching, a template for development of a coaching 
system is subsequently devised, with the aim being improved competencies on 
the part of coached teachers in specific areas of practice. 

3. Methodology 

The research conducted a review of literature pertaining to coaching and the 
coaching process and used the information gathered as parameters to fashion a 
coaching system. This system was then implemented at a private primary school 
in Samutprakan, Thailand, named Bangpleepattanasuksalai School, which has a 
student population of approximately 1000 students from kindergarten to lower 
secondary levels. 

The subjects of mathematics and science were chosen for the study because 
they require deduction, and mathematics and science teachers’ effectiveness 
beyond rote instruction can be assessed by their level of success in the cultivation 
of students’ critical and creative thinking in respect to these relatively abstract 
subjects. With primary six being a year wherein students already have many  
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Figure 1. Conceptual framework. 

 
evaluative activities available, teachers from this level were chosen to be the 
coachees. One mathematics coach was assigned to the school’s single primary six 
mathematics teacher and one science coach was assigned to the school’s single 
primary six science teacher. 

The coaching process was executed over a period of twenty weeks, equal to 
one academic term in Thailand, beginning with an initial classroom visit from 
the coaches and continuing with face-to-face conferences between coaches and 
coachees every other Saturday in addition to periodic video demonstrations by 
both the coaches and the coachees. 

Interviews, open-ended questionnaires for coaches and coachees, and Likert 
scale questionnaires for students, all with questions vetted by experts in related 
fields of management and education, were utilized for data collection and analy-
sis regarding participant feedback and satisfaction. 

4. Literature Review 

There exist many types of coaching. For the purposes of this study, the term 
“coaching” refers to instructional coaching, which is the conventional process 
wherein expert coaches help coachees improve in specific areas of need. Assess-
ments need to be made at an initial stage as to coachees’ receptiveness to partic-
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ipation and their knowledge and skill level. The institution must also have the 
means and ability to effectively support the coaching system. Determining which 
type of coaching to utilize is important as each has different requirements and 
considerations (Cornett & Knight, 2009). Yet there are traits common to all 
types of coaching, as the process aims to develop specific aspects of professional 
practice. Coaching is a continuous process, similar to mentoring, but it differs in 
its structure and schedule, developing particular skills within set timeframes 
(Knight, 2009). Elements of coaching include the recruitment, and training if 
necessary, of coaches, pairing of coaches and coachees, practice, application and 
regular observations (Moffet, 1987). 

Also important is the relationship between quality and quantity. The breadth, 
or scope, of the coaching must not adversely impact the quality of the experience 
and the ratio of coachees to coach is a factor to be considered. Effective coaches 
should have extensive expertise in classroom instruction and collaborative expe-
rience with other educators. They should be open-minded, trustworthy and 
adept at observation, modeling, and providing meaningful feedback without 
judgment (Chien, 2013). Furthermore, pairing coaches with coachees who share 
common levels or subject matter taught is preferable (Birman, Desimone, Porter, 
& Garet, 2000). Even though one party is considered expert and the other no-
vice, coaches and coachees should see each other as equals, as the focus of the 
instruction is in fact dictated by the needs of the coachee, not the coach, and it is 
essential that coachees have input into the direction of the coaching in addition 
to the choice of whether or not to participate (Robbins, 1991). 

Institutions and administrators are responsible for allowances of time and 
support as needed by the coaching system (Lord, Atkinson, & Mitchell, 2008). 
Administrators need to promote support for the coaching system from all 
stakeholders by demonstrating recognition of its value. By dedicating attention, 
resources and time to the process, administrators convey the idea that coaching 
is a process the institution is taking seriously (Garmston, 1987) and positively 
influence teachers’ perception of the coaching system, thereby nurturing a cul-
ture within the school that is conducive to learning not just for students but for 
staff as well. It is also essential that administrators see to it that teachers regard 
being coached not as a punishment or sanction, but a system of support (Knight, 
2009). In effect, this sustainable leadership is the glue that holds together the en-
tire organization and the leader’s commitment in turn elicits the commitment of 
other stakeholders. For teachers, this commitment is a direct link to retention 
and therefore supports continuity in a school’s processes. Sustainable leadership 
bolsters commitment by empowering human resources and provides for the 
shared values and beliefs within an organization. A sustainable leader creates 
conditions that support the wholeness of an organization and recognizes that 
education exists not just for learning knowledge but also for learning how to live 
and function together with others (Cherkowski, 2012). 

As a professional and on-the-job resource, coaching also has potential to be a 
benefit to teacher induction, as novice teachers face stress and workload exacer-
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bated by inexperience, unfamiliarity and low-efficacy. Mentoring is a common 
support system available to new teachers (Geng, Midford, & Buckworth, 2015), 
and utilizing coaching as an additional means to acclimate novice teachers to 
their new profession is an avenue worth exploring. 

Coaching deals with cultivating behavior, developing content knowledge, pro-
viding direct instruction, and making formative assessments (Knight, 2007) and 
its effect on teacher efficacy makes students see their teacher in a new light. In 
one study, after an extended period of coaching involving class observations, 
self-assessments and reflective interviews, the coachee gained a willingness to try 
new ideas and his newfound mastery of the content and increased confidence 
resulted in higher student opinions in regard to their teacher (Bruce & Ross, 
2008). Coachees must be open to letting themselves undergo a transformative 
process, and aware that to inspire change in students they must first be willing to 
change themselves. With open minds, coachees can play their part in effecting 
societal change through example and lead future generations to make positive 
impacts in a sustainable manner (Iliško, 2007). 

Cantrell & Hughes (2008), in another study, concluded that ongoing support 
was an essential attribute of coaching. Surveys taken before and after the process 
showed that coachees saw the benefit of continuous training. In coaching, after 
professional development is designed and delivered, the coach is still available to 
coachees to help plan lessons, to model, observe and provide further resources as 
necessary (Chien, 2013). In this ongoing cycle of observation and feedback, new 
skills are continually determined to be enhanced, coaches demonstrate them, the 
coachee practices them; feedback is provided to one another and then the whole 
process begins anew, with future experimentation and study, not evaluation, be-
ing the aim (Showers, 1985). This process of practice and feedback takes time, as 
coaches and coachees figure out together how best to apply new approaches and 
techniques, and then to gradually utilize them in everyday routines until they 
become familiar and habitual. To expect instantaneous results is simply unrea-
listic. The coaching of athletes, which is perhaps the most widely understood ap-
plication of coaching, is a great reminder that proficiency comes with much time 
and effort (Joyce & Showers, 1982). This is in fact often cited as an advantage 
coaching has over other modes of professional development, as the cycle of trial, 
error and follow-up is necessary for teachers to not only adopt new skills but to 
change their behaviors overall (Lieberman, 1995). Being an ongoing process and 
an instrument for not only personal but societal change is clear indication that 
coaching addresses larger issues of sustainable education, as sustainability itself 
is a continually progressive undertaking that requires change in how one thinks 
and how one identifies and addresses problems. Coaching, like sustainability, 
involves envisioning, acting and reviewing, and is a process of reflection instead 
of simple personal advancement that is driven by the learner through means of 
identifying root causes of problems and acting on them in an inclusive manner 
(Tilbury, 2007). As such, greater social change starts with the development of 
teachers’ practices and approaches as teachers themselves act as immediate role 
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models for the future generations they are shaping. 
A clear template can be envisioned from the literature and case studies sur-

veyed, as there are many common traits and aims in existing foreign examples of 
coaching for teachers. However, its application to teaching practices and educa-
tional norms in Thailand is yet relatively untested, certainly on any large scale. 

5. Design of the Coaching System 

Analysis of pertinent research and related literature found significant commo-
nalities in different examples of coaching. In terms of structure, coaching sys-
tems for the most part are comprised of three basic segments: preparation, im-
plementation and administration (Figure 2). 

The preparation segment, wherein the focus, participants, activities, schedules, 
goals and other parameters of the coaching process are basically set, would need 
to be accomplished before formal coaching can begin. This formal coaching pe-
riod, contained within the implementation segment, refers to the execution of 
the coaching process itself, encompassing coach and coachee interactions, mod-
eling, observation, feedback and the following adjustments made to practice. The 
third segment, administration, does not exist linearly with the other two seg-
ments but rather concurrently and accounts for the responsibility of manage-
ment to provide for, oversee and support the factors necessary for the successful 
acceptance, integration and operation of the coaching system as a whole, in-
cluding promotion of awareness about the benefits of coaching, provision of 
time and physical resources and amending the process as necessary. 

Preparation for coaching began with the education of stakeholders, specifical-
ly the coachees who needed to be apprised of the specifics of the coaching 
process, its aims, requirements and expectations. For Bangpleepattanasuksalai  
 

 
Figure 2. Segments and components of the coaching system. 
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School, coachee selection was not an issue as the school had only one sixth grade 
mathematics teacher and one sixth grade science teacher. Being the main actor 
in the administration segment, the principal was responsible for briefing the 
coachees about coaching, their roles and the intended goals and expectations of 
the coaching process. After bringing both coachees on board, the instructional 
competencies which they needed to develop were identified. After a focus group 
was held with the coachees, school management, and academic supervisors, it 
was determined that the areas the coachees most needed to enhance involved 
content, instructional materials and student evaluation. 

With coachees in place and developmental need identified, the next step in the 
preparation segment would be the recruitment of the coaches. The search for 
coaches was met with difficulty because, since coaching for teachers is a relative-
ly novel practice in Thai education, the pool for adequate coaches is limited. 
Eventually, two coaches were found, one with extensive experience teaching 
mathematics and the other science. The limited number of choices, however, 
made it necessary for concessions to be made in light of both coaches’ work 
commitments and it became apparent that their physical availability to be 
on-site was limited, so scheduling was now an issue. The preparation segment 
was completed with the coaches meeting with the principal to plan the coaching 
process, clarify their roles and determine a schedule for the topics to be taught 
over the twenty-week duration of the study. 

The implementation segment of the coaching system at Bangpleepattanasuk- 
salai School began as the formal coaching period commenced. The coaches were 
introduced to the coachees and each party disclosed their backgrounds, 
achievements, and thoughts. This was followed by an initial classroom visit, 
wherein each coach observed each coachee’s performance in her actual occupa-
tional setting. Feedback based on the observations was given by the coaches and 
further discussion was had to establish how to move forward. Because the 
coaches were not available to visit the coachees’ classes during the weekdays, it 
was agreed that both coachees would provide the coaches with regular video re-
cordings, which would be used in lieu of in-person classroom visits to allow the 
coaches to observe them in practice. In turn, the coaches would also provide the 
coachees with recordings of modeling as instructional reference and feedback. 
Despite these constraints, face to face consultation was still deemed necessary, 
and the principal arranged for on-site meetings between the coaches and coa-
chees every other Saturday. 

The principal was involved concurrently throughout this entire process as part 
of the administration segment, being responsible for overseeing management of 
the coaching system. This meant facilitating the process by ensuring that neces-
sary resources such as materials, equipment and finances were available and 
enough time was allocated for the coaching process to be executed properly. As-
sessment conducted by management is of the system, not the individuals within 
it, and involved quality assurance by way of maintaining focus and continuity. 
Management gave support as needed and took care to avoid inappropriate and 
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unnecessary interference into the activities of the coach and coachee. It fell on 
the principal’s shoulders to be the most vocal cheerleader for the coaching sys-
tem, recognizing and rewarding participants for progress as well as crediting the 
process for improvements in instruction and achievement. 

6. Results 

Both coachees regarded the coaching process and system positively and believed 
that their respective coaches helped improve their skills and pointed out new 
perspectives for them to explore. 

Communication skill is one area where the mathematics coachee found her 
coach especially helpful. While it was valuable that the mathematics coach was 
knowledgeable in content and imparted guidance on teaching the subject matter, 
the mathematics coachee found that without being able to communicate that 
content to her students clearly and accurately, the content itself was of little val-
ue. Her coach made her aware of her previously inappropriate or even inaccu-
rate vocabulary choices and taught proper language to use while teaching. The 
science coachee’s presentation skills were also improved, with her coach en-
couraging her to better engage her students by being more creative in her ap-
proach. She also noted that the science coach helped her formulate better ques-
tions to make students think, and to provide enough time for them to formulate 
their own answers. Before, she lacked patience and simply provided the answers 
herself should there be a pause. Beyond just knowing content, the coachees felt 
they benefitted greatly from learning how to communicate ideas and interest 
their students. This competency in communication is just one gap resulting from 
inadequate teacher education and is a problem not unique to Thailand (Gallego, 
Ortega, & Fuentes, 2015), but specific deficiencies beyond this can be targeted 
and addressed through coaching as well. 

In the use of materials, the coaches pointed out to both coachees alternate 
possibilities and encouraged utilization of already available materials, which also 
helped the institution avoid unnecessary waste. Introducing multiple boards 
throughout the classroom for students to prepare written answers to present also 
eliminated much wasted time from students writing answers on the main board 
one at a time. 

Both coachees also indicated that the coaching increased their efficacy, espe-
cially in terms of measurement and evaluation of students’ comprehension, since 
they had been unfamiliar with standard assessments for primary six, particularly 
the Thai national standardized tests given annually to primary 6 students. They 
learned from their coaches about which indicators to focus on, and how to fa-
shion assessments to more accurately and appropriately evaluate knowledge and 
skills which were relevant to student achievement. 

The coachees’ improved performance in these areas was reflected in student 
satisfaction and achievement. 

Based on feedback from student questionnaires, both coachees received high 
levels of satisfaction from their students, as shown in Table 1 and Table 2.  
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Table 1. The mean standard deviation of student satisfaction of mathematics teacher performance. 

Competency by instructional area (Mathematics teacher) x  Standard deviation (S.D.) Degree of satisfaction 

Instructional area 1: Knowledge and ability in subject Combined average: 4.33 0.71 High 

1.1 Introduces content to stimulate student interest 4.20 0.71 High 

1.2 Is knowledgeable in content 4.50 0.55 Highest 

1.3 Teaches content at appropriate level for students 4.38 0.63 High 

1.4 Has clarity in teaching and explicit objectives 4.26 0.79 High 

1.5 Has teaching activities that motivate self-learning 4.52 0.74 Highest 

1.6 Provides various learning activities 4.21 0.84 High 

1.7 Utilizes engaging teaching methods 4.40 0.70 High 

1.8 Transfers knowledge and facilitates student understanding 4.40 0.79 High 

1.9 Motivates and supports students to reach full potential 4.28 0.63 High 

1.10 Creates and maintains environment conducive to learning 4.26 0.73 High 

1.11 Summarizes content with clear conclusion at end of each lesson 4.23 0.69 Highest 

Instructional area 2: Use of materials Combined average: 4.34 0.73 High 

2.1 Uses materials and supplements to support teaching 4.45 0.70 High 

2.2 Uses materials and supplements that encourage and facilitate learning 4.28 0.77 High 

2.3 Has materials consistent with content 4.38 0.66 High 

2.4 Makes use of supplemental documents and resources beyond class materials 4.26 0.79 High 

Instructional area 3: Evaluation Combined average: 4.36 0.77 High 

3.1 Has tools and methods of evaluation Combined average: 4.43 0.67 High 

3.1.1 Hands-on experience/lab 4.24 0.91 High 

3.1.2 Worksheets and written exercises 4.60 0.48 Highest 

3.1.3 Examinations 4.44 0.63 High 

3.2 Measures achievement by unit studied Combined average: 4.37 0.50 High 

3.2.1 Learning unit 1: whole numbers 4.24 0.63 High 

3.2.2 Learning unit 2: equations 4.32 0.44 High 

3.2.3 Learning unit 3: factors 4.28 0.46 High 

3.2.4 Learning unit 4: lines & angles 4.48 0.67 High 

3.2.5 Learning unit 5: directions & diagrams 4.72 0.40 Highest 

3.2.6 Learning unit 6: fractions 4.16 0.40 High 

3.3 Openly discloses results from evaluations 4.30 0.86 High 

3.4 Provides feedback to allow for self-improvement 4.42 0.88 High 

3.5 Evaluates transparently, clearly and fairly 4.28 0.93 High 

 
Students felt they now better understood the material they were taught and were 
more active participants in their own education. Their teachers’ new approach to 
instruction engaged students’ interest, reflected in high levels of student 
achievement as well. 

In terms of student achievement, students scored well above targeted goals in 
the units taught during the coaching process. Results from school examinations, 
illustrated in Table 3 and Table 4 for mathematics and science respectively, 
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were well above targeted scores in the units taught during the coaching period of 
one academic term. Furthermore, overall student achievement as determined by 
internal school evaluations for the total academic year also reflected perfor-
mance in the good to very good range, with a class average of 82.40% for ma-
thematics and 86.20% for science. Table 5 and Table 6 detail external results 
from national standardized tests for the academic year, with students scoring 
significantly higher in mathematics and science in not only the national level but 
in other groupings as well, indicating the positive effect of coaching on student 
achievement as measured by both internal and external evaluations. 

 
Table 2. The mean standard deviation of student satisfaction of science teacher performance. 

Competency by instructional area (science teacher) x  Standard deviation (S.D.) Degree of satisfaction 

Instructional area 1: Knowledge and ability in subject Combined average: 4.31 0.72 High 

1.1 Introduces content to stimulate student interest 4.42 0.66 High 

1.2 Is knowledgeable in content 4.21 0.69 High 

1.3 Teaches content at appropriate level for students 4.20 0.84 High 

1.4 Has clarity in teaching and explicit objectives 4.35 0.70 High 

1.5 Has teaching activities that motivate self-learning 4.35 0.73 High 

1.6 Provides various learning activities 4.21 0.84 High 

1.7 Utilizes engaging teaching methods 4.30 0.55 High 

1.8 Transfers knowledge and facilitates student understanding 4.38 0.63 High 

1.9 Motivates and supports students to reach full potential 4.50 0.88 Highest 

1.10 Creates and maintains environment conducive to learning 4.26 0.93 High 

1.11 Summarizes content with clear conclusion at end of each lesson 4.23 0.48 High 

Instructional area 2: Use of materials Combined average: 4.37 0.71 High 

2.1 Uses materials and supplements to support teaching 4.42 0.66 High 

2.2 Uses materials and supplements that encourage and facilitate learning 4.40 0.77 High 

2.3 Has materials consistent with content 4.21 0.72 High 

2.4 Makes use of supplemental documents and resources beyond class materials 4.45 0.70 High 

Instructional area 3: Evaluation Combined average: 4.35 0.71 High 

3.1 Has tools and methods of evaluation Combined average: 4.23 0.75 High 

3.1.1 Hands-on experience/lab 4.21 0.84 High 

3.1.2 Worksheets and written exercises 4.23 0.48 High 

3.1.3 Examinations 4.26 0.93 High 

3.2 Measures achievement by unit studied Combined average: 4.37 0.71 High 

3.2.1 Learning unit 1: food & nutrition 4.30 0.71 High 

3.2.2 Learning unit 2: the human body 4.42 0.53 High 

3.2.3 Learning unit 3: living and nonliving things 4.38 0.88 High 

3.2.4 Learning unit 4: substances in everyday life 4.38 0.70 High 

3.3 Openly discloses results from evaluations 4.35 0.50 High 

3.4 Provides feedback to allow for self-improvement 4.40 0.72 High 

3.5 Evaluates transparently, clearly and fairly 4.42 0.86 High 
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Table 3. Internal primary 6 mathematics test results by units studied during coaching. 

Unit 
Goal  

target percentage 
Result  

actual percentage 
Difference of  

result from goal 

1) Whole numbers (counting, addition, 
subtraction, multiplication & division) 

70 85.32 +15.32 

2) Equations 70 85.00 +15.00 

3) Factors 70 84.48 +14.48 

4) Lines & angles 70 87.84 +17.84 

5) Directions & diagrams 70 90.80 +20.80 

6) Fractions (addition, subtraction,  
multiplication & division) 

70 82.88 +12.88 

Average 70 86.05 +16.05 

 
Table 4. Internal primary 6 science test results by units studied during coaching. 

Unit 
Goal  

target percentage 
Result  

actual percentage 
Difference of  

result from goal 

1) Food & nutrition 70 84.24 +14.24 

2) The human body 70 83.84 +13.84 

3) Living and nonliving things 70 85.32 +15.32 

4) Substances in everyday life 70 84.80 +14.80 

Average 70 84.55 +14.55 

 
Table 5. 2015-2016 academic year primary 6 national standardized test results for ma-
thematics. 

Level Participants Mean score S.D. 

School (Bangpleepattanasuksalai) 30 65.67 16.54 

School size 235,225 40.77 18.84 

School location 7924 43.94 19.35 

Province 14,405 45.77 20.09 

Region 152,559 44.51 20.01 

Country 716,684 43.47 20.11 

 
Table 6. 2015-2016 academic year primary 6 national standardized test results for 
science. 

Level Participants Mean score S.D. 

School (Bangpleepattanasuksalai) 30 61.40 15.59 

School size 235,253 41.15 12.69 

School location 7925 42.97 12.88 

Province 14,408 43.82 13.07 

Region 152,573 43.14 13.10 

Country 716,778 42.59 13.18 
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On the part of the coaches, they found it helpful that the coachees were well 
indoctrinated by the management beforehand and were not opposed to being 
coached. The coaches discovered that the coachees already had innate skills but 
lacked experience to apply them correctly. Therefore, the coaches saw the need 
to teach the coachees how to successfully convey knowledge for the purpose of 
motivating students to participate and giving them the confidence to express 
opinions and present ideas, which are surefire indications of actual student 
comprehension and mastery of content. 

7. Conclusion 

Coaching systems can improve teachers’ competencies and increase their effica-
cy but need clear aims and structure in order to succeed. It is management’s re-
sponsibility to plan and steer the entire process and to ensure that stakeholders 
have adequate understanding and support as well as recognize its value (Mat-
sumura, Sartoris, Bickel, & Garnier, 2009). 

Thailand yet lacks sufficient precedent in terms of teacher professional devel-
opment by way of coaching and as such the pool from which to draw qualified 
coaches is still small. Coachee interest exists for more coaching, but the low 
number of eligible coaches limits the possibilities for matching coachees with 
coaches who are expert in different areas. 

The heavy workloads and time constraints faced by Thai teachers, especially 
in private institutions, are significant obstacles and the problem is exacerbated if 
the coach’s time is limited as well. The mathematics coachee noted that that her 
coach’s inability to be more present on-site was a handicap. She believed in-
creased interaction in person would have allowed for more dialogue, giving her 
more opportunity to offer her own input. 

Implementing coaching systems across education in a broader scale has great 
potential to yield positive impacts, as they offer a sustainable process to improve 
and maintain standards. However, the above issues will need to be addressed if 
coaching is to be expanded systemically across the educational spectrum, and 
more examples of coaching systems for teachers beyond the limitations of this 
research need to be implemented in Thailand for further study because, if prop-
erly designed, executed and managed, coaching can improve the quality of the 
country’s education by making excellent the vehicle that delivers it: teachers. 
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