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The 3Es Model: A Coaching Model for Enhancing 
Secondary Student Potential in Thailand  

Marut Patphol,1 Srinakharinwirot University, Thailand 

Abstract: Coaching is an interesting topic in teaching and learning used to develop learners. Coaching helps develop 
student potential by focusing on the aspect of self-learning. In this study, the author developed a coaching model based 
on the philosophy of progressivism and the constructivism learning theory. Semantic analysis and a text clustering 
technique were applied to generate a model. The model was implemented using the AB experimental design with 
secondary school students. The sample group was comprised of forty secondary school students in the Suphanburi 
province, Thailand. The results show a coaching model named the 3Es. The 3Es model comprises three components—
engage, empower, and enliven—with twenty coaching roles. After implementing the 3Es model, it was found that the 
students’ potential increased before, during, and after the implementation of the model.  

Keywords: Coaching Model, Instructional Coaching, Learners’ Potential, Secondary Students 

Introduction 

he development of digital technology has a major impact on routine jobs. By 2030, it is 
expected that many companies will have transformed their business models by integrating 
technology into routine work (OECD 2018b; Oxford Economics 2019). Robotics and 

artificial intelligence will replace most routine tasks (World Economic Forum 2016), and technology 
will impact teaching approaches and transform learning (Office of Educational Technology 2016). 

By 2022, most companies will have an average of nine role types managed by machines instead 
of humans, such as information and data processing; looking for and receiving job-related 
information; performing complex and technical activities; identifying and evaluating job-relevant 
information; performing physical and manual work activities; completing administration tasks; 
communicating and interacting; coordinating, developing, managing, and advising; and reasoning 
and decision making (World Economic Forum 2018). In addition, many companies will embrace 
learning and creativity as a core skill (Economist 2017; World Economic Forum 2018). 

To prepare students for the future, teachers need to develop their students’ potential. This 
encompasses social skills, personal skills, literacy, numeracy, critical thinking, problem solving, 
digital literacy, leadership, teamwork, entrepreneurship, emotional intelligence, communication, 
and collaboration skills, as well as enhancing their curiosity, initiative, persistence/grit, 
adaptability, and social and cultural awareness (OECD 2018a, 2018b; Redecker and Punie 
2013; Economist 2015; World Economic Forum 2015; Jones and Doolittle 2017). In addition, 
students should be encouraged to improve their cognitive and learning skills because both form 
the foundation of creative innovation (Abdulla 2017; Costa and Garmston 2015; Fogarty, 
Kerns, and Pete 2018; Markham 2016; Fogarty 2016; Delaney 2017). 

However, it is necessary to have effective methods for developing student potential that are 
appropriate with student nature because of varying learning styles (Office of Educational 
Technology 2016; OECD 2017). Students can learn almost anything using digital technology 
adapted to their learning style (i.e., self-learning and e-learning; Pearson Cooperation 2017). 
Furthermore, they can develop their analytical thinking, critical thinking, systematic thinking, 
problem solving, and creative thinking by participating in activities of interest (Erickson, 

1 Corresponding Author: Marut Patphol, 114 Sukhumvit 23, Bangkok 10110, Thailand/ 4E-95-09-4F-E3-41, Graduate 
School, Srinakharinwirot University, Bangkok, 10110, Thailand. email: rutmarut@gmail.com 
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Lanning, and French 2017; Gill and Thomson 2017). Therefore, effective teaching techniques 
for students should be suited to their interests because it allows them to learn more effectively 
(OECD 2018a, 2018b; Fau and Moreau 2018).  

For students who have several learning styles, teachers can take on the role of a coach. 
Coaching encourages students’ performances (Downey 2003). In addition, coaching is the 
development of a person’s potential using a variety of methods to help the mentee with continuous 
development (Cox, Bachkirova, and Clutterbuck 2014). A major aspect of coaching is that it 
encourages mentees to learn independently (Whitmore 2009). Also, coaching is central to prepare 
students for success (Sweeney 2013). Teachers’ roles within coaching can be used to reveal the 
motto “sage on the stage guide on the side;” this motto moves toward coaching today (Whitmore 
2009; Sweeney 2013; Cox, Bachkirova, and Clutterbuck 2014; Costa and Garmston 2015).  

Coaching aims to encourage students’ thinking skills, learning processes, and self-reliance (van 
Nieuwerburgh 2017). However, previous academics have categorized many types of coaching, such 
as instructional coaching, literacy coaching, cognitive coaching, classroom management coaching, 
content coaching, differentiated coaching, and leadership coaching (Knight 2009b). In this study, 
coaching will be defined as developing students’ potential by focusing on self-learning. 

Several important aspects comprise coaching, which is used with students to improve their 
commitment to learning, perseverance, resilience, self-efficacy, and growing performance. 
Because coaching is a flexible method for students’ development, it focuses on prompting the 
students to learn by themselves (Sweeney 2013; Abdulla 2017).  

The principle of coaching is to develop people in an informal but focused method with 
intellectual guidance, knowledge sharing, and reflection (Abdulla 2017). Many researchers have 
found that coaching can develop and increase student potential (Bettinger and Baker 2014; 
Palsma 2018). However, there are several characteristics of coaching that can be problematic 
for teachers in a classroom environment, such as difficulties with the following: 

▪ gaining students’ trust (Fogarty, Kerns, and Pete 2018; Harris, Jones, and Huffman 2018;
Knight 2018)

▪ respecting students’ dignity (Abdulla 2017; Patphol 2018; Sweeney and Mausbach 2018)
▪ supporting students (Hildrew 2018; Knight 2018; McCrudden and McNamara 2018)
▪ encouraging students to be active learners (Ng 2018; Smith and Firth 2018; Truax 2018;

Holtey-Weber 2018)
▪ encouraging students to set learning goals (Abdulla 2017; Fogarty, Kerns, and Pete 2018)
▪ promoting students’ self–discipline (Erickson, Lanning, and French 2017; Abdulla 2017;

Bergin 2018)
▪ encouraging learners to apply a variety of learning processes (Crockett and Churches

2017; Gill and Thomson 2017; Abdulla 2017; Hildrew 2018; McCrudden and
McNamara 2018; Smith and Firth 2018)

In this study, the author synthesized coaching characteristics from many resources into practical 
guidelines for teachers in the classroom. 

In the context of K-12 (5- to 6-year-old children through twelfth grade for 17- to 18-year-
old teenagers), coaching is a form of professional development that supports teaching practices 
and promotes continuous improvement; it also focuses on goals generated from the needs of 
teachers and their students (Killion 2012). Instructional coaching is a dedicated partner for 
teachers, providing evidence-based practices that improve teaching and learning, so students 
can be more successful through improved teacher effectiveness (Hanover Research 2014; Guest 
Blogger 2018). Coaching in the K-12 context is related to four aspects, namely: (1) learning 
design effectively, (2) encouraging improvement through formative assessment, (3) 
empowering students using feedback for responsible actions, and (4) inspiring through passion 
and a belief in the talent of the student (Fogarty 2016). 
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Researchers have developed several instructional coaching models, such as the COACH 
model (Clarity of the task, Ownership of the task, Attention to others, Comprehensive of the 
content, Heightened or hidden emotions; Stix and Hrbek 2006). The instructional coaching of 
Knight (2009a) includes equality, choice, voice, dialogue, reflection, praxis, and reciprocity. 
There are also four levels of the coaching practice development model of CfBT Education Trust 
(Lofthouse, Leat, and Towler 2010), the new Brunswick’s coaching model of New Brunswick 
Department of Education and Early Childhood Development (2013), the Campbell’s (2016) 
GROWTH model, and the GROW model (Goal, Reality, Options, Will; Abdulla 2017). Also, 
common elements from the effective coaching practice model of Morgan and Rochford (2017) 
should be taken into consideration. The six “P” model comprises the principles of coaching 
from Gallagher and Bennett (2018) and the cycle of instructional coaching model of Identify, 
Learn, and Improve (Knight 2019).  

Although there have been several research studies on various coaching models, the findings 
of these studies have focused on how coaching models can improve the teachers’ potential or 
professional development, but it is unclear what the conclusions are on the coaching models of 
the teachers (teacher as coach) in the K-12 context, specifically regarding how to enhance 
student potential in the digital technology era. This research developed a coaching model—the 
3Es (Engage, Empower, Enliven)—to enhance student potential. 

Research Objectives 
This research was conducted in order to develop a coaching model to enhance learners’ 
potential with the following objectives: 

1. Develop a coaching model for enhancing secondary student potential
2. Implement the model for three months and compare the students’ potential before,

during, and after implementing the coaching model

Conceptual Framework 
This research is based on progressivism philosophy and constructivism learning theory. 
Progressivism philosophy assumes that education should focus on the whole child and encourage 
them to be a learner through learning by doing (Dewey 1934). Constructivism learning theory, which 
was influenced by Dewey, Montessori, Piaget, Vygotsky, Bruner, and Simon, focuses on the learner 
thinking about learning, and there is no knowledge independent of the meaning attributed to 
experience (constructed) by the learner or a community of learners (Hein 1991).  

The principles of the constructivism learning theory include: 

1. learning is an active process
2. students can learn by themselves through active participation
3. students construct their own knowledge
4. learning involves language
5. learning is a social activity
6. learning is contextual
7. one needs knowledge to learn
8. learning takes time
9. motivation is a key component in learning (Hein 1991)

According to progressivism philosophy and constructivism learning theory, teaching or 
coaching roles should aim to encourage students to learn by themselves (Costa and Garmston 
2015; Abdulla 2017). For example, when asking questions, students are prompted to use their 
own learning processes. There are several coaching tasks that teachers can apply in the 
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classroom, such as encouraging thinking, asking questions, providing feedback (van 
Nieuwerburgh 2017), supporting students to achieve success (Sweeney and Mausbach 2018), 
prompting students to become self-determined, expanding their awareness, optimizing their 
decision-making, improving overall management skills (Abdulla 2017), encouraging 
empowerment with formative assessment, and providing inspiration (Fogarty and Pete 2017).  

Consequently, students who are subject to continuous coaching will be able to learn by 
themselves. The major repercussions of coaching are that the students are able to identify their 
own learning objectives and learning strategies, design their own learning processes to achieve 
success, discover knowledge by themselves, use a variety of learning processes, share ideas, 
meet goals, become self-reliant to learn and practice, self-reflect on their own learning, and 
self–improve (Dweck 2012; Blackburn 2016; Gregory and Kaufeldt 2015; Marz and Hertz 
2015; Keene 2018; Ng 2018). The students’ abilities mentioned above are expected to be 
developed through a coaching model in this study, namely the 3Es (Engage, Empower, 
Enliven). The conceptual framework of this research is indicated in Figure 1 below. 

Figure 1: Research Conceptual Framework 
Source: Patphol 

In Figure 1, the progressivism philosophy and constructivism theory were applied to create 
a coaching model. The researcher applied the idea of learning by doing as part of progressivism 
philosophy and the idea that students can construct their knowledge and understanding as part 
of constructivism theory to create a coaching model to enhance student potential.  

Student potential in this study consisted of ten characteristics that the researcher studied 
and measured using a holistic scoring rubric: 

1. identify their own learning objectives
2. identify their own learning strategies
3. design their own learning processes
4. discover knowledge by themselves
5. apply a variety of learning processes
6. share their own ideas with others
7. put effort and self-discipline into their goal
8. commit to learn and maintain self–reliance
9. reflect upon improving their independent learning
10. improve learning processes by themselves.

Research Methodology and Results 
The research methodology in this study consisted of two phases according to both of the 
research objectives. The first phase was to develop a coaching model, and the second phase was 
to compare the students’ potential before, during, and after the implementation of the coaching 
model for three months.  

The first phase consisted of four steps. The first step was a literature review, the second 
step was generating the model, the third step was validating the model by expertise, and the 
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PATPHOL: THE 3ES MODEL 

fourth step was confirming the model by observing the teachers who were acting as a coach. 
The details of each of these steps are as follows. 

First Step: Literature Review 

The literature review was proceeded by searching textbooks and articles related to coaching by 
using keywords and phrases such as “instructional coaching,” “coaching for learning,” 
“coaching for students’ achievement,” “coaching for students’ potential,” and “K-12 coaching.” 
After that, the quality of each resource was evaluated using three criteria: (1) relevance to the 
development of secondary students, (2) all information appears for reference before reading and 
making notes on the different coaching roles, and (3) has been referred to by other scholars or 
researchers. The literature review found that there were 212 textbooks and 91 articles published 
between 2000 to 2018 that passed the quality evaluation indicated (see Table 1). 

Table 1: Resources of Literature Review 
Year Textbooks Articles Total 
2000 5 2 7 
2001 5 0 5 
2002 6 1 7 
2003 3 5 8 
2004 5 0 5 
2005 9 4 13 
2006 8 4 12 
2007 2 4 6 
2008 6 4 10 
2009 11 2 13 
2010 5 3 8 
2011 13 1 14 
2012 15 11 26 
2013 6 5 11 
2014 18 7 25 
2015 17 5 22 
2016 30 9 39 
2017 24 9 33 
2018 24 15 39 

Total 303 
Source: Patphol 

Second Step: Literature Synthesizing and Creating the 3Es Model 

The researcher applied semantic analysis and text clustering techniques to generate the model. 
The first part of this step was analyzing the concept of coaching, which was carried out by 
examining keywords in the sentences. The second part of this step was synthesizing the 
components of the coaching model and coaching roles that operated by clustering the concepts 
of coaching and then design a coaching model.  

In regard to the semantic analysis above, the review of related literature on coaching found 
that the characteristics focused on encouraging students to be able to learn by themselves 
through stimulating intrinsic motivation (Fogarty, Kerns, and Pete 2018; Harris, Jones, and 
Huffman 2018; Knight 2018), respecting students’ human dignity (Abdulla 2017; Patphol 2018; 
Sweeney and Mausbach 2018), and supporting students (Hildrew 2018; Knight 2018; 
McCrudden and McNamara 2018). 

In addition, relevant factors were found that affected the students’ potential through 
coaching, including their ability to: 
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1. identify their own learning objectives
2. identify their own learning strategies
3. design their own learning processes
4. discover knowledge by themselves
5. apply a variety of learning processes
6. share their ideas with others
7. put effort and self-discipline into their goal
8. commit to learn and maintain self–reliance
9. reflect upon improving their independent learning
10. improve learning processes by themselves

Consequently, the author used all of these factors for evaluating the effectiveness of the 3Es 
model in the implementation stage.  

Finally, a coaching model following the documentary synthesizing was generated. It was 
found that the appropriate coaching model for developing student potential should be based on 
the belief that every student can learn by themselves through practice and reflective thinking 
about their own experiences, which was subsequently named the 3Es model. 

Third Step: Face Validity Checking for the 3Es Model 

After the second step, the model was validated by the face validity technique. Fifteen Thai experts 
who were professors in Thailand universities in the field of coaching verified the model using a 
rating scale from five to one (highest = 5 points, high = 4 points, neutral = 3 moderate, low = 2 
points, lowest = 1 point). The questionnaire requested the opinions of experts concerning the 
twenty coaching roles following each component of the 3Es model. The data were analyzed by 
calculating the mean and standard deviation. The validated results of the 3Es model found that 
each of the components, coaching roles, and overall results fell into the highest level of validity 
(mean = 4.91, SD= 0.28), meaning that the model was accurate and possible to implement. 

Fourth Step: Concurrent Validity Checking of the 3Es Model 

After the validation of the 3Es model by the experts, the author validated it again according to the 
known group technique by observing two teachers who have coaching potential and were selected 
by purposive selection according to the criteria. The first criterion was that the teachers must have 
continuous results of student development, and the second was that the teachers attended coaching 
training previously. The data were gathered through observation of the teachers in the seventh-
grade classroom every week for one semester. There were sixteen weeks, equaling 100 percent of 
expression. The instrument was an observation form on the list of twenty coaching roles according 
to the 3Es model. In addition, for each week, if the teachers expressed a behavior relevant to the 
coaching roles, then the author provided a frequency score of = 1; therefore, the maximum 
frequency of each coaching role was = 16. The acceptance criteria for the coaching roles had to be 
above 80 percent. From the results of the concurrent validation of the 3Es model by known group 
technique, it was found that all coaching roles met the acceptance criteria. 

Fifth Step: Final Iteration of the 3Es Model 

The fifth step was adjusting the 3Es model according to the first research objective. The author 
created the 3Es model based on a theoretical background, the results of expert examination, and 
the results of teacher observation in the classroom. The 3Es model consisted of three elements, 
including Engage, Empower, and Enliven. 

The 3Es model possesses interrelated components. Each of the components, Engage, 
Empower, and Enliven, are related to one another. However, each component can enhance the 
learner’s potential in a specific manner. The engage component focuses on attracting and 
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PATPHOL: THE 3ES MODEL 

holding the learner’s attention. The empower component focuses on encouraging the learner to 
learn by themselves. The enliven component focuses on creating an active learning atmosphere. 
Continuous coaching is the major factor of success. Teachers coach rather than teach or provide 
knowledge to the learners. The 3Es model is outlined in Figure 2 below. 

Figure 2: The 3Es Model 
Source: Patphol 

As mentioned in Figure 2, the three elements comprising the 3Es model intersect. This 
means that the Engage, Empower, and Enliven elements all have to work together for effective 
coaching following this model. The arrows in the model indicate that the Engage, Empower, 
and Enliven elements are able to rotate, referring to that the different focus of coaching roles 
that the teachers exhibit in the classroom according to differing coaching situations, such as the 
student’s learning style, ability, or others students’ needs. Finally, the goals of coaching using 
the 3Es model are seen to relate to the learner’s potential, as mention in the second step.  

The coaching roles relating to the Engage component are indicated by Figure 3 as follows. 
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Figure 3: The Coaching Roles in Engage 
Source: Patphol 

The coaching roles relating to the Empower component are indicated by Figure 4 as follows. 

Figure 4: The Coaching Roles in Empower 
Source: Patphol 
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The coaching roles relating to the Enliven component are indicated by Figure 5 as follows. 

Figure 5: The Coaching Roles in Enliven 
Source: Patphol 

Sixth Step: Implementing the 3Es Model 

According to the second research objective, after expert validation of the 3Es model, the author 
implemented the 3Es model for three months with forty students that were enrolled in a 
secondary school in Suphanburi, Thailand. The one-group time-series design was used to 
implement the model, and volunteer sampling was used to select the students. In the end, the 
subject group comprised of 14-year-old students who had moderate learning skills, especially 
regarding their self-learning and higher-order thinking, as reported by their teacher.  

To implement the 3Es model, the author invited a teacher to use the model with the forty 
students. After the invitation, a female science teacher with eight years of teaching experience 
volunteered. The author prepared her by training the coaching skills according to the 3Es model. 
After that, training activities were designed and implemented for a period of eighteen hours in 
total. The training activities consisted of two hours explaining the 3Es model and sixteen hours of 
coaching practice according to the coaching roles following the 3Es. The evaluation of the 
readiness of the science teacher using the 3Es model was conducted by observing the coaching 
skills with the coaching roles in the 3Es model. The teacher was observed to evaluate if they had 
high-level coaching skills according to the holistic scoring rubric. 

A holistic scoring rubric of coaching skills according to the coaching roles following the 3Es 
was developed. It consisted of five levels of coaching skills (lowest = 1, low = 2, moderate = 3, 
high = 4, highest = 5), and each level had a definition for evaluation. The reliability was 0.89 by α-
coefficient, and the readiness criteria were scored as high to very high. Finally, the evaluation 
result found that the science teacher had coaching skills within the high level (mean = 4.45), 
which met the readiness criteria previously set forth. 

For the implementation of the 3Es model, a science teacher was selected as the model user, and 
the author was designated the role of data collector. The author collected the data by observing the 
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students’ potential on three occasions—before, during, and after implementation of the model. The 
students’ potential was measured and based on the ten behaviors mentioned previously.  

A holistic scoring rubric was used to evaluate student potential. It was comprised of five levels 
(lowest = 1, low = 2, moderate = 3, high = 4, highest = 5), and each level carried a definition for 
evaluation with a reliability = 0.92 by α-coefficient. Data analysis was proceeded by mean and 
standard deviation calculation according to the period of data gathering. Interpretation criteria were 
1.00–1.49 (lowest), 1.50–2.49 (low), 2.50–3.49 (moderate), 3.50–4.49 (high), and 4.50–5.00 
(highest). The results of model implementation showed that student potential increased over time, 
and this was also compared to the student’s potential using the Friedman test, which showed a 
statistical significance. The details of such are indicated in Table 2 and 3 as follows. 

Table 2: Results of Implementing the 3Es Model (Maximum Score = 5) 

Student 
Potential 

Period of Evaluating the Students’ Potential 
Before Implementation  

of the 3Es Model 
During Implementation  

of the 3Es model 
Two weeks after Implementation 

of the 3Es model 
Mean s Interpretation Mean s Interpretation Mean s Interpretation 

1. Identify their 
own learning 
objectives 

2.40 0.50 low 3.03 0.80 moderate 3.53 0.51 high 

2. Identify their 
own learning 
strategies 

2.63 0.59 moderate 3.05 0.60 moderate 3.55 0.50 high 

3. Design their 
own learning 
processes 

2.65 0.48 moderate 3.13 0.72 moderate 3.60 0.50 high 

4. Discover 
knowledge by 
themselves 

2.70 0.46 moderate 3.15 0.62 moderate 3.48 0.51 moderate 

5. Apply a 
variety of 
learning 
processes 

2.93 0.27 moderate 3.15 0.43 moderate 3.53 0.51 high 

6. Share their 
ideas with 
others 

2.28 0.55 low 3.25 0.49 moderate 3.53 0.51 high 

7. Put effort and 
self-discipline 
into their goal 

2.20 0.41 low 3.03 0.80 moderate 3.58 0.50 high 

8. Commit to 
learn and 
maintain self-
reliance 

2.68 0.47 moderate 3.18 0.68 moderate 3.58 0.50 high 

9. Reflect upon 
improving their 
independent 
learning 

2.38 0.54 low 3.05 0.68 moderate 3.58 0.50 high 

10. Improve 
learning 
processes by 
themselves 

2.25 0.44 low 3.13 0.52 moderate 3.53 0.55 high 

Overall 2.51 0.53 moderate 3.11 0.64 moderate 3.55 0.50 high 
Source: Patphol 

Table 3: Results of Comparing the Learners’ Potential 
Period of Evaluating the Students’ Potential Mean Rank n df Chi-Square P-value One-tail Test
Before implementing the 3Es model 1.01 

40 2 68.35 .01 During implementing the 3Es model 2.18 
After implementing the 3Es model 2.81 

Source: Patphol 
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Discussion 

This research supported the development of a coaching model—the 3Es model—for enhancing 
student potential. This model included three components and twenty coaching roles. After 
implementing the model, the study proved that all learning behaviors were increased. These findings 
indicate that the use of the 3Es model enhanced student potential because it encouraged students to 
use their abilities for learning through engagement, empowerment, and enlivenment behaviors. 

Using the 3Es model increased students’ potential. This finding was relevant to previous 
research regarding how the application of the coaching behaviors affected students’ achievement in 
various topics, such as students’ reading achievement (Elish-Piper and L’Allier 2010; Davis et al. 
2018); students’ learning skills (Hrastinski et al. 2012; Theeboom, Beersma, and Van Vianen 2015); 
students’ mathematics achievement (Palsma 2018); students’ academic achievement (Albalawi 
2018; Kraft, Blazar, and Hogan 2018; Lee et al. 2018; Bettinger and Baker 2014; Capstick 2018); 
students’ real-time expression of scientific knowledge in the classroom, reasoning, and higher-order 
complexity (van Vondel et al. 2017); students’ growth (Frazier 2018); support for the learning 
process (Godskesen and Kobayashi 2015); students’ development of emotional resilience (Eccles 
and Renaud 2018), and finally, self-confidence, thinking skills, and resourcefulness (Lech, van 
Nieuwerburgh, and Jalloul 2018; Boyatzis and Jack 2018). 

In addition, all of the twenty coaching roles affected the learners’ behaviors according to 
reasoning and academics’ support of the following. In regards to the first coaching role, 
building students’ trust in the teacher—with trust being the foundation that leads to successful 
coaching (Gregory and Kaufeldt 2015; Fogarty 2016; Gill and Thomson 2017; Knight 2018)—
it was identified that students’ trust was the foundation of coaching. The second coaching role, 
forming a relationship, refers to a positive interaction between the teacher and learners. In 
addition, this relationship supports effective learning (Campbell 2016; Duckworth 2016; Bergin 
2018). The third coaching role, respecting learners’ dignity, requires particular attention to be 
given to students. Respectful behaviors also support the self-esteem and self-worth of students 
(Cain et al. 2016; Gill and Thomson 2017; Yeh 2017; Patphol 2018). The fourth coaching role 
involves caring for and supporting learners, which supports learners’ achievement (Abdulla 
2017; Fogarty, Kerns, and Pete 2018; Smith and Firth 2018). Listening carefully and providing 
positive responses—the fifth coaching role—is considered very important to support the 
learners to do activities effectively, particularly listening carefully (Abdulla 2017; Antonetti and 
Stice 2018; Hildrew 2018; Knight 2018). In regards to the sixth coaching role is encouraging 
learners to change their mindset into a positive growth mindset; in other words, this refers to the 
growth mindset, which is the cause of self and a posture that embraces progress as well as 
success (Dweck 2012; Smith and Firth 2018; Truax 2018; Holtey-Weber 2018). The seventh 
coaching role, encouraging learners to set their own learning goals, is considered important 
because having a sense of one’s own learning is necessary as this leads to self-reliance and self-
learning. Setting their own learning goals supports the learner’s inner motivation and self-
discipline (Abdulla 2017; Knight 2018; McGuire and McGuire 2018). The eighth coaching role 
I to encourage learners to be self–disciplined, whereby self–discipline is the cause of success in 
learning because learners with self–discipline will have their own targets and be able to control 
their own learning behavior (Gill and Thomson 2017; Abdulla 2017; Bergin 2018; Knight 
2018). The ninth coaching role, which is encouraging learners to design their own learning 
processes, supports the learners up to the point where they can learn most things by themselves 
(Abdulla 2017; McCrudden and McNamara 2018; Smith and Firth 2018). The tenth coaching 
role—encouraging learners to think strategically—supports the learner in becoming able to 
solve problems or create innovations themselves (Costa and Garmston 2015; Hildrew 2018; 
Smith and Firth 2018). Importantly, the eleventh coaching role, encouraging learners to make 
decisions by themselves, leads to students’ self-sufficiency in learning (Fogarty, Kerns, and 
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Pete 2018; Harris, Jones, and Huffman 2018; Knight 2018). The twelfth coaching role, 
encouraging learners to learn with confidence and self–efficacy, is the basic need of learning 
that promotes learning (Yeh 2017; Abdulla 2017; Boyatzis and Jack 2018). The thirteenth 
coaching role encourages learners to assess and improve by themselves; self-assessment and 
self–improvement are important for lifelong learning and growth continuously (Abdulla 2017; 
Harris, Jones, and Huffman 2018; Knight 2018). For the fourteenth coaching role, which 
encourages learners to develop their higher-order thinking, students can practice and learn 
higher-order thinking through the “power questions” technique (Costa and Garmston 2015; 
Poliner and Benson 2017; Abdulla 2017). The fifteenth coaching role—evaluating and 
providing feedback in a creative manner—allows teachers to design learning activities that lead 
to learners’ achievement, evaluate the learners based on authentic assessments, and provide 
feedback that is relevant to the concepts to encourage learners’ achievement (Abdulla 2017; 
Fogarty, Kerns, and Pete 2018; Hildrew 2018). Promoting learners’ inspiration, passion, and 
willpower—the sixteenth coaching role—supports learners’ participation in learning activities 
(Fogarty, Kerns, and Pete 2018; Maiers and Sandvold 2018). The seventeenth coaching role, 
stimulating learners’ intrinsic motivation, is necessary for learning something new and complex 
(Gill and Thomson 2017; Abdulla 2017; Antonetti and Stice 2018). For the eighteenth coaching 
role, it is important to create an active learning atmosphere because it supports the learners’ 
thinking and allows for a positive space to practice their skills continuously (Costa and 
Garmston 2015; Gill and Thomson 2017; Knight 2018). The nineteenth coaching role, boosting 
learners’ effort and commitment, supports the learners as it encourages them to try to learn by 
themselves in order to achieve their learning goals (Gill and Thomson 2017; Antonetti and Stice 
2018; Hildrew 2018). Finally, the twentieth coaching role, expressing their own enlivened 
leaner personality, is a coaching role that supports desirable learning behaviors of the learners 
because the learners will view the teacher’s behavior, and thus, they will tend to act similarly 
(Gregory and Kaufeldt 2015; Cain et al. 2016; Boyatzis and Jack 2018). 

In addition, the 3Es model was significant in enhancing student potential because it was 
developed to meet the nature and needs of students as much as possible. Furthermore, the model 
focused on stimulating students’ inner motivations and passions to learn. Additionally, coaching 
behaviors under each of the coaching roles according to the Engage, Empower, and Enliven 
elements were factors of significance. 

For the Engage component, the significant coaching behaviors within each of the coaching 
roles that promoted the 3Es model effective are as follows. To build students’ trust in the 
teacher, teachers need to attempt the following coaching behaviors, consisting of telling the 
truth, following through on promises, behaving politely, gently, and consistently, and behaving 
with emotional stability. These behaviors supported students’ self-confidence, according to 
Clarke (2013), Gregory and Kaufeldt (2015), Campbell (2016), Fogarty (2016), Gill and 
Thomson (2017), and Knight (2018). It is also important to encourage the formation of positive 
relationships, which includes coaching behaviors such as greeting, talking creatively, listening 
carefully, thanking and apologizing, and accepting different views. These behaviors supported 
the relationship between students and teacher, according to Brookhart (2006), Brower and 
Keller (2006), Tomlinson (2001), Ellison and Hayes (2009), Hattie (2009), Duckor (2014), 
Erickson and Lanning (2014), Costa and Garmston (2015), Campbell (2016), Duckworth 
(2016), Erickson, Lanning, and French (2017), Gill and Thomson (2017), Yeh (2017), Bergin 
(2018), and Knight (2018). For respecting learner’s dignity, coaching behaviors consisted of 
honoring the learners and providing justice, equality, benefits, and opportunities to think and 
decide to the students. These behaviors promoted students’ self-efficacy, according to Hare 
(1992), Whitmore (2009), Gregory and Kaufeldt (2015), Cain et al. (2016), Gill and Thomson 
(2017), and Yeh (2017). To engage, care for, and support learners, coaching behaviors consisted 
of providing challenging yet appropriate activities that follow individual differences, monitoring 
the students’ processes, nurturing the students’ feelings, and supporting the students to learn by 
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themselves. These behaviors enhanced students’ self-efficacy, according to Clarke (2013), 
Dove, Honigsfeld, and Cohan (2014), Middleton and Perks (2014), Sanzo, Myran, and 
Caggiano (2014), Blackburn (2016), Ginsberg (2015), Gregory and Kaufeldt (2015), Fogarty 
(2016), Breault and Breault (2016), Hazel (2016), Markham (2016), Gill and Thomson (2017), 
Abdulla (2017), Fogarty, Kerns, and Pete (2018), and Smith and Firth (2018). For listening 
carefully and providing positive responses, coaching behaviors consisted of the teacher being at 
peace of mind (i.e., calm), paying attention to the students, detecting the students’ intentions 
from their body language, listening to the students with empathy and understanding, and 
behaving gently with calm responses. These behaviors promoted students to more responsive to 
learning, according to Ellison and Hayes (2009), Clarke (2013), Abdulla (2017), Antonetti and 
Stice (2018), Hildrew (2018), Knight (2018), and van Nieuwerburgh (2017). 

The Empower component consisted of several significant coaching behaviors within each of the 
coaching roles; these behaviors are as follows. To encourage learners to change their mindset into a 
positive growth mindset, teachers could benefit from the following coaching behaviors: stimulating 
the students’ perception of the notion that everyone can learn, prompting the students to put effort 
into learning, prompting the students to share ideas with others and reflect on their success, and 
providing feedback that focuses on learning processes. These behaviors promoted students’ positive 
thinking, according to Clarke (2013), Gregory and Kaufeldt (2015), Marz and Hertz (2015), Brock 
and Hundley (2016), Fogarty (2016), Goldberg (2016), Hildrew (2018), and Smith and Firth (2018). 
In order to encourage learners to set their own learning goals, coaching behaviors consisted of asking 
the students what they want to learn and achieve, promoting the students’ interest in learning, 
providing opportunities for sharing their own learning goals with others, and motivating the students 
to reflect upon their own learning goals. These behaviors encouraged student learning goals, 
according to Bloomberg and Pitchford (2017), Elickson, Lanning, and French (2017), Gill and 
Thomson (2017), van Nieuwerburgh (2017), Abdulla (2017), Knight (2018), and McGuire and 
McGuire (2018). For teachers to encourage learners to be self–disciplined, coaching behaviors 
consisted of prompting the students to create their own study plans, monitoring the learning 
progressions of the students, showing appreciation self–discipline actions when the students are 
behaving well, sharing teachers’ experiences of self–discipline with students, and providing 
opportunities for reflection on self–discipline. These behaviors encouraged self-directed learning 
skills of students, according to Elickson, Lanning, and French (2017), Gill and Thomson (2017), 
Abdulla (2017), Bergin (2018), and Knight (2018). To encourage learners to design their own 
learning processes, coaching behaviors that teachers could implement consisted of providing 
opportunities to do so, prompting the students to share their own learning process with others, 
monitoring the learning processes of the students, prompting the students to reflect upon their own 
learning processes, and providing feedback to the students for improving their learning processes. 
These behaviors promoted learning process skills of students according to Gill and Thomson (2017), 
van Nieuwerburgh (2017), Abdulla (2017), McCrudden and McNamara (2018), and Smith and Firth 
(2018). For the encouragement of learners to think strategically, coaching behaviors consisted of 
asking the students “What do you think?” and “What makes you think so?” which stimulates 
students to think systematically; promoting the students to create things suitable to their ability; 
suggesting that the students share their own thinking strategies with others; and recommending the 
students to reflect upon their own thinking strategies. These behaviors enhanced students’ thinking 
skills, according to Costa and Garmston (2015), Boyle and Charles (2016), Cain et al. (2016), 
Fogarty (2016), Collins (2017), Elickson, Lanning, and French (2017), Gill and Thomson (2017), 
van Nieuwerburgh (2017), Antonetti and Stice (2018), Boyatzis and Jack (2018), Hildrew (2018), 
and Smith and Firth (2018). To encourage learners to make decisions by themselves, coaching 
behaviors consisted of asking the students, “How do you decide?” providing opportunities and 
information for the students to make decisions by themselves, and prompting the students to describe 
and reflect on their decision-making processes. These behaviors promoted students’ decision-making 
skills, according to Costa and Garmston (2015), Abdulla (2017), Antonetti and Stice (2018), Fogarty, 
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Kerns, and Pete 2018, and Hildrew (2018). For teachers to encourage learners to learn with 
confidence and self–efficacy, coaching behaviors consisted of prompting the students to mentally 
review their own successful experiences and current capacity to compare with the past. In addition, 
these behaviors included providing success stories relevant to the students’ need and several 
pathways to success relevant to the students’ ability, along with prompting the students to reflect 
upon their own self–efficacy behavior. These behaviors supported students’ self-reliance, according 
to Blackburn (2016), Fogarty (2016), Renninger and Hidi (2016), Bloomberg and Pitchford (2017), 
Yeh (2017), Abdulla (2017), and Boyatzis and Jack (2018). To encourage learners to assess and 
improve by themselves, coaching behaviors that teachers could implement consisted of using open-
ended questions, asking questions relevant to the learners’ ability, providing complex activities for 
the learners that are relevant to the concepts of learning, appreciating the learners after they tried and 
then reinforcing them, and providing useful feedback to the learners for them to improve their 
thinking processes. These behaviors supported students’ self-evaluation and self-development, 
according to Costa and Garmston (2015), Abdulla (2017), Antonetti and Stice (2018), Fogarty, 
Kerns, and Pete (2018), and Hildrew (2018). For encouraging learners to develop their higher-order 
thinking, coaching behaviors consisted of prompting the students to assess their learning processes 
and progress, leading them to identify how to improve their work and themselves. In addition, this 
causes the students to assess their products and identify the strengths and weaknesses and teaches 
them to monitor themselves to continuously improve their learning process by themselves. These 
behaviors promoted students’ thinking skills, according to Bloomberg and Pitchford (2017), van 
Nieuwerburgh (2017), York-Barr et al. (2017), Abdulla (2017), Harris, Jones, and Huffman (2018), 
and Knight (2018). To evaluate and provide feedback in a creative manner, teachers should try the 
following coaching behaviors: providing useful feedback to the students through several methods, 
based on the information, and continuously in order for students to learn how to improve and honor 
their learning processes. These behaviors supported students’ self-improvement skills, according to 
Blackburn (2016), Crockett and Churches (2017), Delaney (2017), Gill and Thomson (2017), van 
Nieuwerburgh (2017), Abdulla (2017), Fogarty, Kerns, and Pete (2018), and Hildrew (2018). 

For the Enliven component, the significant coaching behaviors within each of the coaching 
roles that promoted the 3Es model effective are as follows. To prompt learners’ inspiration, 
passion, and willpower, coaching behaviors that teachers could implement consist of boosting 
the students’ tendency to think positively and their self-esteem, prompting the students’ to think 
creatively and review their life goals, and encouraging the students to share their passion and 
willpower with others. These behaviors supported students’ curiosity, according to Delaney 
(2017), van Nieuwerburgh (2017), Boyatzis and Jack (2018), Fogarty, Kerns, and Pete (2018), 
and Maiers and Sandvold (2018). For teachers to stimulate learners’ intrinsic motivation, 
coaching behaviors consisted of informing the students about the benefits of learning, 
prompting the students to reflect upon their own intrinsic motivators, and encouraging the 
students to share their own intrinsic motivation with others. In addition, it is beneficial if 
teachers share their intrinsic motivation with the students. These behaviors encouraged 
students’ learning motivation, according to Ginsberg (2015), Gregory and Kaufeldt (2015), 
Fogarty (2016), Gill and Thomson (2017), Abdulla (2017), and Antonetti and Stice (2018). To 
creating an active learning atmosphere, teachers were encouraged to abide by the following 
coaching behaviors: friendly and smiling, providing comfortable feelings to the students, 
motivating the students rather than commanding them, providing opportunities for the students 
to think and be creative on their own, and highlighting the students’ strengths. These behaviors 
stimulated students’ creativity, according to Gill and Thomson (2017), Antonetti and Stice 
(2018), Boyatzis and Jack (2018), Hildrew (2018), Knight (2018), and McGuire and McGuire 
(2018). For boosting learners’ effort and commitment, coaching behaviors consisted of guiding 
the students to understand that an important factor in gaining success is effort and to show them 
their progress after they put effort into learning, along with providing suitable activities for 
students’ capacity and interests, showing appreciation and reinforcing the students’ efforts, and 
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letting the learners reflect upon their own effort. These behaviors promoted students to 
continuously learning, according to Fogarty (2016), Gill and Thomson (2017), and Abdulla 
(2017). To express an enliven and leaner personality, teachers need to allow for the following 
coaching behaviors: sharing ideas toward current issues, sharing current knowledge, linking the 
concepts of learning with the current issues together, integrating students’ interests with 
learning activities, and providing several learning activities through active learning. These 
behaviors encouraged students to develop characteristics of learner personalities, according to 
Gregory and Kaufeldt (2015), Cain et al. (2016), and Boyatzis and Jack (2018). As mentioned 
above, coaching behaviors promoted students to learn continuously. 

Conclusion 
The 3Es model provided knowledge from past coaching model research. The major conclusion 
gained was that effective coaching should be operated in a cycle process through the coaching roles 
in Engage, Empower, and Enliven. In addition, each of the coaching roles were interrelated, allowing 
for flexibility in the students’ development and appropriate classroom application.  

Recommendations 
Recommendations for Applications 

Teachers can appropriately apply the coaching roles in all secondary learning situations. In 
some situations, the teacher may provide only one component of the 3Es; however, in others, 
they must combine two or three components. In addition, the teacher should coach the learners 
as individuals during the time in which they perform activities. This type of coaching will allow 
the students to develop their skills and learning potentials. 

While coaching, teachers should consider the nature of the concepts and the learner, the 
learning styles and abilities of each learner, the cultural context, and each learner’s differing 
emotions. The individual differences of students, as mentioned above, are important factors to 
consider in regards to effective coaching. Adaption of these factors would help the material to 
be more in line with the nature of the learners and improve integrated development.  

Recommendations for Future Research 

It is recommended that the 3Es model is extended into several education settings to study the 
effects of the model on the secondary students’ potential according to the ten behaviors from 
this research. In addition, this model should be applied to several more classrooms at a 
secondary education level because this study only captured a small sample size. Finally, the 3Es 
model should be applied to develop the students’ potential in creative and innovative skills 
because these are becoming crucial in the twenty-first century. 

Limitations 
This research was limited to a small sample size for implementation of the 3Es model. This impacts 
the power of generalization in other educational contexts. In addition, the 3Es model was created for 
Thailand’s educational culture; therefore, the model may not be suitable for use in other countries. 
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