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Background

In his book Good to Great, Collins (2006, p.9) reflects about greatness, his
observation can easily be applied to educational organisations:

“No matter how much you have achieved, you will always be merely good relative to
what you can become. Greatness is an inherently dynamic process, not an end
point. The moment you think of yourself as great, your slide towards mediocrity will

have already begun’”.

It was this quote that inspired me to look at other opportunities to not only improve
my own performance but also what Caldwell, (2003, p.26) describes educational
leadership “as the capacity to nurture a learning community”. | was essentially bored
of the numerous courses and professional learning development models of
‘leadership’. In seeking new inspiration, | attended a Growth Coaching International
Introduction Coaching Course. | was hooked, it was what Fullan, (2001) described as
“developing leadership in others; encouraging them to take on full responsibility for
improving learning and achieving goals.” | was particularly intrigued that it could turn
our traditional appraisal model go from a ‘top-down’ model to a ‘bottom-up’ model
which encourages self-responsibility, self-motivation and empowerment. It is
essentially a ‘shift in power.” Anderson and Anderson, (2005, p.127) describes this
as “coaching is more than a set of skills; it is a rich, holistic approach for releasing

the potential in people and in organisations.”

| then went on to complete my accreditation to be a coach then complete a Master of
Science in Coaching Psychology. In applying for this fellowship, | was compelled to
think about what schools are currently using to help improve outcomes not only for
staff but also for their students and community. There are many schools in New
Zealand starting to use coaching or coaching approaches so in order to maximise
this opportunity I am putting focus on how schools use coaching to engage their
community. It turns out there is not a lot of research or schools making a deliberate

action in this area.

The area of how schools use coaching to engage their community has guided my trip
as | visited schools in Australia, Hong Kong and England. My research methodology
is the qualitative research method. The research question calls for experiential-type



questions within a phenomenological framework allowing for what Marecek, (2003)

describes as the ‘how...?’ rather than ‘why...?’ questions

Open Focus Questions

1. How effective is coaching in improving the capabilities, performance and well-
being of school staff?

2. How effective is coaching in ensuring student success and well-being?

3. How do schools locally and internationally use coaching to create conditions for
effective learning?

4. How effective is coaching to help learners take responsibility for their learning
and what is the impact of students coaching students?

5. How can school staff use coaching to help parents as key members of the
educational community to improve communication between parent and child
and increase the parent’s belief in their own child’s ability to succeed?

6. What impact has coaching had on the culture of the school?

The emphasis will be on question 5 and question 6.

Overview

Parents and educators share the goal of maximising student learning during their
school years in an ethical and sustainable way. Therefore, strong motivation exists
for both schools and governments to develop models to encourage this
phenomenon. (Epstein, 2016; Fuse.education.vic.gov.au, Issr.ug.edu.au, 2019;
Pinantoan and Pinantoan, 2019)

This study will look at how schools use coaching not only for performance coaching
but how schools engage their community through coaching following the Global
Framework for Coaching in Education.
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Significant research focuses on the benefits of coaching in schools, for example
Brown, Reumann-Moore, Hugh, Christman & Riffer, (2008) !, and what Grant (2001)
describes as “...a collaborative solution-focused, results orientated and systematic
process in which the coach facilitates the enhancement of work performance, life
experience, self-directed-learning and personal growth of the coachee.” We have
been focusing on teacher and student agency in the immediate past so it is logical
that parent agency is the next step. Literature indicates that engagement peaks
during the early years of education and tends to diminish as the child moves into
older grades. (Topor et al., 2010). There is already significant research on the
benefits for the student and school if there is high community engagement. The
challenge for many schools is to develop a model that is effective and sustainable.
Implementation of any major engagement practice requires the leadership team to
be the initial drivers. There is significant research on the impact that quality
leadership makes to school improvement and student learning outcomes (Fullan,
2001; Fitzsimmons & Guise, 2010; Bush, 2009).




THE STUDY:

The aim of this research project was to visit principals in their own schools, to

engage in discussion and observe practice pertaining to how they use coaching in

their schools with an emphasis on how they engage their communities through

coaching,

The parameters of this study enabled me to visit principals in four distinctly different
education settings and systems. | was fortunate enough to be welcomed into schools

in Australia, Hong Kong and England (specifically Blackpool)

A special mention to the following people who assisted me in identifying schools and

contacting principals.

Mrs Jenny Walker, Principal Kellyville Public School NSW, Australia

Mr Andy Mellor — Principal and Immediate Past President NAHT, England
Mr Christian van Nieuwerburgh Professor of Coaching and Positive
Psychology at The University of East London and Director of International
Partnerships for Growth Coaching International.

Mr Jason Pascoe, Director of Growth Coaching International

Mr Neill O’Reilly Principal KJS, Hong Kong



Literature Review:

This literature review will look into current programs and models for building
parent engagement; parent agency and coaching as a way of developing this

partnership

“In New Zealand we have a growing body of research showing the impact of
educationally powerful connections and relationships on student outcomes in a
range of contexts. This research identifies that establishing educationally powerful
connections and relationships with parents, families, whanau and communities
provides access to a greater range and depth of resources to support the education
endeavour; enhances outcomes for all students, in particular those who have been
underserved or who are at risk; and achieves large positive effects in terms of
student academic and social outcomes.” (ERO, School Evaluation Indicators, page
28)

Parent engagement, or parent involvement as it is referred to in some studies
(Hornby, 2011; Desforges and Abouchaar, 2019), is broadly defined as the
development of parent-school-community relationships to position parents as a

positive role in their child’s school experience.

Studies indicate this positive effect results from parental influence indirectly shaping
the child’s self-concept as a learner and setting high aspirations for the child.
Strategies are identified as actions at school and in the home, broadly described as
‘at home good parenting’ (Desforges & Abouchaar, 2003). Particular kinds of school-
family connections can have large positive effects on the academic and social
outcomes of students, especially those who have been underserved or who are at
risk. (Robinson, R. Hohepa, M. & Lloyd, C. 2009)

Patterns indicate that pupils are more likely to achieve their full potential when they
have the support of their parents. (Desforges & Abouchaar, 2003). For this reason,
significant research has been undertaken to develop a range of models and ideas to
promote parent engagement. ERO’s School Evaluation Indicators: Domain 3:
Educationally powerful connections and relationships. Ka Hikitia, Accelerating
Success goals for schools and kura. Schools and kura are expected “to create
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productive partnerships with parents, whanau, hapu, iwi, communities and
businesses that are focused on educational success”. and resources such as:
Tapasa: Cultural competencies framework for teachers of Pacific learners Tapasa is
a resource for all teachers of Pacific learners which is designed to support teachers
to become more culturally aware, confident and competent when engaging with
Pacific learners and their parents, families and communities (Ministry of Education).
The challenge as stated before is making sure they are effective, sustainable and

how we measure this.

Recent research found that when partnership is linked to school goals for student
success, the impact is more pronounced across a range of variables, including
achievement, attendance, behaviour, and other measures of school success.
(Sheldon, 2003, Epstein, 2016). There is no simple answer for strong and effective
parent engagement as numerous factors influence such as leadership, teacher’s
attitudes, student and parent attitudes, socio- economic factors, time poor etc. The

starting point is the principal and teachers

If parents feel put down by teachers, unwelcome in the school or undervalued in their
contribution, parent engagement will be significantly hindered. (Desforges &
Abouchaar, 2003; Hornby, 2011; Epstein, 2016). A key aim of parent partnership is
the establishment of a positive home school community and school culture led by the
school principal; however, teacher attitude to parents is a critical aspect of
successful parent engagement programs (Hornby, 2011;

https://issr.ug.edu.au/parent-engagement-schools).

Parent agency

Parent agency is the capacity of a parent to exercise their own will; and have free
choice in their child’s life. Parent agency in education, therefore, refers to their
capacity to exercise this choice in the education context and have the capacity and

propensity to take purposeful initiative.

Epstein’s work over several decades has focused on building parent-school-
community partnerships; and the impact of ‘overlapping spheres of influence’


https://issr.uq.edu.au/parent-engagement-schools

(Epstein, 2001). In her earlier research, she emphasised a reciprocal effect occurring
in parent/school interactions: if teachers view family as separate from the school,
families are more likely to disengage. (Epstein, 1995, p. 701).

A recent report by the Office of the Auditor General (OAG) about relationships
between schools and Maori whanau found that nine out of 10 schools believed they
had effective relationships with whanau but only six out of 10 whanau believed they
had effective relationships with the school. The OAG report suggested that:
Essentially, there is no ‘one way’ or ‘best way’ for schools and Maori communities to
engage with each other. It is clear, however, that the balance of responsibility
resides with the schools and the stance they adopt in communicating with whanau,
haput, and, on occasions, iwi. Although this report does not make a conclusion that
improved relations between schools and Maori communities necessarily led to
improved learning performances of Maori students, there is sufficient evidence to
suggest that, where communicative relations are strained, mutual benefits are less
likely to accrue. Other research found perceived community expectations and
perceptions about their own skills and experiences can make it either easier or
harder for parents and whanau to get involved with their child’s schooling. School
leaders and teachers were more likely to deliberately invite parents and whanau into
the school learning process if they had explored their assumptions about the nature
of a parent’s involvement in their child’s education parents making a useful

contribution.

ERO found that many schools only evaluated the impact of school activities and
most used Teaching as Inquiry as their evaluation framework. If teachers and
leaders did not understand the value of aligning home and school learning, the
Teaching as Inquiry prompt “What happened as a result of the teaching, and what
are the implications for future teaching?” did not guide teachers to review the
contribution of others, such as parents. Although teachers and leaders said that
parent engagement and strong relationships with parents were critical, parents’
actions were not evaluated to know whether or how they had helped improve
achievement. Nor did parents contribute to the schools’ evaluation. ( Educationally
powerful connections with parents and whanau. November 2015). This aligns with an
earlier observation is the challenge around measuring the effectiveness of parent
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engagement and parent agency. The shift required is to move from engagement to
meaningful engagement that is sustainable and measurable.

Quinn (2016) describes a transition process through three stages of connection with
a school. Stage one is parent involvement; stage two is parent engagement; and
stage three being parent empowerment. This describes a significant shift in parent
agency by the third stage. At stage three parents are taking leadership roles and
working collaboratively with staff. ‘Distribution of leadership’ is identified as a key
element if this transition and shift in agency is to take place. The change represents
a significant increase in parent’s professional capital, for the sake of the wellbeing of
the students; further suggesting that parent social capital will increase as they work

collaboratively with teachers. (Quinn, 2016).
Coaching -building parent partnership

Schools as an organisation are by their nature inherently different due to a range of
facts such as socio-economic, leadership’s styles, size, location etc. Schein, (1992),
Deal and Kennedy, (2000), and Kotter, (1992) propose, “organisations often have
very differing cultures as well as subcultures.” Their reasoning is that a company
may have its own unique culture, in larger organisations there are sometimes co-
existing or conflicting subcultures because each subculture is linked to a different
management team. This is relevant as the Ministry of Education in New Zealand is a
large organisation and generally, schools will have their own subculture. NZ’s
national curriculum is a “socio-cultural construction” (Peters & Marshall, 2004: 111),
so is heavily influenced by political and Ministry of Education policy. Each school has
a different reality or mind set of school life, often captured in the simple phrase, “the
way we do things around here”, (Deal & Kennedy, 1983). It also has its own mind-set
in relation to what occurs in its external environment. It could be argued that its
history, context and the people in it shape a school’s culture. Whybrow and
O’Riordan, (2011) also acknowledge that organisations have multiple and shifting
cultures. Further to this, they see it as critical that a predetermined notion of a
coaching culture is not imposed. This viewpoint is shared by Beare et al., (1989) who
describe organisational culture as “situationally unique”. Anderson and Anderson,
(2005, p.127) state that, “coaching is more than a set of skills; it is a rich, holistic
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approach for releasing the potential in people and organisations.” Leadership is also
seen by Anderson and Anderson, (2005) to be critical and this point will be

discussed further in the findings.

The challenge is to find a definition of coaching culture that reflects organisations
within an educational context. The following definition by van Nieuwerburgh and
Passmore, (2012) describes this as “a coaching culture for learning as one where
coaching, the use of reflective and provocative questions, is used consistently by all
partners across the school community to help develop learning, understanding and
personal responsibility in others from staff, to parents and from students to governors
and wider stakeholders.” This definition incorporates aspects of an anthropological
approach in that it includes aspects of the human experience and the

phenomenology approach especially in the key aspect of self-awareness.

van Nieuwerburgh, 2014. pp.31 also takes this further, “Coaching is a powerful
professional learning tool. It is defined as a one-to-one conversation that focuses on
“... the enhancement of learning and development through increasing self-
awareness and a sense of personal responsibility, where the coach facilitates the
self-directed learning of the coachee through questioning, active listening, and
appropriate challenge in a supportive and encouraging environment.” (van
Nieuwerburgh, 2014. pp.31).

A capable coach is positive, enthusiastic, supportive, trusting, focused, goal-
oriented, knowledgeable, observant, respectful, patient and a clear communicator.

When done well coaching builds a sense of trust; valuing both coach and coachee
as active partners. (van Nieuwerburgh, 2014). This sense of trust and clear

communication is a key to developing parent agency within a school community.

A school culture where professional coaching is the cultural practice is often
characterised by reflective conversations. The conversations may help promote trust
amongst practitioners; leading to appropriate professional vulnerability and openness
to professional critique, change and growth. (Knight, 2007; Campbell and van
Nieuwerburgh, 2018).
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Parent agency may be seen as a key as coaching aims to empower the coachee to
see themselves as active in the process of change and growth. They are not seen as
the problem, but are active participants in finding the solution. When this is
considered in light of Quinn’s (2016) model of progression towards parent
empowerment, one can see the potential effectiveness of coaching as a tool to
increase parent agency. (Bamford, Mackew and Golawski, 2019)

Needham (2009) proposes that the introduction of coaching can shift the culture of
an organisation, school or workplace through opportunity for reflective practice. Both
coach and coachee have contributions to make in this engagement, but the process
is collaborative rather than instructional (Bamford, Mackew and Golawski, 2019).

This is reinforced by van Nieuwerburgh (2014. p. 36) in the table below

Some key differences between coaching and mentoring:

Directive Mentoring Non-Directive Coaching
Informing Discovery
Instructing Listening to understand

Giving advice Ask questions
Tell Clarify
Provide guidance Empathise
Inform
Share opinions

Developing coaching between parents and the school has the capacity to
significantly improve the likelihood of sustained partnership development through

cultural change.

The challenge for educational institutions such as primary schools in creating a
coaching culture is that it takes commitment, time and energy (van Nieuwerburgh &
Passmore, p.163, 2012, Suggett, p. 175, 2012). A key as mentioned earlier to
promote parent agency and developing a partnership is leadership, There is
significant research on the impact that quality leadership makes to school
improvement and student learning outcomes (Fullan, 2002; Fitzsimmons & Guise,
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2010; Bush, 2009). The research confirmed the impact of quality leadership in a
culture of change. Grant 2001, (p.23) defines coaching as “a robust and challenging
intervention, is results driven, delivers tangible added value, is typically short-term or
intermittent engagement and enables the attainment of high standards or goals”.
This fits perfectly with the model of professional development and outcomes that NZ
schools aspire to and more importantly offers a way of measuring the impact of

quality community engagement .
Throughout this discussion of creating a culture for learning it is seen as a journey and
the approach outlined in Figure 1.1 by Passmore and Jastrzeska, (2011) reflects this

view. The authors propose five staging posts that outline a developmental journey.

VN
ANEE
. N

- N
N

Figure 1.1 Five levels on the journey to a coaching culture.

Stage 1 - Coaching needs to extend across the organisation. It needs to be planned,
strategically linked and transformational.

Stage 2 — Use of external coaches is planned, senior team learn to coach others
consistently and goals are linked to strategic plans.

Stage 3 — Introduce coaching to all staff, building a pool of internal coaches through
training and selection. Developing coaching skills across the organisation.

14



Stage 4 — The transition from management discussions to learning discussions with
students to promote learning.

Stage 5- Coaching moves past the school gate and into the wider community.
Promoting coaching to improve learning opportunities and encourage personal
responsibility.

The focus of my trip was to see evidence of effective and sustainable practice in
Stage 5
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AUSTRALIA
Context

| was fortunate to visit three schools in Australia as recommended by Growth
Coaching International Australia. The range included a primary/secondary school,
one middle school and a secondary school. Part of my scope was to visit a range of
schools in both size, age of pupils, location and different socio-economic
communities. Interestingly whilst coaching programmes or coaching approaches
where supported by the principals they were not led or driven by them. There was an
underlying commitment in terms of funding and staffing and what Clutterbuck and
Megginson, (2005) suggest is that coaching cultures are about a commitment to
grow the organisation and the people within the organisation. A personal challenge
for leaders could be to act with agency and in a coaching context that would involve
trlaling new ideas and practices. The challenge most schools | visited was that whilst
the programmes were supported they were prone to failure if a coaching key person
left that school, as the coaching leadership in this area was limited to one person.

Theory/Practice

St Andrew’s Cathedral School, a private school in central Sydney are involved in
some exciting coaching approaches. The school supports coaching through
allocation of funding and staffing and the effect is starting to spread across the

school as more people come on board.

The school has committed to coaching and as such has role descriptors for coaches,
training and release time allocation. Coaching for performance is in place and like
many schools is woven into a teaching as an inquiry approach. Time is always a
barrier in schools and with a full on coaching session in a large school it would not
be possible. This school uses an abridged coaching approach, which they call
Learning Sprints. This approach effectively combines inquiry with personal goal
setting with the focus on students through teaching and learning. The school also
has Women at SAC’s walks, in which up to six people going for a walk outside the
school. The leader asks everyone to pair up and then asks a coaching style question
to initially to build trust e.g.: Talk and walk taking turns sharing something about
yourself. What were the outcomes and where to next. After 10 minutes, the group
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stops shares, and swap partners and another question. Approximately 30 minutes
but a powerful way of coaching in a non-threatening way. In terms of community
engagement, this was evidenced through coaching the senior students, teachers
using the language of coaching in the classrooms and parent interviews.

San Clemente High School draws students from lower and middle socio economic
areas and have linked the coaching to performance management and well-being.
Coaching conversations were used in everyday practice and was highlighted in their
restorative practice programme. The students are coached and then become
coaches with a strong link to well-being. Parents are indirectly engaged to the school
by their children who are encouraged to practice coaching on their parents. The staff
are encouraged to use the language of coaching in interviews, parent conferences
and student behaviour. Restorative Justice principles are well embedded within the
culture of the school and this helps foster an atmosphere that promotes tolerance,
acceptance of others and mutual respect. A significant emphasis within the school is
quality relationships, including those amongst peers, staff and parents. The school
clearly recognises and acknowledges the importance of working collaboratively and
in partnership with parents in pursuit of the best possible holistic education of each
student. They see parents as coaches as a next step.

St Philip's Christian College, Port Stephens is in a diverse socio-economic and has
both a junior and senior college on the same site. Coaching is evident in
performance management and clearly linked with accountability measures. The
senior student leaders are coached as are all teachers. The school allocates time
and resources to ensure coaching is embedded. The use of the language of
coaching is evident in the classrooms and the senior team use this approach when
dealing with parents. The school works hard with parents and staff to develop the
key elements of respect, listening, being present, and reflective is part of the school
ethos that tie in beautifully with elements of coaching. In terms of community
engagement through coaching, they see this as a growth area.
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HONG KONG
Context

| was fortunate to have a colleague in Hong Kong who arranged two visits. The
schools are under the English Schools Foundation so only English is spoken,
however, the majority of the students are from Hong Kong. One school was a full
primary whilst the other was primary/secondary and whilst they are not for profit
schools the fees are significant. There has been considerable unrest in Hong Kong,

however, | was fortunate to avoid any demonstrations.

Theory/Practice

Renaissance College is committed to creating an environment where all learners
are global citizens who embrace diversity, are confident with change and possess a
healthy sense of self. This school principal of the junior school leads coaching across
his and several schools. The school has adapted a coaching model to suit the school
taking into account restrictions on staff time, accountability and sustainability. One of
the initiatives to engage with the parents was to rename the parent/teacher
conference to listening conferences. The parents are sent a list of questions about
their child and their own hopes/aspirations and the parent shares these while the
teacher listens. Professional learning is offered to all teachers on the skill of really
listening. This approach puts the parent and child as the focus and builds respect
and encouraging change from the traditional teacher/parent conferences. The school
promotes self-directed learning options for students in the primary school. This
approach incorporates options for the students such as one-to-one and group non —
directive coaching or instructional coaching. There is no formal coaching for parents
but they are connecting through the listening conferences, upskilling teachers on
coaching tools and students using coaching as a learning option.

Kowloon Junior School curriculum approach is based on the AAROW’s of
Success; Agency, Achievement, Respect, Opportunity, Wellbeing define success for

their learning community. ‘Success for every child’ is at the heart of what drives the
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school and motivates staff and the community. KJS is about success in academics,
in the arts, in sports, in community involvement, in students personal lives and in due
course, responsible action in their local, national and international communities.
Underlying all this is to cater for the whole child so no homework is issued and
academic progress, whilst important is not the focus rather a well-balanced
individual. The school uses a coaching approach rather than a formalised
programme. Staff are trained in fundamentals of coaching as encouraged to use the
approach in classrooms and with parents. Time and money is set aside for
development as other schools within the English Schools Foundation are taking a
more formal approach to coaching and outcomes. One of the challenges is that the
daily interactions for teachers are generally with the student’s nannies or au pairs as

most families employ one so parents rarely come to the school.

ENGLAND
Context

Through a colleague in Australia, | was able to connect with the President of the
National Association of Head Teachers. The two schools | visited have been the only
two schools in Blackpool to attain a Grade One -Outstanding Report from OFSTED
in the last decade. The communities of both schools are what one principal
described as disadvantaged. There appears to be serious social issues such as
unemployment, domestic violence and crime that impact on both schools and their
communities. The security to enter the schools is considerable with locked doors,
cameras, high fences and the use of swipe cards around the school. This in itself
can be seen as a barrier to parents as the school as it is not welcoming, however, it

appears it is necessary to keep the students safe.

Theory/Practice

St Nicholas School is located in the heart of Blackpool the student’s ages range from
4 -11 years old. In terms of community the OFSTED report does not report on how
effective the school is in developing and growing parental engagement. The school
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uses a coaching approach as part of the performance management system and
there has been some professional learning development on the skills of coaching.
The teachers can use coaching questions at the parent conferences but this is not a
requirement. The principal has been coached so appreciates the power of coaching
within a school environment. In terms of engaging parents through coaching this
appears to be an area they are looking into. The students are not trained as coaches
nor do they have any coaching training. During my observations in the classrooms, |
noted a few of the teachers using coaching questions with the students with great

effect.

Layton Primary School website states ‘We aim to educate our children in partnership
with yourselves. Our relationship is vital to securing the best outcomes for your
children, and we value it highly. Our aim is, as a community, to “Grow Great Minds
Together . The social issues of the community according to the principal significantly
affect how this school tries to engage the school community. In terms of coaching
there appeared to be a real mismatch to what the principal was saying and the
deputy principal whom | interviewed separately. The deputy had been formally
coached as part of her extra study so had a good understanding of coaching and
coaching approaches. It appears the principal confuses coaching with mentoring as
he mentors parents not coaches them as he initially thought, this was reinforced by

his Deputy.
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Conclusion

The purpose of this travelling fellowship was to develop a greater understanding of
parent partnership and what role, if any, parent agency has in this phenomenon. The
opportunity to visit schools recommended by other professionals and colleagues
afforded a unique opportunity to see it in action in schools. My findings may help
guide school's when they attempt to facilitate a collaborative redesign of parent
engagement initiatives to try and develop sustained and robust relationships. Real
parent partnership is a result of high quality parent engagement, and engagement is

consistently shown to improve student academic, emotional and social outcomes.

Parent partnership that goes beyond engagement and to be sustainable is a key
challenge and focus of most schools. Partnership includes opportunities to shape
strategic direction and to lead in school governance. Therefore, ensuring early
positive parent engagement that leads to a sustained relationship is essential to the
ongoing strong governance of the school.

Because research shows that parent engagement diminishes as the child gets older,
it is vital to investigate what makes engagement worthwhile for parents from all
education sectors.. Research literature has shown that agency and purpose are
significant contributing factors to success. It is fair to say that coaching to engage
parents and give them agency will ultimately benefit everyone in the school

community.

This coaching model represents a significant shift in the usual parent-teacher
relationship. Parent determination of the goal and actions is designed to offer
parents a very different experience of engagement. In this, model teacher-coaches

play a facilitation role, in contrast with their usual instructor role.

Changing parents’ perceptions of the ‘usual’ working dynamic may open possibilities
to develop deeper relationships, greater trust and better communication between
parent and teacher.

| had hoped to see numerous examples and opportunities for a reimagined parent
partnership approach, underpinned by a purposeful engagement program. There
were some good examples and in some schools, confusion about what coaching is

or is not. The result being more of mentoring slant with a blend of some coaching
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approaches. | discovered in my discussions that real and meaningful parent
engagement is a challenge around the world and the possibilities of using a coaching

model to promote this is an exciting innovation.
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RECOMMENDATIONS

The research undertaken during this study clearly indicates that there are numerous
benefits of coaching such as parent agency and ultimately deep and meaningful
parent partnerships.

Leaders internationally face the same challenges and are some degree limited by
the government priorities initially envisaged. Current literature highlights the potential
but as this is such a new area; there is little research of schools doing it well.

In recent times, the terms teacher agency and student agency have become

embedded in our practice so now is a good time to look at parent agency.
In order for this to be purposeful, then each school may need to:

I.  Design what parent agency is and the role of coaching within this.
Il.  Strategically allocate sufficient resources both physical and fiscal

lll.  Train staff around the key elements of coaching in order to help parents and
model coaching.

IV.  The drivers of this initiative need to be senior management and Board of
Trustees

V.  Be able to monitor — accountability

VI.  Start slowly e.qg.: listening conferences — training for parents and teachers

These recommendations are based from my own observations and discussions with

the leaders and staff of the schools | visited.
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Appendices

Dear parent/guardian,

We are excited to announce the details for our new Back to School Class Teacher Conferences this
month. These short meetings will give you the opportunity to share valuable information about your
child and connect directly with the class teacher. To support the focused nature of these conferences,
we have provided the following guiding questions. Please come prepared to share your answers to
these questions with the class teacher.

What are your child’s strengths?

What are your child’s interests?

What challenges does your child face?
What hopes do you have for your child?

PwnNPE

We will use the Gateway for the scheduling of the Back to School Class Teacher Conferences and
details are as follows:

e Monday 19 August to Thursday 22 August - Blocks of time will be offered by all year levels
during each afternoon (until 6 p.m. on 22/8). Please log-in to the Gateway to see the schedule
for your child’s year level.

Gateway registration will open at 12 midday on Monday 12 August. A Gateway sign-up tutorial is also
included with this letter. Registration will close at 5 p.m. on Friday 16 August. To ensure a smooth
process, please log-in to the Gateway to test your account on Friday 9 August, and please let us know
if you have any problems.

Additionally, please note the following details:

Conferences will be 10 minutes in length.

The conferences will be held in your child’s classroom.

These conferences are parent/teacher only.

We ask that parents gently knock on the door when it is their scheduled time.

If you have siblings, then please allow at least 10 minutes between bookings.

If you have more than one booking, then please ensure that you check your booking times
carefully to avoid a clash.

We look forward to your engagement with these conferences.

Kind regards
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Renaissance College Hong Kong (Primary)

Self-Directed Learning and Non-Directive Coaching Introduction

The term self-directed learning describes a construct and process whereby learners take the initiative,
alone or collaboratively, to establish learning needs, engineer goals, create success criteria, identify
resources, brainstorm activity options, commit to and take actions, and evaluate learning outcomes
(Guglielmino, 2008; Lowry, 1989; Loyens et al, 2008). Self-directed learners take full ownership of and
responsibility for their learning, and they intentionally learn to effect change in their lives or the lives
of others (Abdullah, 2001; Boyatzis, 2001; Grow, 1991; Guglielmino, 2008; Lowry, 1989, Merriam,
2001).

To effectively facilitate self-directed learning in their employees, organisations must adopt a
deliberate and structured approach that authentically focuses on development instead of judgement
and performance. This will, in turn, create an atmosphere of openness and trust. (Lowry, 1989;
Merriam, 2001). Adults see themselves as independent and capable of directing their learning, so
institutions should support them in drawing upon their deep reserves of knowledge, skills, and
intrinsic motivation to solve problems and develop themselves (Merriam, 2001). Specifically,
organisations should research and consider interventions that provide learning partnerships that
facilitate the learning process rather than control it. Non-directive coaching approaches, such as
person-centred coaching, are a good match in this regard in terms of intent and design (Boyatzis,
2001). These learning partnerships support learners in identifying and accessing appropriate internal
and external resources so that they can act in their worlds, either individually or collaboratively, to
effect change. Additionally, they support and encourage learners to set meaningful goals that can be
met in a diverse number of ways and provide opportunities to evaluate and celebrate learning
outcomes through regular reflection (Lowry, 1989).

In summary, Renaissance College chose to implement person-centred coaching to support teacher
development because it is an intervention designed to facilitate self-directed learning. The facilitation
of self-directed learning is explicit in the International Baccalaureate (IB) Standards and Practices, and
Renaissance College is an accredited IB World School.

To effectively facilitate self-directed learning, organisations should support learners in identifying a
state of discontinuity at the beginning of the process. In this context, discontinuity refers to a
recognised gap between a learner’s ideal self and current self (Boyatzis, 2001). Non-directive coaching
at Renaissance College incorporates models such as the GROW Model and Person-Centred coaching
processes. Specifically, these models are ideal self-directed learning structures because they allow
learners to:

. create and maintain ownership of meaningful goals,
. identify a current self,
. identify an ideal, future self,
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. identify and use strengths and existing knowledge and skills in a solutions-focused manner,

. create a realistic and manageable plan of action,
. reflect on learning and progress periodically, and
o make learning and action adjustments based on reflections and feedback (Boyatzis, 2001).

These models can be used by coaches to effectively facilitate the creation of states of discontinuity in
learners. From a state of discontinuity, a coach is then able to use the chosen model to support
learners in self-directed learning.

Renaissance College Hong Kong (Primary)

Self-Directed Learning Support Overview

RCHK offers four self-directed learning pathways for teachers and one (one-to-one coaching) for
Educational Assistants (EA) each school year. Each teacher and EA is required to choose one pathway.

One-to-One Non-Directive Coaching:

One-to-one non-directive coaching provides a formal learning partnership for individuals who would
like to be supported as self-directed learners. Non-directive coaching aims to facilitate learners’
autonomy, purpose, and mastery.

o A trained coach will be provided.
o 4-6 coaching sessions (on average) during the school year.
o Learners may set both personal and professional goals as part of the process

Group Non-Directive Coaching:

Group non-directive coaching provides a formal learning alliance for groups of teachers that would
like to be supported as self-directed learners. Group non-directive coaching aims to facilitate teachers’
autonomy, purpose, and mastery in a collaborative context.

. A trained coach will be provided.
. 4-6 coaching sessions (on average)/school year.
. This option is a good fit for teacher teams or groups looking to collaboratively apply learning

during or post CPD experiences.
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Instructional Coaching:

Instructional coaching provides a formal learning partnership for individuals who would like to develop
their teaching practice. Teachers who participate in instructional coaching will use video footage of
their own teaching practice as a focal point for reflection, thinking, and learning. Instructional coaching
is predominantly a non-directive process designed to enable teachers and facilitate self-directed
learning.

. A trained coach will be provided.
. 4-6 coaching sessions (on average).
. A professional focus using video footage of a teacher’s practice.

Self-Directed Higher Degree Research (HDR) Study

If a teacher is engaged in higher degree research (HDR) which demonstrably links to his/her learning
and teaching context, then he/she can discuss the possibility of using this research to develop teaching
practice.

. This is predominantly an independent endeavor with the opportunity to check-in periodically
with a designated (by PLT 4) colleague.
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