The Teacher as a Facilitator in Cultivating English-Rich Home Environments: A Parental Coaching Approach for Primary Education
Tham Truong Thi [footnoteRef:1], Thanh Phan Thi [footnoteRef:2],  [1:  Tham Truong Thi, MA., Faculty of Foreign Languages, University of Labour and Social Affairs, Ho Chi Minh City, Vietnam; Email: thamtt@ldxh.edu.vn]  [2:  MA., Faculty of Foreign Languages, University of Labour and Social Affairs, Ho Chi Minh City, Vietnam] 

Abstract
This paper introduces an action research that helped primary students learn English at home with their parents’ involvement. In this research, the teacher played a role as a facilitator in coaching the parents to become their children’s partners in learning English at home. This bridged the gap between the classroom and home environment for primary students in the context of teaching and learning English as a second language. The research was conducted to investigate how the teacher’s guidance to parents and their support would affect students’ development in learning English. There were 21 students and their parents in her class participating in the research for four weeks. The teacher used a digital platform (Zalo group) to give guidance and collect data. The teacher used three data collection methods: classroom observation, portfolio and semi-structured interview to ensure objectivity. The preliminary results of the experiment revealed that when the teacher was involved in guiding parents, the home environment became a supportive L2 environment for the child, and this was beneficial for the child's confidence level when they used the target language. It was shown that the teacher-facilitated parental coaching model is an applicable solution for the long-term development of English in the Vietnamese primary school context.
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1. Introduction
The transformation of teaching and learning English from a foreign language to a second language in the Vietnamese education system is considered an innovative step of the globalized human resource development policy in the period of 2025-20245. In the era of rapidly growing digital technology, human resources with English or any foreign language are not prefered anymore. The ability to speak a foreign language is a compulsory criterion in the global labour market (Nguyen, 2025).
In the resolution 71-NQ/TW on August 22nd, 2025 about educational and training development, the Politburo focuses on enhancing teachers’ and students’ English level, step by step, to turn out English as a second language. It leads to an approval through a decision 2371/QĐ-TTg, which was approved “Teaching English as a second language in school from 2025 to 2035, a vision to 2045”. To achieve the targets, besides the changes in curriculum programs and the improvement in training teachers at school, English should not be taught only at school, but everywhere in life.
The Research Gap
At present, most students in public primary schools in Ho Chi Minh City are taught English in 3-4 periods per week. This time is not enough for them to practice and immerse to English in addition to classes with a large number of students. After school, students often take part in extra English classes. These classes usually last four hours per week. When they come home, they do not have an environment to practice English because their parents think teaching and learning English is the teacher’s responsibility. This causes a language vacuum after school. According to Spolsky (2004), on the theory of Language Policy, one of the domains that should be extremely important for learning language would be family; yet, many Vietnamese families appear to be inactive, which could be attributed to the phenomenon described by Hoover-Dempsey & Sandler (1997) as the "lack of parental self-efficacy". Moreover, many parents are afraid of supporting their child since they are not good at English pronunciation. However, according to Epstein (2018), on school-family partnerships, it is suggested that reinforcing learning at home is significantly pivotal for students to gain success.
To bridge this gap, the coaching role of the teacher should be promoted. Parents are those who manage their children’s home time, yet teachers are those who provide the pedagogical methods to help them teach their children. According to Volpe et al. (2019), the authors suggest that teachers should act as facilitators to coach parents, besides assigning homework.


Research Aim
This action research is conducted with the aim of investigating the effectiveness of teachers’ parental coaching. By employing a digital communication platform via Zalo group, the teacher can deliver guidance to instruct parents to create a home-rich English environment, as a natural part of daily life rather than a stressful academic task (Krashen, 1985).
Research Questions
1. How can a teacher coach parents to create an English-rich environment at home for primary students?
2. To what extent does the teacher-facilitated coaching model influence parents’ self-efficacy and level of engagement in supporting their children?
3. How does parental support affect students’ level of confidence and lesson retention?
2. Literature Review
2.1. Second language acquisition and Language environment
According to Krashen’s input hypothesis (1985), human beings acquire a language through understanding comprehensible input. It brings special importance to children who learn a language better through language immersion. Moreover, Lightbown and Spada (2013) emphasize that the length of time of language exposure plays a decisive factor to young learners’ success. 
[bookmark: _Hlk232453519]Besides that, Sénéchal and LeFevre (2002) developed the home literacy model to prove the approach of unofficial language activities such as listening to music and reading stories at home significantly supports young learners’ language acquisition ability at school. An outstanding demonstration from Hart and Risley (1995) shows that a child’s language ability doesn’t depend on their innate ability, but rather is based on their language exposure in their early family environment. In the second language acquisition context, it is insisted that the family environment is an important extra-class after school.
2.2. Parental participation and Social interaction theory
The zone of proximal development (ZPD) (Vygotsky, 1978) is an important concept in socio-cultural theory. According to the theory, he states that social interaction plays an indispensable part in children’ s learning process, influenced by diverse cultures. Having the same point of view as Piaget, Vygotsky believes children are the most active learners of all ages. ZPD is defined as the zone of potential development, referring to the gap between the realistic development level identified by independent problem solving and the potential development level identified by solving problems when they are instructed by the older or associated with better partners. In this case, parents are more knowledgeable, providing essential scaffolding for children to practice English at home.
In the six types of school-family cooperation, Epstein (2011) identifies that learning at home is a key element. In contrast, parents only participate in their children’s learning process when they have sufficient self-efficacy. Along with Epstein (2011), Bandura (1997) shares the same opinion. An action can be taken only when the parents anticipate positive results. Vietnamese parents tend to underestimate their English proficiency. 
Based on the theory of scaffolding (Wood, Bruner and Ross, 1976), parents are not required to teach grammar or be another teacher; they are asked to be a scaffolding to step by step elicit and motivate children to study. Therefore, teachers must coach parents to encourage their confidence.
2.3.  Teacher as a facilitator
In modern times, the transition from a teacher to a parental instructor means simplifying pedagogical skills so that parents can easily guide their children (Volpe et al., 2019). Teachers are not the only source of knowledge any more. According to the facilitation theory (Rogers, 1969), a facilitator must believe in others’ capacity to learn and to do well. In fact, the role of the teacher is still crucial while parental coaching is a step of the scaffolding model. However, to make it successful, the teacher must ensure to create four factors: confidence, competence, connection and cognition. Traditionally, parents play a role of involvement; nevertheless, this research moves it to empower parents’ self-efficacy.
2.4.  Digital technology – The bridge connecting teachers and parents
In the context of rapid digital technology development, the relationship between the school and parents need to be digitalized continually (Trần & Trần, 2026). Parents are not only “supervisors”, but also digital partners, corresponding with the teachers in managing, orienting, supporting and evaluating their children’s learning process through social platforms. Woodhouse and her associates (2024) find that digital technologies must be used appropriately to maintain the connection of communication between parents and teachers and schools regularly, supporting ways for involving parental voice in reviews of existing practices and exploring new opportunities.
3. Methodology
3.1 Research design
This action research adopts a qualitative action research design, following the process of planning, acting, observing and reflecting (Hinchey, 2008). The purpose of this research is to improve and enrich the English home environment by coordinating and coaching parents. 
The research context is conducted in the author’s English classes from grade 1 to grade 5, involving 21 students. 
The research objectives and procedures were clearly introduced to all of the participants. By employing a qualitative triangulated framework, namely, observation, Journal analysis and semi-structured interview, I analyzed the authentic data to explore the impact of teacher-led parental coaching on young students’ English acquisition. Additionally, concrete implications were given to help teachers of English improve the quality of their home-school partnerships.  
3.2 Participants
There are three groups of participants involved in this action research:
· One teacher (the author) played the role of facilitator and researcher, designing micro-scaffolding exercises, giving directed exercises and observing the process.
· 21 parents acted as home-coaches and followed the teacher’s guidance to remind, encourage and interact with their child to help do English exercises at home.
· 21 students from grades 1 to 5 take part in the learning process both in class and at home.
3.3 Data collection
According to Dahlberg & McCaig (2010), practitioner-researchers conduct qualitative research in order to seek in-depth information related to the issue. To raise the reliability and validity of the data, the data was collected around a qualitative triangulation framework utilizing three distinct instruments: observation notes, a portfolio, and semi-structured interviews.
Observation was the first method used in the research to capture real-time classroom behaviours. Dahlberg & McCaig (2010) state that open-type observation is often employed within school settings of action research to analyze children’s actions and behaviors. And Finch (2005) further discusses in his paper that observation allows teachers to reflect on the classroom performance. Consequently, observation notes were maintained. 
The second was a digital portfolio. The researcher collected and documented qualitative artifacts, including screenshots of parents’ text responses, photos and feedback on Zalo groups after delivering the instructions.
The final instrument was semi-structured interviews conducted with 7 selected parents at the end of the research process. Semi-structured interviews are useful for researchers to elicit interviewees’ perceptions (Dahlberg & McCaig, 2010). 
3.4 Research data and data analyses
Data analysis is a critical phase that transforms raw qualitative evidence into meaningful academic insights. In this research, the data includes transcripts of interviews, notes from classroom observation and a digital portfolio. According to Dahlberg and McCaig (2010), qualitative data analysis follows a fundamental sequence from collecting and coding to categorizing, interpreting, and reporting.
[bookmark: _Hlk232453806]To analyze the data with academic rigor, this study also adopted the systematic thematic analysis framework established by Braun and Clarke (2006), utilizing its phases to identify themes. Simultaneously, the practical, hands-on coding techniques recommended by Hinchey (2008) for practitioner-researchers were integrated into the process.
The integration of these three methodological frameworks was executed through the following structured steps:
Data familiarization and transcription (Dahlberg & McCaig, 2010; Braun & Clarke, 2006): The tape-recorded data from the semi-structured parent interviews were transcribed verbatim. The researcher repeatedly read the transcripts, classroom observation notes, and Zalo portfolio entries to gain an immersive, in-depth understanding of the text.
Initial code generation and color-coding (Hinchey, 2008; Braun & Clarke, 2006): Raw data segments were assigned initial codes to capture meaningful semantic features. To visually manage and distinguish different kinds of information at this stage, the study employed various practical techniques suggested by Hinchey (2008), such as using distinct colors, symbols, and highlighters. For instance, statements reflecting parental language anxiety were highlighted in one color, while instances of student lesson retention during observations were marked in another. This provided quick and easy visual access to the codes.
Searching and categorizing for themes (Dahlberg & McCaig, 2010; Braun & Clarke, 2006): In line with Dahlberg and McCaig's (2010) phase of categorization and Braun and Clarke's (2006) theme generation, the codes were collated into broader conceptual patterns. 
Defining and naming core themes: Three major academic themes directly address the research questions:
· Theme 1: Teacher-led coaching strategies and parental conceptual understanding
· Theme 2: Psychological and behavioral shifts in parental self-efficacy and attitudes across age groups
· Theme 3: Student cognitive outcomes and systemic obstacles to model sustainability
Interpreting and reporting (Dahlberg & McCaig, 2010; Braun & Clarke, 2006): Following the final steps outlined by Dahlberg and McCaig (2010), the analysis was reported by combining practical findings supported by direct quotes from participants to maintain the qualitative trustworthiness of the action research.
						 4. Results
4.1 Teacher-led coaching strategies and parental conceptual understanding
The first theme of the implementation of teacher-led coaching strategies and how they deliver the messages and show insight into the receiver’s perceptions. The data from the Zalo digital portfolio and interview transcripts demonstrated a significant shift in parental pedagogical awareness. 
Before the research, the parents just reminded their children to complete their homework without any instructions. Since the teacher introduced explicit and micro-scaffolding instructions to them, the instructions have changed their approach. As shared in an interview:
“ I feel more confident and sometimes I play a game with my child when the teacher instructs the parents.”
This behavioural improvement proves that parental engagement needs clear instructions from teachers. This finding aligns with Rogers (1969) that the educators’ role should change from a transmitter of knowledge to a facilitator creating a supportive learning system.
Moreover, the data from the Zalo portfolio shows an implication that the parents who often supported their children, consistently interacted with “liked” or replied to the teacher’s instructional messages, while those whose children received no support hardly ever reacted. This model states that digital technology optimizes the relationship between the school and parents if the digital inputs delivered are concise and accessible to non-educators (Woodhouse, 2024).
4.2 Psychological and behavioral shifts in parental self-efficacy and attitudes across age groups 
According to observation notes and interviews, the coaching model shows that the role of parents changes based on the students’ level.
A group of grades 1 and 2: This group had the largest number of parents who often supported them with homework. At this age, students still need clear and detailed instructions from teachers or parents because they lack autonomous learning strategies.
A group of grades 3 and 4: In this intermediate group, most parents move to the role of reminding their children to do homework. Parents provided targeted guidance whenever their children encountered questions.
A group of grade 5: At this senior primary stage, children have formed study habits of independence, even whether their parents remind them to do homework or not. However, by observing them, the researcher realized that the students who finished their coached home assignments were more confident during lessons than those who didn’t.
The adjusted parental support according to age proves the scaffolding concept of Wood, Bruner and Poss (1976) and is rooted in Vygotsky’s (1978) Zone of Proximal Development. As the learner’s competence grows, the parental coach gradually moves from external support to encourage the learner’s autonomy.
This finding also supports the perception of Lightbown and Spada (2013) regarding age-related factors in second language acquisition (SLA). Younger learners need more consistent support than older ones in primary school.
4.3 Student cognitive outcomes and systemic obstacles to model sustainability
4.3.1 Impact on Student Lesson Retention and Confidence
Based on the data collection, it can be seen clearly that there are strong discrepancies among students with parental support, those with less support and a group with hardly any support. 
The group with entire parental support: In this group, students were reminded to do exercises, directed to review and check after finishing their homework by their parents. The dominant students are Cherry, Xuka, Sunny, and Quyen, who show exceptional cognitive retention of previous lesson content and high confidence in responding to the teacher’s questions. Similarly, other students, including Mimi, Hanna and Win, went to class with confidence and superior vocabulary recall ability.
The group with less parental support: In this group, parents just reminded the students generally to do their homework, but gave no scaffolding instructions. As a result, these students (Khoa, Quoc Quan, Minh Quan and An Nhien) just occasionally did homework and revised lessons, leading to inconsistent classroom participation.  
The group with no parental support:  In this group, the students often felt worried and unconfident, particularly during the initial moments of entering the classroom or when required to check their previous lessons.
These discrepancies evidence the emotional filtering hypothesis (Krashen, 1982). Guided parental support at home creates a psychologically safe environment, minimizing children’s anxiety and fear and optimizing language acquisition. These differences also reflect the findings of Hart and Risley (1995) on the profound impact of the early home language environment on learning pathways.
4.3.2 Systemic and Situational Barriers
Through evaluating the results of note-taking and interviews, the paper has identified some main reasons affecting the effectiveness of the model: workplace exhaustion, school workload and parental linguistic anxiety.
The obstacles from work: “ I am so tired after work, I just want to let my hair down so I forget to remind my child”, said Truc Anh’s mom and “ I often finish my work late”, said mother Thao and Rio’s mom. Both of them really want to learn side by side with their children; however, they were attracted by their heavy workload.
“My children’s school homework is too much, and they don’t have enough time to do their homework in your English extra class”, another said.
“I don’t know English, so I just remind him to finish his homework”, said Phuc’s mom.
These findings are highly consistent with the contemporary research of Tran and Tran (2026), who investigated family-school partnerships in Vietnam. They argued that the workforce in Vietnam has to work with a high intention combined with a heavy workload from primary school, which causes serious barriers for busy parents. Hence, even though the parental coach model brings positive effects on learners’ cognition and emotion when learning English as a second language, it depends significantly on teachers’ ability to provide flexible, time-saving and linguistically understandable mini-assignments that maximize parental support.
5. Discussion 
5.1 Scaffolding and parents’ psychological barriers	
The empirical findings indicate that the effectiveness of the model varies depending on the level of parental involvement: active instructional scaffolding, passive behavioural monitoring and complete non-engagement.
According to Wood and associates (1976), accompanying their children in learning at an early age is strongly recommended for parents. When there is only a generic reminder, many students seem distracted. They might struggle with task ambiguity, or sometimes they neglect assignments due to the absence of parental verification.
About 50 percent of parents were not involved in their children’s learning process or with a generic reminder. The reasons may not come from a lack of care, but they felt unconfident, low self-efficacy and under pressure of wrong pronunciation or encountered the barrier of pedagogical methods (Bandura, 1997).
The case of student Cherry, who was immersed in full parental support, is a clear demonstration of implementing the right process of distributed scaffolding. This association helps maximize the zone of proximal development (ZPD) according to Vygotsky (1978). Hence, students can actively practice English at home.
5.2 Students’ performance and psychology
Observational data indicate that home-school mediation significantly shapes students’ psychological readiness in class.
The students who had well-prepared homework came to class with high confidence and active engagement. According to Krashen (1982), when the anxiety diminishes, the affective filter is low. Therefore, children are ready to acquire a second language most successfully and productively.
In contrast, the failure to complete home assignments before going to class creates anxiety for children. It leads to a high affective filter which restricts their language acquisition with timidity and inactivity.
5.3 Learner autonomy
Based on the researcher’s observation, the data reflect a linear progression of primary students’ autonomy. Most students in grades 1-2 need clear instructions from parents; those in grades 3-4 can do homework themselves and ask their parents if necessary, while those in grade 5 are likely independent. This progress requires flexibility of teachers as a facilitator. In early grades, teachers should coach parents with clear and detailed instructions. Whistle in older grades, teachers should focus on designing learning materials with a student-centered approach, now that they are aware of their responsibilities.
5.4 Practical obstacles 
Qualitative interview data reflect the fact that discrepancies in parental engagement are primarily driven by systematic and situational factors.
Because of the dual burden of heavy daily workloads from work and home chores in our modern society, parents sometimes forget to remind their children to do homework (Trần & Trần, 2026). Moreover, besides English homework from the extra English classes, children have to complete the heavy workload of school assignments. Thus, they are not able to manage their time to complete all of them. Additionally, the time balance between learning and relaxing is considered more important to some parents than their high demands on children’s learning.
The empirical finding indicates that conventional and time-consuming pedagogical directions may fail in some cases of busy parents. Parents can not change their work schedule; hence, teachers’ responsibility is to adapt and streamline instructional delivery methods.
5.5 Recommendations
Roles of Teachers 
To balance groups of parents, it is recommended to create short videos that parents can play for children to follow, instead of only written instructions. Making videos can take more effort from teachers but it is worth dedicating. 
Teachers can also install automatic reminder functions on Zalo groups with positive encouragement to solve the problem of forgetfulness. Rather than reminding parents in groups, teachers send messages to each busy parent.
Roles of parents
After being instructed by teachers, parents can build an enriched English environment. Parents must be the ones to set up and manage children’s learning time, following 3-step scaffolding: Remind (remind children it is time to do homework)-Activate (play videos or instruct if necessary)-Check (check children’s answer and reward).
In response to excessive homework, parents often utilize time-budgeting assistance as a crucial scaffolding tool to alleviate psychological distress and minimize student burnout.
Roles of students
Instead of waiting for their parents’ instructions, children must learn how to study autonomously to finish their work. Teachers and parents allow them to raise questions in case they address the struggles.
Students are directed to inform teachers initially and ask for help if they forget to do homework to reduce their anxiety and release stress right after that. This will lower their affective filter and keep confidence.
6. Conclusion
This action research was conducted to investigate the effectiveness of parental coaching by teachers as a facilitator. The practitioner-researcher aims to help primary students have chances to practice English in a rich-English home environment. Through data collection methods: observations, portfolio and semi-interview, the research comes to conclusions as follows:
· The research confirms that the act of parental intervening forms students’ behaviors and emotions in class. When parents spend enough time supporting students, they go to class with high confidence and acquire the knowledge superior to others in the next lesson. In contrast, those who are not instructed feel worried.
· The model observes a natural progression in children's self-learning abilities. Grades 1-2 rely entirely on external support (currently, 50% of parents provide both reminders and guidance effectively); grades 3-4 begin to work independently and only ask for help when encountering difficulties; while grade 5 students have reached a state of complete self-reliance without needing frequent reminders from parents. 
· The breakdown in the support process doesn't stem from a lack of cooperation, but rather from the double pressure of time constraints: parents are busy with overtime work, and students are overwhelmed by the volume of schoolwork.
Understanding parents' barriers and students' anxieties is the key for teachers to create a humane, effective and sustainable educational environment.
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Appendices
Appendix A: A SAMPLE OF THE TEACHER’S INSTRUCTION
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Appendix B : QUESTIONS FOR INTERVIEWING PARENTS
1. How do you usually remind or support your child’s homework with instructions from the teacher? (Do you just remind them to do it themselves, or do you sit down and review it with them?) 
2. What do you often do when your child doesn’t understand a part? (Do you proactively guide and explain it to them, or tell them to ask the teacher the next day?)
3. Can you share any difficulties you often face in reminding your child to do their homework regarding time or work schedules?
4. How much homework do you find in your child's current workload (in the regular curriculum)? Does this workload significantly affect the time your child spends practicing English at home?
5. Are there any barriers in terms of English proficiency or methods that make you feel anxious or hesitant when helping your child?
6. How is your child on days when they complete all their homework before going to class?
7. Conversely, on days they haven’t finished homework, do they show any signs of anxiety or share anything with you before going to school?
8. To make supporting your child at home easier, more convenient, and less time-consuming for busy parents, how do you think teachers should change their assignment methods or instruction approaches?
9. Do you have any suggestions for reminder methods (e.g., automated messages, short instructional videos under 1 minute, etc.) to help you avoid forgetting your child's homework schedule? 
Appendix C: A SAMPLE OF AN OBSERVATION IN GRADES 1-2
After the teacher assigned homework to the students and gave instructions to the parents, the following happened in the class the next day:
- Cherry, Win, Hana, Mimi: Their mothers reminded them, helped them with their homework and checked their work. These students were very happy and confident when the teacher checked their work, submitting their assignments loudly and clearly. When starting a new lesson, they were also very confident and enthusiastic and learned the new lesson better.
- Khoa: His mother reminded him to do his homework, but he didn't finish it because she didn't give him instructions. He seemed worried when the teacher asked about his homework.
- Quân: His mother went to work and forgot to remind him, and he forgot to do his homework. He said that he also had lots of homework from school. He seemed worried when the teacher asked about his homework.
- Trúc Anh, Nami: Their mothers forgot to remind them to do their homework. These students seemed worried when the teacher asked about their homework.

image1.jpeg
Da ba me di hdm qua cac bé co6 6n lai
danh tUr s6 it di v&i AJAN (=mdt)

- A ding truéc danh tUr bat dau bang
= phuam

- AN diing tru6c danh tir bat dau bang
= nguyénama, e, i, o, u (de dé nhé
cac con ghep thanh UE OAl)

Ba me cdé thé cho céc con & nha nhé
hon bang cach viét mét s& ti rdi dan
|én do vat:

A pen (cay viét muc)

A pencil (cay viét chi)

A pencil case ( hop but)

A bed ( cai giuong)

A chair ( cai ghees)

a table ( cai ban)

an egg ( qua trung)

an orange (qua cam)





