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Abstract
This study examined the implementation of the New Brunswick 10-Year
Education Plan through a change theory lens to identify its related impacts on a number
of educators across the system. Participants included classroom teachers, school
principals, district staff, a Superintendent of Schools, and Department of Education and
Early Childhood Development (EECD) personnel.
A case study approach was used to focus specifically on Grade 2 teachers and
their implementation of literacy practices intended to improve learning outcomes for
students. Methods of data collection included individual participant interviews,
observations, and analysis of various documents related to EECD literacy expectations
for Grade 2 teachers. Documents included surveys administered to educators related to
the literacy expectations.
Five themes emerged from the data: system instability, varied perspectives on
change process, the importance of leadership support, definitions of literacy success, and
the impact of social capital as significant factors in implementing a systemic change
effort. New offerings to the change literature include identifying the most helpful
supports when implementing change for individuals who hold different roles within a
system, and how social capital and relationships among individuals during a large-scale
change may impact the change effort’s overall outcome.

Keywords: change theory, change implementation, school reform, case study,
social capital, improvement planning, leadership, teachers, literacy.
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“In the end, theories of educational change must be judged not by their ideological or
philosophical underpinnings, but by their outcomes and effects on students” (Hargreaves
& Shirley, 2011, p. 5).
Chapter 1: Introduction to the Study
This dissertation is presented in five chapters. The first three focus on information
that sets the stage for the findings and recommendations set out in the final chapters.
Chapter 1 provides a description of the New Brunswick education context, an overview
of the 10-Year Education Plan, the purpose of the study, and the significance of the
research. Chapter 2 includes a review of the relevant literature and Chapter 3 provides a
description of the case under study, the research design, and methodology. The last two
chapters of the dissertation capture the findings presented through emerging themes
(Chapter 4), with the discussion of the findings, study limitations, and directions for
future research recommendations set out in the fifth and final chapter.
The Challenge of Educational Change Within the New Brunswick Context
The New Brunswick Department of Education and Early Childhood
Development’s (NB EECD, 2016) 10-Year Education Plan: Everyone at Their Best
(hereafter referred to as the 10-Year Education Plan) was released in September 2016 to
much attention and public scrutiny given that it represented “the biggest investment in
public education in the province's history” (MacKinnon, 2016, para. 1). The New
Brunswick education system has two separate branches of the department that oversee the
Anglophone and Francophone education systems. The 10-Year Education Plan
referenced within this research refers to the Anglophone sector’s plan. The 10-Year
Education Plan was written after an extensive consultation process reflecting input from
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educators, students, parents, Indigenous leaders, non-profit organizations, and other key
stakeholder groups. The plan includes nine objectives to be achieved within 10 years that
range from academic achievement improvements to cultural and language goals and
social emotional objectives. The plan also articulates conditions for success, which are
intended to capture the foundational needs for New Brunswick’s education system to
succeed. These conditions include leadership, professional learning, infrastructure and
systems for monitoring improvement. Each objective of the plan includes the goals to be
accomplished, how progress will be measured, and key areas of focus to achieve
objectives and reach targets. Objective 3, “improve literacy skills for all learners” (p. 10)
is the focus of this research, with particular attention to the change effort’s impacts on
Grade 2 teachers and those supporting them in pursuing this objective.
The work at the kindergarten to Grade 2 level followed the Deliverology
methodology described by Barber, Kihn, and Moffitt (2011), which includes “six
elements of best-in-class performance management” (p. 2) and the role of a Delivery
Leader. The Delivery Leader has oversight for the full implementation of the identified
initiative and, in New Brunswick’s case, the Assistant Deputy Minister at the time was
appointed as Delivery Leader by the Deputy Minister of the Department of Education and
Early Childhood Development (EECD). A number of team members were established to
reach the Objective 3 literacy targets. The participants in this research represent key
members of the Priority Delivery Unit (PDU) from EECD, district staff from one of the
four Anglophone school districts, and principals and teachers from two schools within the
same district. A more detailed description of individuals’ roles appears in Chapter 3.
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The main focus of the change effort was ensuring that teachers apply a balanced
literacy approach to classroom instruction, while applying formative assessment practices
to their teaching. Balanced literacy in the New Brunswick context includes the
application of eight key approaches to literacy: read aloud, shared reading, guided
reading, independent reading, modelled writing and representing, shared writing and
representing, independent writing and representing, word work and oral language (New
Brunswick Department of Education, 1998). An additional component refers to the
degree in which educators integrate literacy across all curricular areas. In 2013, EECD
initiated a focus on formative assessment and developed support materials and
professional development to encourage widespread implementation across classrooms in
New Brunswick. In a learning guide produced by NB EECD (2013), formative
assessment is described as a practice which “provides ongoing feedback for
understanding and progress to inform adjustments in teaching and learning throughout
the entire learning cycle” (p. 1).
Teacher self-assessments were included as part of the monitoring by the Delivery
Unit and, as such, teachers were expected to be aware of their current application of
balanced literacy and formative assessment, and then make efforts to improve the
implementation of these practices. The directive to focus on these two practices in
particular reflected a change to more uniform instruction across the province. All of the
individuals responsible for leading this change had to ensure their focus was on providing
adequate support and professional learning for teachers to implement successfully
balanced literacy and formative assessment practices in their classrooms. As a member of
the team at EECD supporting the implementation, I was aware of the high expectations
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individuals had for this initiative. In my observations and discussions with senior leaders
and specialists at EECD, it was assumed that the approaches in the 10-year Education
Plan would lead to gains in literacy achievement.
Although the plan was intended to direct a gradual application of change in
instructional practice, there has been an increasing expectation for a quick turnaround of
student achievement, particularly at Grade 2, where literacy achievement is heavily
scrutinized due to the annual administration of a provincial literacy assessment at this
level. Objectives in the 10-Year Education Plan require changes to mindsets, behaviours,
and pedagogical practices. Each takes intentionality on the part of teachers and requires
support. Education is seen as “the key to New Brunswick’s economic future and social
fabric” (NB EECD, 2016, p. 1), which creates high-stakes expectations of the education
system to change quickly and, in doing so, sustain the province through a successful
education system that drives economic growth.
The timeline from the initial concept of the Priority Delivery Unit to the actual
impact on districts and schools was approximately six months, starting with April 2016
planning, to implementation beginning simultaneously with the release of the 10-Year
Education Plan on September 1, 2016. This abbreviated timeline required planning to
occur predominantly over the summer months of 2016, which resulted in small numbers
of educators involved in the development. This group, responsible for making decisions
about the instructional expectations, measures, and data collection, comprised mostly
EECD and district-based staff members. In September, upon the release of the 10-Year
Education Plan, district leads attended professional learning so they would be prepared to
support teacher needs, and within a month, school principals were introduced to the PDU
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literacy focus in order for them to share the information and expectations with teachers.
Data collection from teachers and schools began in January 2017, with the EECD PDU
team expected to report district results to the Premier on a regular basis and respond to
pointed questions about progress. There was a sense of great pressure to see immediate
improvements in teacher’s instructional practice and student achievement outcomes.
These kinds of intensified expectations are not necessarily seen as a catalyst for
motivating a system to improve. Elmore (2004) states that “cultures do not change by
mandates” (p. 11), which echoes Apple’s (1986) view that “the state wishing to find more
efficient ways to organize teaching does not guarantee that this will be acted upon by
teachers who have a long history of work practices and self-organization once the doors
to their rooms are closed” (p. 171). Further description of the high-stakes and societal
demands placed on education systems is referenced by Dudar, Scott, and Scott (2017):
Education systems are a reflection of society. That is, the prevailing ideologies,
governmental policies, and philosophies of the time tend to largely influence
policies, practices, and curriculum within schools. School leaders are therefore
similarly influenced by societal and political forces of the day…to enact the
change demanded to facilitate the alignment of school personnel with the
expectations of government and by implication, society as whole. (p. 9)
Researchers in the field agree that the pace of educational change is increasing rapidly
(Ackerman Anderson & Anderson, 2010; Fullan & Quinn, 2016; Hiatt & Creasey, 2012;
Hord & Roussin, 2013; Kotter, 2014), placing continued stress on education systems to
change, often within short time frames.
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The New Brunswick education system has undergone significant changes in the
last 10 years, including the amalgamation of school districts, moving early French
Immersion from Grade 1 to Grade 3 and back again, introduction of revised report cards,
and new policy on inclusive education. For the previous three provincial elections, each
party has governed for only one four-year term, resulting in often dramatic changes to the
focus of the education system. The most recent election in 2018 resulted in a minority
government, which has presented unique challenges to the mandate of improved
education outcomes. In January 2019, these recurring changes were referenced in Chapter
2 of the Auditor General of New Brunswick’s (2019) report, titled Department of
Education and Early Childhood Development, Improving Student Performance: A New
Brunswick Challenge. The Auditor General stated: “Successive governments have made
major changes to education priorities in the last fifteen years, often hastily implemented
to fulfill election promises” (p. 4). Further details from this report will be referenced in
the emerging themes section.
Throughout these changes, student achievement in literacy at the Grade 2 level
has become unstable, with results declining from 2011-2016, a modest increase in 2017,
and then another decline in the most recent 2018 results, with 71.3% of students reaching
the standard for reading (NB EECD, 2018). It should be noted that, prior to 2011, New
Brunswick demonstrated steady growth in reading achievement at Grade 2 and peaked in
the spring of 2010 with 83.6% of students reaching the expected level on the provincial
literacy assessment (NB EECD, 2018).
The research on sustaining comprehensive educational change in North America
from the 1960s to the present has not been promising (Berman & McLaughlin, 1974;
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Fullan, 2009; Gross, 1977; Kotter, 2014). In Fullan’s (2009) review of large-scale reform,
he described a number of failed efforts to make changes in education and asserts that “not
much progress was made in the 1960-1996 period, despite renewed interest in large-scale
reform in the 1980s” (p. 103). This was echoed in reviews by Berman and McLaughlin
(1974) and Gross (1977) of a number of case studies examining educational reform. The
research findings showed little indication of gains in student learning and minimal
documentation of sustained changes in improved educational practices.
More recently, Kotter (2014) spoke to “little exposure to highly successful
transformations” (p. 102) as an ongoing challenge for organizations in realizing
successful change efforts, and Mourshed, Chijioke, and Barber (2010) note that “the lack
of sustained progress seen in most school systems despite their massive investments
should not be seen as the justification for abandoning the desire for educational
improvement, but we believe it does demonstrate the need for adopting a different
approach” (p. 14). Dudar et al. (2017) describe the “cycle of change failure” (p. 28) in
their work on rapid change, which highlights the inevitable path of policymakers’ call for
reforms that are not developed or enacted by educators, which subsequently fail, with the
predictable blaming of educators for lack of success. As they assert, “unfortunately, it
appears that the more policymakers call for change, the less successful schools and
educators are in instituting change” (p. 27).
Although there are systems that have achieved improvements in education
outcomes, sustained change efforts in educational settings continue to evade many
jurisdictions. The ongoing problem of education improvement, through a change theory
lens, will be examined in this study. A multi-faceted examination involving key educators
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with varied roles and responsibilities within the EECD and one school district will
provide insight into this enduring challenge.
Purpose of the Study
Through case study research, I sought to examine the change process and
resulting impacts on educators related to the implementation of New Brunswick’s 10Year Education Plan (NB EECD, 2016). I am keenly interested in how the context,
particularly the specific role of the educator, and the interactions between those in
different roles, impact individual research participants. In particular, I sought to examine
the impact of changes affecting Grade 2 teachers as they introduce practices intended to
improve student literacy learning outcomes.
I studied the changes required to enact these practices, and how the resulting
changes impact layers of the organization. I examined one school district in depth to
highlight how change impacts individuals with different roles and responsibilities and
how interactions among these individuals may impact overall change efforts.
The goals of this research were to examine:
1. The impact of changes affecting Grade 2 teachers as they introduce practices intended
to improve student literacy outcomes.
2. The most helpful strategies and processes for individuals implementing change who
hold different roles and responsibilities in the organization (e.g., teacher, principal,
district/provincial administrator).
3. The relationships and interactions among educators at varied levels and how these
relationships may impact the implementation of change efforts.
I pursued my research goals using these overarching research questions:
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1. How are changes in Grade 2 literacy instruction aimed at meeting Objective 3 of the
10-year Education Plan impacting educators? Why are some educators and schools
experiencing more student success with the changes than others? What are the
barriers?
2. How do those with different roles in the education system view the supports that have
been offered to implement the changes required of the 10-Year Education Plan? What
supports do they deem most helpful?
3. How do interactions and relationships among educators at varied levels impact
implementation of the changes required of the 10-Year Education Plan?
Change theory (Fullan, 2006, 2009, 2013, 2016; Fullan & Quinn, 2016; Hiatt,
2006; Hiatt & Creasey, 2012; Hord & Roussin, 2013; Kotter, 1996, 2002, 2015) provides
the theoretical framework for the examination of this case. As educators are the ultimate
change agents for the practices to be studied in this research, an analysis of their
responses to change and resulting outcomes will provide the data to inform the research
questions. A thorough analysis of change theory is provided in Chapter 2.
My interest in examining the change process fits with Merriam’s (1988) position
that “case study is a particularly suitable design if you are interested in process” (p. 33),
and my narrowed focus on a specific group of educators complies with Noor’s (2008)
assertion that “case study is not intended as a study of the entire organization” (p. 1602).
Perhaps one of the most powerful influencers in selecting case study methodology is the
flexibility in methods used to explore the research questions. Case study as methodology
is further explored in Chapter 3.
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Significance of the Research
Change theories have existed as early as the 1940s (Lewin, 1947) and continue to
be introduced today (Dudar et al., 2017; Fullan, 2013; Hiatt, 2006; Hord & Roussin,
2013). As mentioned earlier, the focus of this research was to examine the impacts of the
implementation of the 10-Year Education Plan on educators, with particular attention to
areas that have not been addressed fully in the change theory literature. These areas
include (a) helpful supports during change for those who hold different roles and
responsibilities and (b) potential impacts on the change effort related to interactions and
relationships between various levels of educators during implementation of the change.
Studies examining educational change have largely focussed on teachers and
school-based administrators (Berman & McLaughlin, 1977; Kromm, 2015; Montanari,
2014; Reynolds, 1972), while others have reviewed the collective actions of key
individuals, including educators, during reform efforts (Dudar et al., 2017; Figal, 2013;
Friesen, Jacobsen, Brown, & Yanez, 2015). While these studies have offered actions and
communications that have evolved from various actors in the system, little has been
identified in terms of the most effective supports for those holding different roles during
times of change.
One exception to these areas of study is the most recent work of Creasey, Ganvik,
Patterson, and Stise (2018) published by the Prosci Learning Center, a global change
management organization with a Canadian office in Halifax, Nova Scotia. Their findings
reflect the survey results of 3000 mostly business and government participants describing
the varying needs of those who hold different levels of responsibility in change efforts.
Their findings highlight the most effective communication supports during change for
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various roles, such as employee, middle managers, and executives. Though the work is
not directly related to education, it does draw attention to the importance of recognizing
the diversity of individuals implicated in the same change effort. This attention to
differentiation of needs based on roles forms part of my research and was intriguing to
consider through the education lens. My findings in this area revealed varied preferences
for support during change, based on interviews with those with different roles in the New
Brunswick education system. These findings contribute to the body of knowledge on
theories of change.
Another area of significance in this research is the influence of the relationships
and interactions among various educators during times of change. In reviewing the
evolution of change theories from the early models to contemporary thinkers in the field,
a continued dichotomy emerges. Models tend to focus predominantly on either the
individual (Hiatt, 2006; Hord & Roussin, 2013; Prochaska & DiClemente, 1983) or the
organization (Fullan, 2013; Kotter, 1996; Lewin, 1947; Lippitt, Watson, & Westley,
1958), without recognition that these entities are inextricably linked and interdependent
within any change process. Although some efforts have been made to describe the
interconnectedness of the individual to the organization during times of change (Creasey
et al., 2018; Fullan, 2006; Sykes, O’Day, & Ford, 2009), the breadth of the examination
of this relationship has not been adequately addressed in the literature. As Daly (2018)
suggests:
Educational institutions . . . have not viewed themselves either as organizations or
individuals or as part of a larger interdependent and interconnected system or
network. This failure to recognize and embrace the idea that decisions, actions,
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and inactions are mutually influential and consequential has perhaps inhibited the
collective ability to address pressing issues that have for far too long plagued
educational organizations across the globe. (p. 151)
Fullan (2006) challenges the stance presented in models that focus solely on the
individual or the organization and argues that “any strategy of change must
simultaneously focus on changing individuals and the culture or system within which
they work” (p. 7). Even Foucault (1976) has touched on the labyrinth of interdependence
in his analysis of power, reflecting similarities to networks simultaneously involved in
change efforts:
Power must be analyzed as something which circulates, or rather as something
that only functions in the form of a chain. It is never localised here or there, never
in anybody’s hands, never appropriated as a commodity or piece of wealth. Power
is exercised through a net-like organization. (p. 98)
In their study on district improvement, Johnson, Marietta, Higgins, Mapp, and Grossman
(2015) describe the key role of “intermediaries” (p. 67) and how those linking the
individuals (e.g., teachers) to the larger education system or organization play a critical
role in improvement. This echoes Mourshed et al. (2010) in their description of the
influence of the “middle layer” (p. 44) in the highest performing school systems.
It is clear that a deeper immersion in the layers connecting the individual with the
organization is a needed area of research. This is further supported by Daly (2018)
There remains a need for basic mixed-methods empirical work in the field that
explores . . . key attributes of individuals and relates those attributes to how
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individuals interact . . . to capture the interdependence and nuanced interactions
that occur both horizontally and vertically in a system. (p. 157)
These statements from recent research highlight the significance of studying the
layers between the individual and the leadership of an organization and the
interdependence of such relationships. Examining multiple actors in an interconnected
system through a change theory lens will offer the field insight into an area that has been
largely overlooked. The systemic improvement efforts being targeted through the 10Year Education Plan provide a fitting landscape in which to explore these ideas. A
conceptual model of what is being examined is depicted below in Figure 1.
Figure 1. Conceptual Model of Interdependent Relationships in Organizational
Change

Individual:
The
classroom
teacher

The
mediating
layers
influencing
change
efforts

Organization:
The school
system
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Chapter 2: Literature Review
This chapter includes a review of change theories that have evolved over the
course of several decades, from the 1940s to our present understanding of change. Many
of these theories link to a specific model, or conceptual framework, intended to guide
individuals or organizations through systemic change. Descriptions of change theories
from a variety of disciplines are explored, and common theoretical threads across a
number of fields are examined. In my examination of the relationships between the
individuals in the system, it became evident that this was an area of significance to
explore.
The change theories reviewed suggest a number of ways in which individuals and
organizations can best be prepared to acknowledge and embrace change. The complexity
of change is well documented by many researchers (Berman & McLaughlin, 1977;
Fullan, 2006, 2009, 2013, 2016; Hiatt, 2006; Hiatt & Creasey, 2012; Hord & Roussin,
2013; Kotter, 1996, 2002, 2014; Lewin, 1947; Lippitt et al., 1958; Prochaska &
DiClemente, 1983) who report the challenge of implementing widespread systemic
reform and the often turbulent pathways to achieving successful and sustainable change.
Hargreaves and Shirley (2012) assert that all reforms have theories of change.
These theories may be described explicitly, while others may not tie with any specificity
to known change research. However, “all theories of change are . . . premised on
assumptions or beliefs about how people change as individuals and how to bring about
change altogether” (p. 5).
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Early Change Theory Research
In reviewing early thinkers in this field, there are a number of researchers that
stand out as significant contributors to our understanding of change. Theories of change
traverse several disciplines, including psychology, health, business, and education.
Although these early theories may have unique nuances, there are many similarities in the
core elements of thinking across fields (Berman & McLaughlin, 1977; Lewin, 1947;
Lippitt et al., 1958; Prochaska & DiClemente, 1983). By no means is this list of
references exhaustive; the research highlighted in this review is for the intention of
exploring key change research that has influenced contemporary change theories. These
models have provided a foundation for the growing research within, and outside of, the
field of education. Therefore, a number of models are explored, with greater emphasis
given to the research related to educational change.
Kurt Lewin, a psychologist, is considered the forefather of change. His published
work in 1947 captures principles in managing change that are still present within many
modern models. He posits that there needs to be a change in mindset of those involved in
the change and a dismantling of existing structures that perpetuate the status quo. The
emphasis of Lewin’s theory is the necessity to disrupt the norm and includes three stages:
unfreeze, change, and freeze. The unfreeze stage describes the need for challenging the
status quo and driving behavioural change of the group or organization. This is followed
by the actual change that is necessary to achieve the desired state. Finally, when the
desired state is reached, organizations are expected to freeze the newly acquired
behaviours so that they are reinforced and sustained. Although there is some description
of the individual’s behaviours along the way, this model focusses largely on the system,
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or organization, and highlights the reinforcement needed at each stage to realize the
benefits of the change.
Lippitt et al. (1958), also from the field of psychology, built on Lewin’s (1947)
work, but approached change through a different perspective. The focus of their work is
not on stages of change that groups go through, but on a functional model for leaders or
change agents to follow. Their model of organizational change includes diagnosing a
problem, thinking about the motivation for change, and then developing action plans to
communicate and reinforce the change. From the field of education, Gross (1977) offered
a similar focus as that of Lippitt et al. (1958) by researching leadership behaviours and
processes that need to be in place to enact successful change. In examining a number of
case study findings capturing improvements in school reform, he found that, despite
“billions of dollars appropriated . . . to promote equality of educational opportunity and to
facilitate educational reforms in recent years . . . the benefits from these change efforts
. . . have generally been disappointing” (p. 71). In describing recommendations to support
more successful reform, Gross spoke specifically to a number of areas highlighted in the
model described by Lippitt et al. (1958), including a failure to diagnose a problem, a
failure to anticipate or resolve implementation issues, ad hoc or inconsistent approaches
to educational innovations, and an absence of leadership¾ the cornerstone of their
model.
Although Gross (1977) did not formulate his reflections on educational change
into a stages model, there were others within the same timeframe consolidating thinking
into a similar approach to Lewin (1947). Berman and McLaughlin (1977) were tasked in
the 1970s with reviewing the effectiveness of federal programs intended to support
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educational change. The research of Berman and McLaughlin reflects a stages model for
change. After analysis of a number of initiatives, the team identified three key stages in
their research on implementing change: support, implementation, and incorporation. The
support stage is the beginning phase of introducing a change initiative, depending on
whether there is considerable buy-in or motivation for the impacted individuals to adopt
new practices. As Berman and McLaughlin assert, “decision makers . . . have to consider
the expected response of important interest groups, the amount of disruptions or change
implied for the school organization, as well as the short- and long-term benefits to the
district” (p. 17). The allocation of adequate resources was also seen as a key component
of the support stage in this model of change. It was understood that, without a strong
sense of united agreement from the individuals involved, even the most promising
innovation for change would fail.
For stage 2, implementation, Berman and McLaughlin (1977) noted that project
plans would be introduced to the groups involved, tested, and revised if necessary. These
actions were described as adaptation (p. 17), where adjustments to the initial plan would
result. Factors considered as having an impact on implementation include prior planning
and testing, specificity of goals, allocation of resources, and staff development. Berman
and McLaughlin attribute the variation of institutional response during implementation to
“mutation phenomena” (p. 10) that describe how the same innovation may be realized in
diverse ways depending on the school culture or established processes and programs in a
school. Gross (1977) highlights this same idea in his research when addressing key
reasons for failure as “the lack of attention given to ways in which an innovation can
conflict with other aspects of the school program or its routine processes” (p. 77).
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The final stage described in Berman and McLaughlin’s (1977) model is
incorporation, in which the elements of the innovation or program are intended to become
part of the ongoing routines of the organization and no longer considered a special
project. As described through adaptation, the authors note, “The project as realized in the
final stage is likely to be different from its initial conception” (p. 17). They also explain
that although new behaviours are intended to be stable in this stage, there must be
ongoing reflection on the “reallocation of personnel, redistribution of resources and
redesign of the curriculum” (p. 17).
In the earliest stages of educational change research, case study methodology was
the predominant form of evaluating educational reform. Reynolds’s (1972) case,
highlighting the problems of implementing organizational change in an elementary
school, is one such example which reflects a number of the findings of the early change
research. Reynolds studied the implementation of a new fine arts program to be planned
and delivered by all subject area teachers, both arts specialists and non-arts specialists. To
support this work, the district introduced a new instructional model where all teachers
would work in teams and have a “team leader” who would have expertise in the area and
provide guidance to their team of five teachers. This was a considerable organizational
change, and Reynolds observed that the lack of anticipation for potential barriers to this
approach was not considered ahead of implementation. This relates directly to Gross’s
(1977) observations on change and why it failed in the case studies he examined. Despite
the many challenges reported by Reynolds, two objectives of the program went well. Inservice training was offered to teachers and there was an immediate increase in the
quantity and quality of arts instruction. What proved to generate the most resistance to
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change was the expectation for cooperative planning, coordination of instruction, and the
development and implementation of new curriculum.
Reynolds (1972) found several areas that impeded the potential for change,
including poor communication among individuals impacted by the change and competing
priorities. The two factors found to be the most significant were the change in the
authority structure with the introduction of a team leader and the teachers’ perceptions of
a loss of their autonomy due to the expectations for common decision-making and
instructional planning to support the new program’s implementation. Teachers could not
come to consensus on these key areas and therefore the initiative did not proceed. It
would appear that the models discussed previously do not define explicitly the impact
and key role individual actions play on organizational change.
One model that specifically addresses individual behaviours in change comes
from the field of health. Prochaska and DiClemente’s (1983) theory of change focuses
solely on the individual and the iterative process of resisting and gradually accepting
change. Originally developed to help patients make necessary changes to sustain their
health and longevity, the model describes stages that individuals go through for finally
making and sustaining change. The stages described in the model are pre-contemplation,
contemplation, preparation, action, and maintenance. What is unique to this model is the
acknowledgment that moving through these phases is not a linear process and that
motivation and choice come into play prominently. The notion that individuals struggle
with the commitment to change and may suffer from relapses is a predominant element
captured in this theory. Although Berman and McLaughlin (1977) refer to pre-adoptive
behaviour, which may be considered comparable to Prochaska and DiClemente’s pre-
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contemplation stage, this reference is not contained within their three-stage model and is
described as “the behaviour of schools before a decision to adopt is made” (p. 6). This
focus on the organizational behaviour (i.e., within the schools) again speaks to the lack of
attention to the impact of the individual’s actions, which appears to be somewhat of a gap
in many of the earlier change models.
Contemporary Thinkers in the Field of Change
The work of current thinkers in change research is influenced by, and in some
ways, reflects a more sophisticated re-packaging of what has been developed in earlier
models. Although there are many leaders in the field of change, this section examines the
research and models of those whose work has been applied, or at least referenced, in the
world of education: John Kotter and his Leading Change Model (Kotter, 1996, 2002,
2014), Michael Fullan and his Change Theories work (Fullan, 2006, 2013; Fullan &
Quinn, 2016), Hord and Roussin’s (2013) Concern-Based Adoption Model, and Prosci’s
Awareness, Desire, Knowledge, Ability, and Reinforcement (ADKAR) model (Hiatt,
2006).
Although Kotter’s Leading Change Model originated from a business perspective,
it has direct links with New Brunswick. In 2011, leadership in the New Brunswick
government chose to adopt Kotter’s Leading Change Model with the intention of all
government departments applying the model’s strategies when introducing change.
Although a revision in Kotter’s steps was introduced in 2014 (Kotter, 2014), New
Brunswick elected to stay with the original model, originating in 1996. There are
similarities in both models about building a sense of urgency, creating a guiding team,
and creating quick wins to build momentum for sustaining change. The biggest variation
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is the stronger emphasis in Kotter’s later model of enlisting large groups of individuals
impacted by change to co-construct a new vision and implementation process, and
recognize the relentless drive needed to accelerate change. Kotter’s model is similar to
the work of Lippitt et al. (1958), as it focuses more on the leadership actions necessary to
lead change, and also reflects the stage-based models of Lewin (1947) and Berman and
McLaughlin (1977).
Kotter’s (1996) stages are categorized into three areas:
1. Creating a climate for change
a. Create a sense of urgency
b. Pull together the guiding team
c. Develop the change vision and strategy
2. Engaging and enabling the organization
d. Communicate for buy-in and understanding
e. Empower others to act
f. Communicate short-term wins
3. Implementing and sustaining change.
g. Don’t let up
h. Create a new culture
These three stages relate closely to Lewin’s (1947) model of unfreeze, change, and
freeze, but provide more detail in terms of steps within each of the three stages.
Although they are largely presented as a linear process, in the more detailed description
of the model, Kotter encourages the re-visiting of stages and steps if there are gaps or
deficiencies in any aspects of the approach to change.
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Although Kotter’s theory is designed more as an organizational change approach,
in The Heart of Change, Kotter (2002) concludes that, “based on extensive research . . .
people are less likely to change themselves and others based on data and analysis than on
compelling experiences” (p. 140). This recognition and expansion of understanding of the
individual within the organization reflects a similar evolution in theories of change.
Specific to education, there is one individual synonymous with the study of the
change process. Michael Fullan’s work has been at the forefront in education reform
movements and improvement strategies (Fullan, 1994, 2001, 2006, 2009, 2013; Fullan &
Pomfret, 1977; Fullan & Quinn, 2016; Fullan, Stiegelbauer, & Stiegelbauer, 1991). He
has written extensively on change and continues to advocate an explicit understanding of
theories of change in order to improve school systems successfully. One of Fullan’s
(1991) earliest contributions to change research described another three-stage model of
change: initiation, implementation, and institutionalisation. Fullan (1991) elaborates on
the stages and their implications for various groups:
In the early phases of a school improvement effort, the process of initiation,
implementation and institutionalisation will be going on on at least two levels.
The first is at the classroom level - putting into practice a change in curriculum
and instruction. At the level of the school, the cycle of initiation, implementation
and institutionalization is concerned with capacity building – the process of
learning how to change. (p. 2)
As his research in the field of change continued, Fullan moved away from an
explicit focus on a three-stage model and began focussing on conditions, or theories of
change. Fullan (2006) challenges the stance presented in earlier models that focus solely
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on the organization: “Any strategy of change must simultaneously focus on changing
individuals and the culture or system within which they work” (p. 7). Fullan’s more
recent Change Theory (Fullan, 2006) captures “core premises that underpin change
knowledge” (p. 8) and includes:
1. A focus on motivation: If one’s theory of action does not motivate people to put in the
effort that is necessary to get results, improvement is not possible.
2. Capacity building with a focus on results: Focus on collective effectiveness of a
group to raise the bar and close the gap.
3. Learning in context: Learn to apply the change in the setting where the change will
take place.
4. Changing context: The local change should influence change in the larger context.
Support alignment of the bigger system change with the immediate change.
5. A bias for self-reflection: People learn best by doing, reflection, inquiry, evidence,
and more doing.
6. Tri-level engagement: This includes school and community, district, and the
province.
7. Persistence and flexibility in staying the course: Maintain flexibility while being
resilient to the pressures to change the focus away from the change.
These premises are not intended as a linear model for implementation, but more as
fundamental practices that need to contribute to one another for change to be successful.
In 2013, Fullan revisited the three-stage model in an evolved “three stances of
motion leadership” (p. 53) that describe three interlocking processes. The stages include
the change stance, the implementation stance, and the sustainability stance. Fullan
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describes this work as “build[ing] on work we have been doing in the past decade on
whole system reform—how to improve classrooms and schools on a system-wide basis”
(p. vii). Within the phases, he describes the actions of key leaders at each stage.
As Fullan speaks to whole-system reform, Hord and Roussin (2013), based on the
earlier work of Hall, Wallace and Dossett (1973), contemplate how individual concerns
impact the adoption of change. Their work on the Concerns-based Adoption Model
(CBAM) highlights a number of stages that individuals go through as they contemplate
whether they will indeed commit to the new behaviours and attitudes to realize the
change. The stages of concern reflect a gradual movement in perspective from Stage 0
(unconcerned) to Stage 6 (refocusing), where the individual is considering ways to build
on, or continually improve, the change. (See Table 1)
Table 1. Typical Stages and Expressions of Concern (Hord & Roussin, 2013, p. 90)
Category
Unrelated

Stage
Stage 0-Unconcerned
Stage 1-Informational

Self
Stage 2-Personal
Task

Stage 3-Management
Stage 4-Consequence

Impact

Stage 5-Collaboration

Stage 6-Refocusing
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Expression of Concern
I am not concerned about it
I would like to know more
about it
How will using it affect
me?
I seem to be spending all of
my time getting materials
ready.
How is my use affecting
clients?
I am concerned about
relating what I am doing
with what my co-workers
are doing.
I have some ideas about
something that would work
even better.

One can draw similarities between this model and the thinking captured in
Prochaska and DiClemente’s (1983) description of the “contemplation” stage. Both
models attempt to highlight the hidden thought and decision-making processes that
individuals engage in when deciding whether they will actually embrace change. Hord
and Roussin (2013) suggest that individuals have to change before the school can change
and recognize that “each person will have his or her own concerns around a change and
can be at a different stage of readiness for adopting an innovation” (p. 3).
Like CBAM, the ADKAR model developed and described by Hiatt (2006) is a
theory of change that focuses on the state of mind of individuals and their readiness for
change. ADKAR was developed with oversight from Prosci, an organization which trains
and certifies individuals as change management professionals. According to Hiatt:
I have observed that the root cause of failure is not simply inadequate
communications or poor training. Success is not to be found in excellent project
management alone, or even the best vision or solution to a problem . . . successful
change, at its core, is rooted in something simpler: how to facilitate change with
one person. (p. 1)
ADKAR is described as a model for change in business, government, and community. A
number of New Brunswick civil servants have participated in ADKAR training, including
those working in EECD. Tools recently developed centrally to support literacy and
numeracy practices have incorporated the ADKAR model to varying degrees, although
widespread training in the concept has not been offered to educators.
The underlying concept behind ADKAR is that individuals resist change for
different reasons. So, for those who resist because they lack awareness of why there is a
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need for change, providing them extensive training on a new topic (the knowledge phase)
will not drive the individual to implementation. If an individual is aware of the need for
change and has a desire to make that change, then providing training or development is
appropriate and is more likely to have an impact. It is the diagnosis, based on observation
or self-analysis, or both, of an individual’s current state in relation to change that impacts
the approach and potential outcome of any intervention.
In addition to these models of change, another key area shown to have impact on
successful change implementation is organizational trust. This relates to employees’ faith
that the right decisions will be made to strengthen the organization and that the
employees will be considered when these decisions are being made (Galford & Drapeau,
2003). Gray and Summers (2016) found that for employees within an organization to
collaborate there must be a high degree of trust across the system, while Bryk and
Schneider (2012) argue that organizational trust in school systems enables educators to
commit to changes in their schools to positively impact achievement. Johnson et al.
(2015) also found that school systems with higher levels of trust among employees were
more likely to engage on collaborative efforts to improve school outcomes. Additional
references to trust are explored later in this chapter.
In examining the decades of research in change theory, it is clear that a diverse
field of researchers have found a need to foster continued growth in understanding how
best to cope with, and facilitate change, in ourselves and those around us. From the linear
stage models beginning in the 1940s to the evolved models of cyclical stages that are
recursive, understanding continues to broaden. What emerges in the latter research is
increased attention to the individual as the key to organizational or systemic change.
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When examining educational reform, this cannot be realized fully without an intentional
two-fold approach to considering the individual and the organization in transformation.
As stated earlier, the intermediaries that link the individual with the organization present
an intriguing aspect within this research.
Overall, these contemporary models and concepts represent a more detailed and
flexible representation of change conditions and supportive behaviours. The latter
researchers clearly explain that, although their thinking may be represented in a model,
they recognize that change is dynamic and that thoughts and behaviours may not fit
neatly into pre-determined categories.
Emerging Ideas in Change Theory: Accelerated Change
As discussed in Chapter 1, New Brunswick is faced with a demanding agenda for
rapid improvement in its education system. The notion of accelerated change has been
addressed in the literature, and a specific exploration of this concept is relevant based on
the expectations for change in New Brunswick education. There are a number of
researchers examining factors linked to rapid change as demands for reform continue to
intensify (Ackerman Anderson & Anderson, 2010; Dudar et al., 2017; Figal, 2013;
Fullan, 2009; Hiatt & Creasey, 2006; Hord & Roussin, 2013; Kotter, 1996, 2002; 2014;
Leithwood & Sun, 2012; Levin, 2012; Olivier, 2015).
Dudar et al. (2017) examined the dynamics of educational change to determine
whether sustainable change can be achieved more quickly than the often cited three-tofive-year window (Blood & Thorsborne, 2005; Olivier, 2015; Poston, 2010). Dudar and
colleagues discovered that not only is it possible, but also that “fast-paced changes can be
successful and effective even when the changes are complex and difficult” (p. 109). With
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an emerging norm that “leaders in contemporary schools are expected to make changes,
and in many cases, significant change in much shorter timeframes than their
predecessors” (p. 113), it is important to be aware of particular actions and behaviours
that support a rapid change to improved practice.
Through the examination of the above research, key areas shown to accelerate
change include (a) articulating a clear vision for change, (b) high-level sponsorship,
(c) involvement of stakeholders, (d) pre-planning and communication, and (e) leadership.
Each of these is discussed next.
Articulating a Clear Vision for Change
Kotter (2002) speaks to the need for a clear and “compelling vision to direct the
effort” (p. vi). Without a well-defined vision, it is difficult for others to discern what
direction the change will take them or their organization. If changes are bold ones, which
are often required of educational change plans, these bold actions present challenges, as
those impacted “can’t figure out what to do because it’s different than anything they’ve
done before” (p. 73). As such, any sense of confusion or misdirection will slow down the
change.
In Ontario’s 2003 school reform efforts, observers noted that the vison for that
particular change initiative was made highly explicit to all stakeholders (Levin, 2012).
The three key goals (improved literacy and numeracy achievement, higher graduation
rates, and building confidence in public education) were communicated widely, and when
educators were asked the vision for education in Ontario, they could speak clearly to the
goals and understood the path they were taking to address them.

28

In terms of support for rapid change, Dudar and colleagues (2017) delve deeper
into how vision can contribute to rapid change. Not only is a clearly articulated vision
needed, but it also includes “inviting input in order to co-create the vision into one that
will work in the school, accommodating the specifics of the staff, students, and school
environment and community” (p. 116). Furthermore, they describe “a rapid change vision
. . . fueled by a leader’s energy and passion to create improvements” (p. 123) as necessary
to move the change process along more quickly.
High-Level Sponsorship for Change
One of the conditions for rapid change described by Dudar et al. (2017) is the
necessity for credible individuals to endorse publicly, or sponsor, the change initiative
through maintaining visibility and interest throughout the implementation process. They
describe how “key individuals at the beginning tend to engender more immediate buy-in
to the change agenda” (p. 128). This links to the role of the Executive Sponsor, described
by Hiatt and Creasey (2012) as a high-ranking individual who exerts considerable
influence over the successful execution of change efforts. The Executive Sponsor must
remain visibly engaged throughout the project in order to maintain the momentum and
leadership required to sustain the change efforts. Not having an active and visible
Executive Sponsor is seen as one of the key factors in project failure when attempting to
implement change (Creasey et al., 2018; Hiatt & Creasey, 2012).
Olivier (2015) recounts his experience as a new vice-chancellor at a university
and how his active leadership and support for significant change efforts over an 18-month
period resulted in “change [that] has been constant, rapid and indeed profound, affecting
everyone connected to the organization” (p. 1). Alberta’s Minister of Education from
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2012-2014, Jeff Johnson, was also a highly engaged and public supporter of the High
School Flexibility Enhancement Pilot Project (HSFEPP) in Alberta, and often spoke
publicly about the project, including a teleconference in which he “expressed the positive
impact that the work of the schools participating in the HSFEPP has had on the province”
(Figal, 2013, p. 2).
Early Involvement of Many Stakeholders
Building on the need for a high-level advocate for a change, engaging a diverse
team of stakeholders in the process has also been linked to engendering a more rapid rate
in change effort implementation. Kotter (2002) describes “helping pull together the right
group of people with the right characteristics and sufficient power to drive the change
effort” (p. iv) as a necessary element in effective change. Similarly, Olivier (2015)
speaks of the many successful changes made in a short period of time at his university as
he “engaged virtually the entire university community in the discussion” (p. 2) and did so
early in the change effort. Ackerman Anderson and Anderson (2010) describe “change
accelerators” (p. 312) that reflect Kotter’s and Olivier’s assertions about engaging others.
They encourage those seeking to bring about significant change to “build and sustain
commitment and alignment early among all change leaders . . . and a critical mass . . .
through organization-wide engagement, including large group working sessions” (p.
312).
Dudar et al. (2017) refer to establishing a “task force” (p. 125) of “stakeholders to
work with . . . in support of the change where the change has an impact or implication for
the community or segments of the community” (p. 114). The task force members assist in
several leadership activities, including professional development, and considering factors
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for sustainability. A specific example of engaging broader groups of individuals includes
Ontario’s actions to engage key partners in their efforts, including the Aboriginal
community and tutors from Frontier College to support literacy learning (Levin, 2012).
Intentional Pre-Planning and Communication
Ackerman Anderson and Anderson (2010) suggest that those who wish to
accelerate change “design a change strategy and streamlined process plan that maximizes
parallel and concurrent action” (p. 312). This includes the creation of change agendas that
articulate clear comparisons between current circumstances and vision for the future.
They also advocate for dedicated attention to strong and open communication avenues
throughout the implementation process and fostering strong and sustained stakeholder
engagement.
Dudar et al. (2017) explicitly describe additional planning actions that contribute
to faster change adoption. In their description of engaging the rapid change process, they
write:
Pre-planning tasks include the creation of agenda and schedules, arrangement of
professional development activities, collection of data and reports, the
development of a plan for school-based research that can inform change efforts,
identification of necessary infrastructure and resource requirements, creation of a
communication plan . . . to avoid false starts and wrong directions. (p. 124)
They qualify this extensive list with a recommendation to prioritize communication as
one of the most critical elements. Further to this, they posit that the change plan can
create a greater sense of credibility, as it “is perceived by participants as concrete proof of
the leaders’ commitment and organizational skills to lead the change” (p. 129).
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Hord and Roussin (2013) describe the process of planning for change to facilitate
the crossing of what they refer to as the implementation bridge (p. 20). In applying the
CBAM model (Hall, 1973), they explain that individuals directly impacted by change are
responsible for defining their own pathway for transition. As discussed earlier in this
chapter, the CBAM model reflects a stages approach to change with each stage reflecting
various levels of concerns experienced by the individual impacted by the change. This
echoes Hiatt and Creasey’s (2012) work in developing change roadmaps, where the
project status and trajectory are created with key stakeholders and communicated in a
visual format so all can see the current status of the change and where it is going.
Leadership
The most pervasive element described in the research on rapid change is the role
that leadership plays. In their research on transformational leadership, Leithwood and
Sun (2012) describe leadership practices as “the greatest influence on both teacher
commitment and teacher’s job satisfaction . . . and developing a shared vision” (p. 405).
Webber, Scott, Aitken, Lupart, and Scott (2013) assert that “literature has long advocated
that leaders act as change agents” (p. 249), which was corroborated in their research on
improved assessment practices.
This strong sense of the role of leadership is clear in the acceleration strategies
described by Ackerman and Ackerman Anderson (2010) when they discuss the need for
“relevant and personal transformation opportunities for leaders” (p. 312) as essential for
accelerating change. This echoes the voices of those who have written about the reform
efforts in Ontario as they recognized the roles they played in the transformation and were

32

inspired by the leadership’s commitment to continuing the focus on the core three goals,
even to this day (Levin, 2012).
Dudar et al. (2017) refer the most to how leaders impact the speed of change.
Their description includes leaders who “engage in self-reflection on their own capacities
to support the change . . . which promotes leaders’ self-efficacy in promoting the change”
(p. 116). Further of their research findings indicate that “leaders who hold a strong
commitment and dedication to their profession are more likely to be successful change
agents . . . and more likely to experience success if they have previous change
experience” (p. 120). The strongest statement in their work is that “experienced and
efficacious leader change agents are acutely aware that rapid change is frequently a
requirement and are not fearful of the change process, rather they approach the change as
an opportunity to support and lead others” (p. 120).
Social Capital
Building on the notion of intermediaries referenced earlier (Johnson et al., 2015),
the concept of social capital emerged as an area of resonance during the data collection
and analysis phase, therefore necessitating its inclusion in this review. Social capital may
be defined as “the focus on the nature and strength of relationships and the
communication flows in which individuals and organizations are embedded” (Leana &
Pil, 2006).
Pierre Bourdieu (1986) and James Coleman (1988) were two of the earliest
researchers and theorists writing about and generating interest in social capital. Bourdieu
defined social capital as “the aggregate of actual or potential resources linked to a
possession of a durable network of essentially institutionalized relationships of mutual
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acquaintance and recognition” (Dika & Singh, 2002, p. 33). He explored the notion that
individuals’ social capital depends on the number of networks they leverage and what
degree of knowledge and influence those in their network possess (Bourdieu, 1986). This
thinking was furthered developed by Nahapiet and Ghoshal (1998), who asserted that
“two actors may occupy equivalent positions in similar network configurations, but if
their personal and emotional attachments to other network members differ, their actions
are also likely to differ in important aspects” (p. 244). An interesting aspect of Bourdieu’s
research, from Lin’s (1999) perspective, was his supposition that those in positions of
power, or dominance, leverage social capital in order to “maintain and reproduce group
solidarity and preserve the group’s dominant position” (p.34).
Coleman (1988) wrote about social capital encompassing two key areas: some
aspect of social structures, and the facilitation of actions among actors within the
structure. He saw one’s involvement in a social structure as a means to leverage others’
skills and knowledge and attain goals. Important contributions from his work are his
observation of the information channels needed to enact action, and hierarchal structures
and influence, both critical in the understanding of the findings of this study. Coleman
understood the importance of information being shared among individuals and that one’s
connection to others may impact their access to information. He recognized the
imbalance of power with some who possess greater influence (he refers to this as credit
slips) who can enforce the actions of others under their direction. With his concept of
“closure” (p. 105) in social networks, he draws attention to individuals who have
influence over others within a network, but do not directly interact with those individuals.
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He posits that this can lead to an unchecked expectation of action, without opportunity
for input or recourse from those directly affected.
Social capital and networks in education systems have been explored by a number
of researchers in search of their impact on school improvement and increased student
achievement (Bryk & Schneider, 2002; Daly & Finnigan, 2010; Daly, Moolenaar, Liou,
Tuytens, & Del Fresno, 2015; Finnigan & Daly, 2017; Hargreaves & Fullan, 2012;
Leana, 2011; Leana & Pil, 2006). Bryk and Schneider (2002) introduced the notion of
relational trust as an influential factor in school reform in Chicago and suggested that
“social relationships at work in school communities comprise a fundamental feature of
their operations. The nature of these social exchanges and the local cultural features that
shape them, condition a school’s capacity to improve” (p. 5). Their hypothesis was that
strong social ties built on trust among teachers and between teachers and the wider
community would lead to improved schools. Upon administering a survey evaluating
levels of trust and comparing outcomes of schools’ achievement on reading and
mathematics, they found a correlation between schools showing academic gains and
higher trust within the network of actors.
Andy Hargreaves and Michael Fullan, both prolific writers in the field of
educational change, recognized the connection between social capital, change, and
improved educational outcomes. In their book Professional Capital (Hargreaves &
Fullan, 2012), they posit that “social capital increases your knowledge—it gives you
access to other people’s human capital. It expands your networks of influence and
opportunity” (p. 90). Their book makes reference to the work on relational trust explored
by Bryk and Schneider and also includes research findings from researchers and business
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professors Leana and Pil (2006), who found increased social capital resulted in higher
academic performance in an urban school district in the United States. In their study of 88
urban public schools, Leana and Pil wrote of the changing nature of teachers’ work
becoming more focused on collective efforts to improve their schools as a whole, rather
than work individually in their classrooms in a more autonomous approach. They
examined internal (within the school) and external (from the school to community) social
capital and compared achievement with these results. They found “both internal and
external social capital are significantly correlated with student achievement test scores in
math and reading” (p. 360). The impact they noted in their findings were substantial—9%
variance in math scores and an 18% variance in reading scores. Of interest in their
findings is that “both forms of social capital are also significant predictors of instructional
quality” (p. 361).
Daly and Finnigan’s (2009) research makes a direct link to educational change,
with an explicit connection to social networks as the area of investigation:
Successful reform efforts . . . may require a shift in the way that change strategies
are conceptualized and enacted within a school district. This shift entails a move
from a singular focus on individualized segments of the organization to engaging
the entire system in a network of connections. (p. 114)
Their work specifically focused on the impact of social interactions in a school district
embarking on a substantial change effort. This initiative was a result of the district in
question being identified as “in need of improvement” as per the No Child Left Behind
(2002) standards. The research focus was linked to the communication and knowledge
networks exhibited by educators in the district.
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Through surveys and interviews with educational leaders from school principals
to central office staff, Daly and Finnigan (2009) endeavored to understand the schoolcentral office relationship with consideration of how this may impact improvement
efforts. Their findings reveal more frequent interactions among leaders at central office
(30% frequent communication ties) and fewer among school principals (16%). The
interactions between the central office and principals were described as “one-way in
nature . . . typically with a request to produce some type of technical information to be
reported to the district office” (p. 124). Conclusions from the study caution the risk of
sparse ties between administrators as an impediment to the sharing of practices across the
district and potentially innovating to improve outcomes.
Summary
Examining the number of change theories that have evolved over the years has
shown that it is undeniable that leading thinkers continue to be challenged with how best
to support and succeed with change efforts. Even the earliest of models have some
enduring value in capturing initial aspects of the impact of change, and through
continued, more sophisticated research, the field continues to offer contributions for
leaders in education and other domains.
A recurring theme that emerged in many of the models is the focus on the
individual as critical when considering change efforts and how best to support one person
through change. When Hattie (2009) discusses the biggest impacts on student learning, he
sees the individual at the centre. In his extensive review of practices that most affect
student achievement, he found “the biggest effects on student learning occur when
teachers become learners of their own teaching” (p. 139). The organization, as
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highlighted in many models, also cannot be discounted in efforts. Through models that
highlight motivation and engagement in ownership, Elmore (2004) reminds us that it is
not through mandates that changes occur, but through “specific displacement of existing
norms, structures, and processes by others” (p. 11). Changing culture is another aspect of
change that can present a unified resistance. This resistance can be difficult to overcome
and serve as a barrier to generating enthusiasm for a new approach.
The idea of rapid change provides a suitable landscape to explore the actions and
outcomes of the change efforts related to the New Brunswick 10-Year Education Plan,
particularly from the various levels of educational leaders who are participants. Dudar et
al. (2017) describe the lack of pragmatic support for leaders during times of change and
suggest, “It is useful to explore leadership theories that relate to leading change as these
can provide guidance about the leader as a change agent” (p. 29). Finally, the concept of
social capital is relevant to this research as it relates to the chain of individuals involved
in the literacy improvement effort in New Brunswick and participating in this research.
Leana and Pil (2006) stress “the importance of examining both internal and external
social capital as drivers of performance across a large number of organizations” (p. 364).
These varied theories provide a comprehensive theoretical framework for
engaging in the proposed research. In the discussion section of this dissertation (Chapter
5), the research included in this review will be revisited in the analysis of the themes that
emerged through the case under study. These findings will provide new insight into the
change process and are intended to help all levels of educators in establishing effective
conditions for executing educational change.
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Chapter 3: Research Design, Methodology, and Methods
This chapter highlights the overall research design, including the theoretical
framework, methodology, participants, data collection and analysis. Case study
methodology is explored as a means to examine the implementation of New Brunswick’s
10-Year Education Plan related to the impact of literacy changes at the Grade 2 level.
The rationale for case study methodology includes an analysis of the strengths and
limitations of case study research and how this approach best fits with the proposed
research questions. This is followed by a description of the participants and research
setting to expand readers’ understanding of the specific roles participants hold and the
context within which they work. A discussion of reflexivity, reliability, and reciprocity
comes next, with the final section addressing the data collection and analysis process.
Theoretical Framework
In Chapter 1, change theory (Fullan, 2006, 2009, 2013, 2016; Fullan & Quinn,
2016; Hiatt, 2006; Hiatt & Creasey, 2012; Hord & Roussin, 2013; Kotter, 1996, 2002,
2015) was introduced as the theoretical framework in which this case will be examined.
The literature reviewed in Chapter 2 provides an overview of the range of change theories
within a variety of disciplines and revealed three common stages that appear in a number
of change theories: planning and preparation, implementation, and sustaining change.
In Chapter 2, the gaps among change theories were exposed, with a revelation that
most tend to focus on the individual (Hiatt, 2006; Hord & Roussin, 2013; Prochaska &
DiClemente, 1983) or the organization (Fullan, 2013; Kotter, 1996; Lewin, 1947; Lippitt
et al., 1958). Researchers (Creasey et al., 2018; Daly, 2018; Fullan, 2006; Sykes et al.,
2009) have identified the need for examining the interactions of those in the layers
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between the individual and the organization, providing an impetus to involve participants
at all levels of the New Brunswick education system in this research design. This
includes a range of individuals from the Grade 2 classroom teacher to the overall
implementation leader at the Department of Education and Early Childhood
Development. The social capital that these individuals hold within the layers also
provides a novel landscape to explore the findings. As highlighted in Chapter 2, social
capital has been shown to have a considerable impact on relational trust, interactions, and
overall effectiveness of organizations, including schools (Bryk & Schneider, 2002; Daly
et al., 2015; Daly & Finnigan, 2010; Finnigan & Daly, 2017; Hargreaves & Fullan, 2012;
Leana, 2011; Leana & Pil, 2006; ).
Other gaps in the change theory literature described in Chapter 2 include how
different roles and responsibilities may impact one’s response to change. Through a
business lens, Creasey et al. (2018) have documented how executives, middle
management, and employees report different needs during times of change. A
comparable analysis has not occurred in education, as research on the impact of change
has focussed predominantly on teachers or principals (Berman & McLaughlin, 1977;
Dudar et al., 2017; Figal, 2013; Friesen et al., 2015; Kromm, 2015; Montanari, 2014;
Reynolds, 1972). Therefore, the theoretical framework guiding this research is informed
by predominant stages in change theory and the gaps identified above.
Case Study Methodology
As an author of a previous case study on effective professional development
practices for educators (Bastin, 2004), I was immersed in the debate between qualitative
and quantitative research that flooded the field at that time. As distance from this era
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grows, the “old and antagonistic division between quantitative and qualitative is losing
ground” (Flyvbjerg, 2011, p. 313), which explains my lack of attention to debating
whether the case study I explore falls neatly into one or the other of these domains. As a
point of reference, there is some remaining debate on the placement of case study within
a particular realm, with leading researchers representing opposing viewpoints on the
qualitative/quantitative spectrum. Creswell and Poth (2018) position the case study as one
of five approaches to qualitative research, whereas Yin (2018) contends that “case study
research may be separate from qualitative research . . . where case studies may need to
follow their own customized research procedures” (p. 255). Stake (1995) speaks of his
limited interest in case studies that focus more on quantitative, detailed measurement,
while Flyvbjerg (2011) sees case studies as “problem-driven, and not methodology
driven” (p. 313) and “more often than not, a combination of qualitative and quantitative
methods will do the task best” (p. 313). Throughout this dissertation, my stance reflects
case study research as an in-depth exploration of a problem of practice and not positioned
as either qualitative or quantitative research.
My rationale for selecting case study methodology also reflects a personal and
professional desire to increase my understanding and expertise in the field of educational
change so that I can help to improve our education system. As my immersion in the
methodology literature deepened, I came across the work of Flyvbjerg (2006, 2011),
which speaks to the expertise effect in relation to the study of cases. Flyvbjerg (2011)
suggests that “it is only because of experience with cases that one can at all move from a
beginner to being an expert” (p. 303). Further to this statement, Flyvbjerg (2006)
observes:
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For researchers, the closeness of the case study to real-life situations and its
multiple wealth of details are important in two respects. First, it is important for
the development of a nuanced view of reality, including the view that human
behavior cannot be meaningfully understood as simply the rule- governed acts
found at the lowest levels of the learning process and in much theory. Second,
cases are important for researchers’ own learning processes in developing the
skills needed to do good research. If researchers wish to develop their own skills
to a high level, then concrete, context-dependent experience is just as central for
them as to professionals learning any other specific skills. (p. 223)
Flyvbjerg’s words inspired me to engage in this process both as learner and researcher
and be fully aware and empowered by the new knowledge I will gain from this
experience.
Another question I faced was whether I should express the outcomes of this
research through the introduction of a new model of change, or a new theory of change.
Although I have seen the generation of written theories in others’ research and see value
in these synthesized statements, when exploring the differences between these two
approaches, the idea of creating a model fit my research goals more clearly. In Nilsen
(2015) a model is described as a “deliberate simplification of a phenomenon . . . a model
is descriptive” (p. 3), whereas a theory is “explanatory . . . [and] provides a clear
explanation of how and why specific relationships lead to specific events” (p. 3). As my
intention in reporting this research is to represent the voices of teachers and other
educators in influencing change in the future, I need a message that will be accessible to a
large range of readers, and therefore a more straightforward representation of the
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outcomes will be more beneficial in serving this purpose. Also, in the spirit of Stake
(1995) and “naturalistic generalizations” (p. 85), the message I seek to convey with my
model will be more meaningful if readers are provided a description of the findings, yet
enabled to create their own explanation for how these outcomes came to be, based on
their interpretation of the emerging themes and their own experiences with successful or
unsuccessful experiences with change.
Definition of Case Study
How might we define the case study? Case study is a “research strategy which
focuses on understanding the dynamics present within single settings” (Eisenhardt, 1989,
p. 534), examines the “peculiarity and complexity” (Stake, 1995, p. xi) of a particular
context, and investigates “contemporary phenomenon, in-depth and within its real-world
context” (Yin, 2018, p. 15). Merriam (2001) describes case study as “a means of
investigating complex social units consisting of multiple variables of potential
importance” (p. 41).
Marshall and Rossman (1999) describe case studies as researchers attempting “to
arrive at a comprehensive understanding of the group under study by examining the
group’s members and their relation to one another” (p. 275). Another distinguishing
characteristic of the case study is that “the case identification is bounded, meaning that it
can be defined or described within certain parameters” (Creswell & Poth, 2018, p. 97),
with examples of boundaries including the location of the case and the timeframe of the
study. Flyvbjerg (2011) speaks to the extent of the history of case study as “much of what
we know about the empirical world has been produced in research, and many of the most
treasured classics in each discipline are case studies” (p. 302). Even with this strong
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endorsement for the methodology, there are strengths and limitations in its design, and
these must be acknowledged.
Strengths of Case Study Research
Commonly referenced strengths for case study research include the rich
information that evolves from an in-depth observation of real life in real time, the
flexibility in which the researcher can pursue answers to the research questions, and the
notion that conducting case study research is expertise building for researchers.
Observation in the field leads to a deeper understanding of the case under study.
Yin (2018) speaks to the strength in capturing present-day existence and experience
within the area of interest through “direct observation of the events being studied and
interviews of the persons who may be still involved in the events” (p. 12). Flyvbjerg
(2011) also references this positive sense of immediacy in the research as it “can close in
on real life situations and test views directly in relation to phenomena as they unfold in
practice” (p. 309). Creswell and Poth (2018) reference how this proximity and attention
to the here and now supports the development of “a detailed description of the case and
its setting” (p. 206), which leads to high-quality research being shared. Through this
intensive approach, “case studies comprise more detail, richness, completeness and
variance” (Flyvbjerg, 2011, p. 301) so that an in-depth picture and understanding may be
garnered for readers. Although the virtues of natural science are often cited as being
superior to that of researcher observation, one cannot argue that a deeper understanding
emerges as one views a matter from multiple and often unique viewpoints.
Another strength that emerges in case studies is the flexibility afforded in using a
variety of data collection methods to address the research question(s) (Marshall &
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Rossman, 1999; Merriam, 1988, 2001; Miller & Salkind, 2002; Sjoberg, Williams,
Vaughan, & Sjoberg, 1991; Yin, 1984, 2018). In case study methodology, the researcher
is encouraged to investigate through “detail, in-depth data collection involving multiple
sources of information” (Creswell & Poth, 2018, p. 96). This intensive approach to
understanding the object of study through multiple lenses supports researcher choice in
methods, but also reveals a broader scope of perspectives that may help to further
substantiate findings. Stake (1995) describes the “pallet [sic] of methods” (p. xi) afforded
to case study researchers to gather data, and Pearson, Albon, and Hubball (2015) extoll
that “the great benefits of case study methodology . . . is the flexibility offered in terms of
data collection methods” (p. 3). This provision for the researcher to examine an area of
interest through multiple outlooks “enables the researcher to gain a holistic view of a
certain phenomenon or series of events and can provide a round picture since many
sources of evidence were used” (Gummesson, 1991, p. 83).
With the numerous options for data sources, case studies can present consistency
among findings because information is gathered from, and cross-checked among,
multiple sources. Triangulation is a key strategy for ensuring research trustworthiness, or
validity. Stake (2006) describes triangulation as “an effort to assure that the right
information and interpretations have been obtained” (p. 33) in the research findings, and
by using multiple methods of data collection, one not only strengthens the overall
understanding of the research, but also strengthens the validity of the findings.
As mentioned earlier, a final strength taken into account in this study’s design is
one that emerges in Flyvbjerg’s (2016) work and resonates personally with me and my
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commitment to conducting this research. Flyvbjerg argues that the most meaningful
outcome from conducting case study research is the development of expert knowledge:
Common to all experts, however, is that they operate on the basis of intimate
knowledge of several thousand concrete cases in their areas of expertise. Contextdependent knowledge and experience are at the very heart of expert activity. Such
knowledge and expertise also lie at the center of the case study. (p. 222)
He elaborates on the notion of expertise-building by describing that “cases are important
for researchers’ own learning processes in developing the skills needed to do good
research” (p. 303) and that “predictive theories and universals cannot be found in the
study of human affairs” (p. 303). Flyvbjerg likens the predictive and context-independent
research, typically occurring in the natural sciences, as being “rule-governed” (p. 223)
and “found at the lowest level of the learning process” (p. 223). He further questions
whether predictive theory can be applied to social science and decries generalization as
“overvalued” (p. 305).
Flyvbjerg’s (2016) contention resonates with my thinking, as I also view research
as a two-fold outcome, one of which is the contribution to the field, as Merriam (2001)
suggests, case studies achieve through “offer[ing] insights and illuminat[ing] meanings
that expand readers’ experiences” (p. 41), secondly, the impact that engaging in this level
of detailed research has on the lead researcher. When I completed my master’s thesis, I
returned to my position as an educator with a wholly different view of learning. For me,
Flyvbjerg’s argument is completely aligned with my experience and that of others I know
who have conducted research.
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The strengths discussed in this section provide a strong rationale for why case
study is an advantageous approach to conducting research. Although these are strong
arguments in favour of the detail-rich findings, flexibility, multiplicity of methods, and
expert-building benefit that case study research promotes, the methodology also has
certain limitations.
Limitations of Case Study Research
In analyzing the literature on case study research, common limitations tend to
emerge. The inability to generalize research findings, the higher potential for researcher
bias, and the challenge of ethics are all cited as key areas of concern when selecting case
study as one’s research methodology.
The most pervasive limitation to case study research lies in “an apparent inability
to generalize from case studies” (Yin, 2018, p. 18). Generalization in research “involves
drawing broad references from particular observations . . . widely recognized as a quality
standard” (Polit & Tetano-Beck, 2010, p. 1451). Although Stake (2006) argues that “case
studies and multi-case studies are usually studies of particularization more than
generalization” (p. 8), there continues to be a quest for generalizability in research
findings. Ruddin (2006) challenges the oversimplification of the generalization debate
and suggests, “It is correct that the case study is a comprehensive examination of a single
example, but it is not true to say a case study cannot provide trustworthy information
about the broader class” (p. 799). He further argues that “we avoid the problem of trying
to generalize inductively from single cases by not confusing case inference with
statistical inference” (p. 800).
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As mentioned earlier, Stake (1995) introduced the concept of “naturalistic
generalizations” (p. 85), which put the reader as the central figure in generalizing the
findings of research based on their existing experiences and knowledge, whereas Yin
(2018) proposes an alternate mindset about case study research and generalization. He
advises that researchers should “avoid thinking in such confusing terms as the ‘sample of
cases’ or the ‘small sample size of cases’ as if single or multiple-case studies were
equivalent to respondents in a survey” (p. 40).
An interesting take on the discussion regarding generalizability is Flyvbjerg’s
(2011) example of how one case¾the case of Galileo’s rejection of Aristotle’s theory of
gravity that heavy objects fall faster¾provides proof that one critical case can make a
substantial contribution to research and knowledge. When Galileo used a feather and
piece of metal to demonstrate the folly in Aristotle’s claim, the new knowledge was
accepted and there was no need for additional samples or random trials as would be
expected by some standards for generalization today. From this, one could argue that
cases studied in any research can shed light on ministries and educators in comparable
settings and dealing with comparable issues and challenges.
Another case study research limitation is the belief that the methodology can lead
too easily to researcher bias in reporting findings. Diamond (1996) holds this negative
view of case study research as a “crippling drawback” (p. 4) because it does not “apply
scientific methods . . . for curbing one’s tendencies to stamp one’s pre-existing
interpretations on data they accumulate” (p. 4). Stake (1995) recognizes that “all research
depends on interpretation” (p. 41) and recognizes that in strictly quantitative designs
“there is an effort to limit the role of personal interpretation” (p. 41). Yin (2018) speaks
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to the liability of case study research in that “too many times a study researcher has been
sloppy, [or] has not followed systematic procedures” (p. 18) that may lead to
questionable findings. Building on this point, Pearson et al. (2015) speak to additional
limitations, including the “researcher’s subjectivity in field observations” (p. 4).
Although painstaking efforts can be taken for following a structured process when
conducting case study research (Creswell & Poth, 2018; Eisenhardt, 1989; Merriam,
1988, 2001; Pearson et al., 2015; Stake, 1995, 2006; Yin, 2018), there are, at times,
attempts to be more fluid with the process to avoid a judgment of pre-determined
findings. Stake (2006) speaks to the “many inexperienced case researchers, wanting to be
open-minded, [who] seek to avoid forcing the study to be about their own interest, [and]
begin observations without a plan” (p. 13). This lack of attention to a detailed plan can
lead to questionable findings that do not accurately reflect the data. It appears that a
balanced approach to planning and being open to emerging, contradicting findings may
help to address this purported flaw in case study research.
A final area of concern is the challenge of ethics in a case study design. Creswell
and Poth (2018) speak to the necessity of “conduct[ing] an ethical study” (p. 47) by
encouraging researchers to plan and anticipate the challenges or issues that may arise
during the research process so that investigators can be prepared to address them
ethically. To address the potential of participant withdrawal from the research, I invited
participants to review their transcript and remove any content they did not want included.
This gave participants a sense of power and influence in determining what they were
comfortable sharing. When I provided the transcripts to the participants, it was interesting
that the two principals and one teacher indicated concern related to the inclusion of filler
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words (e.g., uh, um). I assured them that the sections of their interviews including
repetitive wording or fillers had not been identified as part of the content to be included.
One other participant felt that the introductory content describing her experience may
have provided too much detail that could potentially reveal her identity. I confirmed that
the section describing her experience would not be included in the findings and she was
relieved and approved her inclusion within the research. By establishing this level of
comfort in what would be shared, I was addressing a potential challenge that may arise
throughout the process. Thankfully, all individuals approved the content of their
interviews. This attention to their protection and care upholds the expectations of ethical
research.
Yin (2018) states that case identities must be carefully considered through the
research and that at times “anonymity is necessary” (p. 236). Although absolute
anonymity could not be guaranteed, my diligence in ensuring confidentiality for all
participants with the exception of the two EECD representatives engendered a sense of
trust. One example of this was how carefully I selected and protected the identification of
the schools involved. Even though the current literacy coordinator assisted with the early
identification of potential schools at the request of the Superintendent, even she did not
know which two schools were ultimately chosen to participate in the research. I made
sure the principals and teachers knew that this was the case and that they would have very
little risk of being identified by anyone who read the research. This addressed the caution
that “if the case study includes data collection through interviews or other methods
involving people, it is essential that participants are treated with respect, dignity, and care
throughout” (Pearson et al. 2015, p. 3).
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A discussion of sensitivity when the researcher is personally involved in the area
of research is also addressed by Pearson et al. (2015), with a warning that “particular care
needs to be taken when investigating one’s own curriculum or pedagogical practice . . . as
dual roles and power dynamics are commonly at play” (p. 4). In the section on
reflexivity, the care that was taken in relation to my role in the subject of the research is
explored in further detail.
An argument against the ethics limitation is that the majority of research involves
people, and all forms of academic research must adhere to ethical considerations. This
research complied with the University of New Brunswick’s (UNB) (2011) University
Policy on Research Involving Humans. This policy describes the process in which
research much be undertaken by UNB researchers:
Research conducted by the faculty, staff and students of the University, and
research otherwise conducted under the auspices of the University, respects the
rights and assures the well-being of those persons agreeing to be research
participants, and that such research conforms to the Tri-Council Policy.
(s. 4.2.2.1)
Following the process outlined in this policy, including a submission for research review
to the Research Ethics Board (REB), ensures oversight is provided in the evaluation of
the ethics of this study.
Through this examination of the strengths and limitations of case study research, I
contend that study design positives outweigh the negatives and, most importantly, I have
confidence that this approach best addresses my research questions. As the data capture a
single school district’s effort to support change, a case study approach suited the
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parameters of this research and enabled a mix of qualitative and quantitative methods to
be applied to the particular case of educational change and implementation in New
Brunswick (Marshall & Rossman, 1999; Miller & Salkind, 2002; Sjoberg et al., 1991;
Yin, 1984, 2018). This methodology facilitated examining both the process and outcome
of an entire phenomenon through complete observation, reconstruction and analysis of
the case under investigation (Tellis, 1997).
Research Setting and Participants
This research was conducted in one of the four Anglophone school districts in the
province and was selected as the Superintendent and most of the staff involved in the K-2
literacy initiative have held their same roles since the release of the 10-Year Education
Plan in 2016. Therefore, their impressions reflect those of individuals who have
experienced the implementation from the beginning to the point of this research. The site
was also selected because recent Grade 2 literacy results for this district reflected a
notable decline in achievement on the most recent provincial assessment administered in
2018. This decrease warrants closer examination of the potential impacts of change.
The two schools chosen for this research include a small rural school and a larger
urban school to offer some variation in school contexts. The rural school includes
kindergarten to Grade 5, does not offer French Immersion, and has enrollment below 250
students. Their three-year achievement profile (2016-2018) on Grade 2 provincial
assessments results was above the provincial average in all three years, with results in
2017 and 2018 showing 80% of students meeting or exceeding the reading standard on
the provincial assessment. The urban school also includes kindergarten to Grade 5, offers
French Immersion starting in Grade 1, and has enrollment over 250 students. In its three-
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year achievement profile (2016-2018) on Grade 2 provincial assessments, the school
results were above provincial average in the first two years, with results in 2016 and 2017
exceeding 75% of students meeting or exceeding the reading standard on the provincial
assessment. In 2018, the proportion of students meeting or exceeding expectations
decreased by 13 percentage points, so that the school’s overall achievement level was
well below the provincial average. In Chapter 4, I include further reference to the
schools’ profiles and my observations while visiting the schools.
As mentioned earlier, research participants from the district include two principals
of elementary schools, two teachers from each of these schools, a literacy lead who has
worked in one of the schools and across the district, the elementary literacy coordinator,
the alignment champion, the Director of curriculum and instruction, and the
Superintendent of schools. With the number of individuals involved in the research and
the attention given to each role, it is necessary to provide an overview of the participants
and their responsibilities. The pseudonyms of individuals are included to facilitate
following the findings in Chapter 4.
Table 2. Participant Pseudonyms, Titles, and Responsibilities
Pseudonym
Beth
Mary
Amy

Title
Grade 2 Teacher, Mary’s
teaching partner, rural
school
Grade 2 Teacher, Beth’s
teaching partner, rural
school
Principal of the K-5 rural
school where Beth and
Mary teach
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Description of Role
Instructional planning,
teaching, assessment, and
supervision of pupils.
Instructional planning,
teaching, assessment, and
supervision of pupils.
School improvement
planning, supervision of
teachers, oversight for
school operations and
planning.

Melissa
Cynthia
Karen

Sarah

Lisa

Grade 2 French Immersion
Teacher, urban school

Instructional planning,
teaching, assessment, and
supervision of pupils.
Grade 2 Teacher, urban
Instructional planning,
school
teaching, assessment, and
supervision of pupils.
Principal of the K-5 urban
School improvement
school where Melissa and
planning, supervision of
Cynthia teach
teachers, oversight for
school operations and
planning.
Literacy Lead, shared
Instructional coaching and
across a number of schools; professional learning for
has worked in Karen’s
teachers in effective
school
literacy practices,
classroom-based
interventions for students.
Reports to the district
literacy coordinator.
District Literacy
Oversight for the planning,
Coordinator
development, and
implementation of
programs in literacy in
elementary schools. The
coordinator reports to the
Director of Curriculum and
Instruction.

Debbie

District Director of
Curriculum and Instruction

Supervision of curriculum
implementation, related
professional learning, and
monitoring across the
district. The Director
reports to the
Superintendent.

Donna

Alignment Champion

Liaison between district
and EECD in ensuring
effective communication
between the Priority
Delivery Unit (PDU) and
the schools and district,
enabling coordinated
implementation of PDU
initiatives. Reports to
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Steve

District Superintendent

Wendy*

EECD Literacy Learning
Specialist

Delivery Leader and
Superintendent.
Provides leadership in the
school district in promoting
quality education, enhanced
community involvement,
and the efficient delivery of
services as prescribed by
the Minister of Education.
Reports to the District
Education Council, a
locally elected board which
monitors the
responsibilities above.

Lead for the development
of common literacy
practices to be
implemented as per the
PDU. Provides professional
learning in key activities
related to PDU. Reports to
Delivery Leader and EECD
Director of Learning and
Achievement.
Nancy*
Delivery Leader, PDU
Oversight for the
implementation of the
PDU. Leading
communications with
senior leaders across the
education system and
applying the Deliverology
methodology. Reports to
the Deputy Minister.
*Wendy and Nancy are the only individuals in these specialized roles and, with their
permission, do not have pseudonyms in this research.
As referenced in Chapter 1 and Table 2 above, Lisa, the District Literacy
Coordinator, provides leadership to school principals and teachers in literacy initiatives.
In the district under study, there is a literacy coordinator for elementary and another
coordinator with responsibility for middle and high school literacy. They report to
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Debbie, the Director of Curriculum and Instruction, and enact many of the literacy
initiatives pertinent to their level. Debbie provides oversight for all curriculum areas (e.g.
mathematics, social studies, science, technology) and reports to Steve, the
Superintendent. The district has a team of subject coordinators to offer leadership in the
curricular areas, and as with literacy, those coordinators support principals and teachers.
The Alignment Champion was a new role introduced in 2016 to support the
implementation of the 10-Year Education Plan, with a particular focus on the PDU work
at K-2 literacy. As described earlier, the PDU was established with EECD employees
who specifically targeted improvement in balanced literacy and formative assessment.
Donna, the Alignment Champion, is responsible for enabling the leaders within the
district to understand, and take leadership of, the K-2 literacy initiative. She does this
through developing a change and communications plan to work with district colleagues,
seeks ongoing feedback during implementation, and enacts processes that ensure the K-2
initiative is implemented and sustained by teachers and schools. She works on a team
with the other district alignment champions, takes direction mostly from Nancy, the
EECD Delivery Leader, but also reports to Steve, the district Superintendent.
Finally, Steve oversees all aspects of the school district activities and employees
and is ultimately responsible for pupil achievement in the district. He reports to the
elected District Education Council (DEC), which serves as his employer. Steve meets
regularly with the DEC to report on school and district policy, district and provincial
initiatives, and progress on the District Improvement Plan.
At the provincial level, Wendy, the elementary Literacy Learning Specialist,
collaborates with the District Literacy Coordinators, although these coordinators report to
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their district Directors of Curriculum and Instruction. Wendy has responsibility for the
K-2 PDU literacy initiative, including providing progress reports to the provincial
government. She typically reports to the provincial Director of Curriculum and
Instruction, but for the PDU work reports to Nancy, the Delivery Leader. Nancy has
ultimate responsibility for the PDU work and reports to the Deputy Minister. She is also
responsible for reporting on progress to the provincial government. Each of these
individuals participated in a one-on-one interview and, as mentioned earlier, were
provided the opportunity to modify or revise their interview content to ensure that my
representation of their thinking adequately reflected their perspective.
Figure 2, below, captures the layers of roles of individuals who participated in
individual interviews.
Figure 2. Chain of Individuals Involved in Implementing the K-2 Balanced Literacy
Initiative as Part of New Brunswick’s 10-Year Education Plan
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Reflexivity, Trustworthiness, and Reciprocity
Reflexivity, trustworthiness, and reciprocity are three key areas that were
carefully attended to as I conducted the research. My role at the Department of Education
and Early Childhood Development (EECD) necessitated an exploration of reflexivity in
order to address my position and potential influence in relation to the participants and
research design. The reliability of the research, described as trustworthiness in this
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dissertation, highlight my approach to ensuring the results maintain fidelity to the overall
research process and goals. Reciprocity is also addressed in this chapter as I recognize the
contribution of educators in assisting in this research and wanted to ensure they are
treated with respect for their professionalism, insights, and experiences.
Reflexivity
When planning my case study approach, I recognized that tensions may emerge as
I research the implementation of a government education reform where I will be
contributing to the process. Reflexivity, defined as “a process that enables researchers to
consider their position and influence during a study” (Varpio, Ajjawi, Monrouxe,
O’Brien, & Rees, 2017, p. 42), was carefully examined throughout the course of this
research. Attention to reflexivity was critical as I hold a leadership position in the EECD
and have had influence over the implementation of the change efforts under examination.
Throughout the pre-planning and implementation, I offered change management training
and coaching to school principals, some district staff, and all members of the PDU (e.g.,
Delivery Lead, EECD Literacy Learning Specialist, Alignment Champions). I am also
known by many educators in the province and have worked on a number of initiatives
that have impacted education efforts in New Brunswick. This establishment of prior
perceived authority or status may influence the behaviours of participants and my
response throughout the process. Tilley (2016) observes “the research world in the West
continues to be dominated by those of us who represent privileged, white, Eurocentric,
middle class perspectives” (p. 3). As this reflects my status, I took great care to be
transparent about, and aware of, my location and continue to be deeply reflective of how
I was situated throughout the data collection process.
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Prior to any interviews, I visited both schools involved in the research two
times—one to visit with the principals and clarify my intentions for the research, and then
a visit strictly to meet with the teachers involved. During these visits the reaction to my
presence was varied. Responses were influenced by prior relationships and awareness of
my role at EECD. I hoped that spending time with my participants ahead of the interview
would put them at ease and have them understand that my intentions were genuine and
that I would not misrepresent what I would observe or hear. Examples of my attention to
reflexivity are explored further in the following paragraphs.
I dressed casually for both of my initial visits with the principals and reiterated
my position as a student. I started with the school where I knew the principal from when
she was a literacy coordinator in her district. We have a mutually respectful relationship
and had built trust through a number of shared projects and initiatives. Even with what I
anticipated would be a relaxed visit, I was reminded of my status when she remarked,
“I’m bringing a Department of Ed person here and my office is a mess!” I assured her
that there was no judgment in my visit and affirmed my gratitude for her willingness to
share her wisdom and experiences with me. Her statement, which I captured in my
research journal immediately upon leaving, spoke to me in that I needed to be forthright
with my full status—understated or not— and that dressing down or trying to emphasize
that I was there as a student only and not a Department of Education employee was
perhaps dismissive of those who knew me in my professional role.
At the other school I visited, I again was struck with the level of awareness of my
role and perceived thinking of my level of judgment. I had forgotten a document I wanted
to share with the principal, so I asked if she would mind printing one for me. She
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responded with, “No problem, do you want to have the teachers fill this out?” I was
struck with this question, asked very casually, as I had just stepped in the door. I had
never met the principal and she was prepared to endorse my perceived request for a very
personal assessment of her teachers. This made me again reflect on my role and what I
was sensing was a subtext of my status at the Department. Because the PDU was
collecting teacher data to monitor progress, even with names removed, it dawned on me
that my activities were also being attached, perhaps subconsciously, to the routines of the
PDU, which did reflect an external surveillance of what was happening in schools. This
returns me to my earlier mention of Foucault (1976) and his discussion of power. In this
case, I sensed I was being associated with the disciplinary power that he speaks of, which
reflects a sense of external control through monitoring populations. After this exchange, I
spent considerable time assuring the principal I was not acting as an EECD
representative, but that I was truly wanting to hear the honest reflections and voices of
her and her teachers throughout the implementation of the PDU initiative.
When I met with the teachers, the exchange did not seem laden with the same preconceived notions as their principals. In my research journal I noted,
They had no pre-determined identity for me. I was very dressed down and spoke a
lot about my teaching experience. They didn't understand whether I worked at the
district or province and when I said Department of Education, they were unfazed.
Upon reflection, I think I spent more time with the teachers talking about my 15 years in
the classroom in order to build trust but also credibility for somewhat understanding the
challenges they face daily within their schools. When reflecting on the different
experience with principals, I recalled that I regularly present at principals’ meetings and
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emails with my name are passed on from districts to principals, so that principals were
already exposed to my persona as an EECD employee and not a researcher. Therefore,
my reflexivity was perceived differently by each group.
With the exception of my interview with the literacy lead, which was not prescheduled but added later, all remaining interactions were more like a typical
conversation between colleagues. When visiting the district office to speak with the
literacy coordinator, the receptionist even said, “Your friend is here.” I recognized my
enhanced comfort in dealing with district and EECD staff, as they represent more of my
current peer group, and not one that I felt I had to prove myself to as much. Since they
have witnessed me being critical of some provincially led initiatives with which I have
been involved, I felt they trusted that I would be respectful with their input and also
honest with the information being collected.
These initial exchanges with principals and teachers reminded me that reflexivity
throughout the whole research process would be essential. I made an effort throughout
the data collection not to dismiss the very real perceptions of my status that some
participants held, and I reflected regularly on how I could level the power status that
some felt from my role. Throughout the subsequent description of my data collection I
will revisit this concept.
Another area where I practised self-awareness throughout my research was my
own sense of identity and proficiency. Since participants’ responses to the change efforts
under examination may be perceived as a reflection of my competence as an educational
leader, Furman (2004) insists that “researchers should resist the temptation to ‘look good’
and instead push themselves toward self-revelation” (p. 8). Through heightened
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awareness of the potential influence of personal identity and ego throughout the process, I
ensured reflection on these internal conflicts was captured in my research journal and
informed by preparation and approach, particularly to interviews. When conducting the
interviews, I sensed that participants were protecting my ego at times and I had to insist
that they not worry about offending me or being negative. This was particularly evident
in my discussions with the two principals. In my observational field notes, I recorded
Karen’s statement of “was I too down in this?” after the recorder was turned off.
Similarly, after Amy’s interview she stated, “I hope I wasn’t too negative.” I felt in both
cases they were not wanting to hurt my feelings or challenge my sense of competency as
I was connected to this project.
In another example of my sense of ego, I did find myself wanting to defend
aspects of the implementation in a few cases, especially when there were critiques of the
change process, which really was my area of leadership. It was during my interview with
Steve that I felt the most threatened, and that I felt my competence was in question. In
multiple references Steve spoke of the change process and challenged how well it was
respected:
We’ve had a couple of plans in the last ten years that came out with a change
agent if you want to call it that and you know I just feel bad for the people that do
that job for a daily basis at the department level because we don’t see them in that
and it’s confusing I guess if they’re not involved.
When I heard the reference to a “change agent” I felt myself tense up as I perceived this
direct reference to be about me. I knew that I did not want to say anything back or argue,
even though I knew the rationale for that decision. My reaction links to Furman’s (2004)
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reference of being protective of one’s sense of competence. To counter my own
awareness of defensiveness, I ensured in a subsequent question that I validated his
message by saying: “So you mentioned there was a gap here with the Director of
curriculum at the department. You’re right, that wasn’t in this chain of individuals that
were all rolling out this initiative.” This statement was my attempt to affirm to Steve that
I understood his perspective and would not argue or refute his claims. It also signaled that
he was safe to voice his honest opinion as it was not my attention to challenge him.
Dowling (2006) describes the need for this awareness of “what is influencing the
researcher's internal and external responses while simultaneously being aware of the
researcher's relationship to the research topic and the participants” (p. 8). I worked
diligently to capture entries in my journal that reflected honest reflections on the
challenges I wrestled with in terms of position and relationships within the research. At
one point in my research journal I reflected,
I can see in many ways how I could have intervened—been more proactive. It’s
been hard to hear the impact this has had on our teachers especially. Even though
much of it was not in my area of control there are ways now I can see I could
have done better.
It was intended that my reflexivity would illuminate any potential bias, or influence, on
the interpretation of outcomes of the research. The ongoing reflection I experienced
throughout the research has helped me to see and understand the multiple experiences of
the participants and widened my appreciation for the impact of the change being
examined.
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Trustworthiness
Building on this consideration of reflexivity, I endeavoured to conduct the
research with trustworthiness and honesty. Trustworthiness “must flow through and be
carefully considered throughout the whole process of the research project and [is]
particularly important in choosing and implementing the data collection and analysis
methods” (File, Mueller, Wisneski, & Stremmel, 2017, p. 60). To ensure trustworthiness,
potential bias was addressed through peer debriefing, where I engaged colleagues to “ask
probing questions . . . and help identify ungrounded assumptions prior to commencing
and throughout the study” (Glaser, 1998, p. 78). In this case, I shared my research
questions with peers, a few who had done graduate research, and had them challenge me
if any of the wording was leading or revealed a potential bias. There were no major
concerns identified, although a few helpful comments assisted me in elevating the
language of the interview questions to be more open-ended as to enable the responses to
be more expansive.
When preparing for my interviews, I ran a pilot interview (File et al., 2017),
described more fully later in this chapter, to explain what I was hoping to discover as part
of this process and shared the questions with teachers not involved in the research to
provide their input. Member checking was also applied to ensure participants had an
opportunity not only to check the transcript of their interview, but also to “reconstruct
their narrative through deleting extracts they feel no longer represent their experience”
(Birt, Scott, Cavers, Campbell, & Walter, 2016, p. 1803). In reference to my location
within the research, member checking “has also been used as means of equalizing power
relationships within the research relationship” (Koelsch, 2013, p. 171). At all times, my
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correspondence with participants was through my personal gmail account and not my
government account. This was to avoid a constant reminder of my role outside of the
research.
Finally, I triangulated the data by using “different methods of gathering data . . .
to compare different approaches to the same concept” (MacMillan, 2008, p. 296). I kept
a research journal before, during and after the data collection process, conducted 13
interviews, captured field notes during observations and included five documents and
eight media reports as part of the document analysis. The multiple approaches to ensuring
trustworthiness of the research was intended to ensure honest and accurate research is
offered to the field.
Reciprocity
The trustworthiness of the research can only be strengthened through intentional
planning for reciprocity. Reciprocity involves “a mutual negotiation of meaning and
power” (Lather, 2018, p. 73) and may be established through a variety of ways of giving
back to participants and the broader community. I intend not only to share the findings of
the research with the participants, but also to engage them in a discussion of how best to
disseminate the knowledge to fellow educators, in and out of the classroom. This
negotiating of the research process is recommended by Tilley (2016) as a way to practise
reciprocity by going beyond the typically required commitment to share findings with
participants. I have contended since the beginning of my research that I intend to write
for classroom teachers in the province and hope to bring improvements to their
circumstances as educators.
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Two specific examples of how I practised reciprocity occurred when I applied
suggestions from study participants directly to the research. One such instance occurred
when Karen, the urban principal participating in the study, reinforced the significant role
Literacy Leads play in the change process and the need to include them in interviews. In
following this advice, a new Literacy Lead study participant was added, and the
perspectives of this interviewee proved to be of great value to my study as she had spent
time at Karen’s school supporting the teachers. Amy, the rural principal, in our first
discussion, suggested that I add a question about years of experience as an educator as
she felt that would likely be an important variable in my planned discussions. In both of
these cases, the participants shaped the research plan in a direct, and meaningful way. In
subsequent contact, I let them both know that their suggestions added value to my
analysis and contributed to the overall findings.
Upon completion of this writing and subsequent preparation for presentations, I
will reach out again to participants and ask for their input on how best to get this
information to all levels of the system. As I explore in my theme on social capital in
Chapter 4, it became evident that some levels of the system, particularly teachers and
principals, are not always able to access the same information, or to the same degree of
accuracy, as those considered higher on the educational hierarchy. This will be an
important avenue to practise reciprocity and ensure the critical findings from the research
are shared with those most impacted.
Additionally, Tilley (2016) encourages researchers to “target policy-makers who
have the power to initiate change based on the findings” (p. 208). This is a point where
my status is a benefit to the research, as I have access to senior educator and political
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leaders who will be open and interested in hearing the outcomes of the research. It is my
hope that the research findings will promote a better understanding of change theory, the
most effective ways to engage and involve the many stakeholders impacted, and what
supports are deemed most helpful when implementing change at all levels of the system.
My continued attention to reciprocity is reflected in my pursuit of avenues to share the
research findings with those that were part of the process and those that can make change
within the education system. I have already confirmed a presentation of these findings
with EECD’s senior management level, which includes the Minister, Deputy Minister,
Assistant Deputy Minister (ADM), and senior Directors. At the district level, I can
present findings at our annual principals’ gathering and with district office staff at our bimonthly meetings. I will ensure that I share my proposed presentation with the
Superintendent in the study ahead of any wider sharing so that he can offer input. As long
as any of his requests do not diminish the important messaging that needs to be shared, I
am open to working with him to create a presentation that he may also be willing to share
with his colleagues. I will also reach out to the two study school principals and share
findings with them. Again, their input will be considered as I prepare to share more
widely. Finally, I plan to apply to present at various conferences in order to share the
findings with the field. Reciprocity will be respected and elevated through these many
opportunities. My research outlines a number of ways that input will be gathered from
educators in the system to ensure their involvement in sharing these findings regarding
the change process in education.
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Data Collection Methods
There were three primary data collection methods applied in this research:
interviews, observations, and document analysis. A research journal was also kept for
capturing my ongoing thoughts and observations and for ensuring continuous reflexivity
before, during, and after the research process. This journal was reviewed regularly during
the research process to ensure that I captured important reflections and insights. The
following addresses how each of the data collection methods was used to address the
research questions.
Interviews
To capture the voices of educators in this study, I conducted semi-structured
interviews with each school, district, and EECD participant mentioned earlier and
captured in Figure 2. According to Merriam (2001), a semi-structured interview is “more
open-ended and less structured” (p. 74) but “usually, specific information is desired from
all of the respondents . . . guided by a list of questions or issues to be explored” (p. 74).
The interviews ranged from 50 to 65 minutes and during this time I recorded initial
observations as recommended by Bogdan and Biklen (1992).
After each interview I set aside 15 minutes to add further detail and extend my
initial observational notes as described in Halcomb and Davidson’s (2006) method for
gathering interview data. To increase the accuracy of what was stated by participants, Yin
(2018) recommends interviews be audio-recorded and transcribed. The 13 audio files in
this study were transcribed verbatim by a third-party individual with considerable
experience in transcription to reflect this recommendation. Halcomb and Davidson speak
to the increased reliability and validity of transcribed interview data. As described later in
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the methodology section, each of the interviews and corresponding transcripts were
reviewed two times by me and then member-checked by all participants to ensure
transcripts were complete and accurate.
I created correspondence (see Appendices A-C), which was provided to
participants in advance of the interview, designed to capture important aspects of the
interview’s purpose and their role and rights throughout the process. For the teachers and
principals these documents were provided in person during my half hour pre-interview
visits, while other participants received the correspondence via email approximately two
weeks prior to the interview session. The documents shared included an explanation of
the research I planned to conduct, a request for final consent for the interview, and an
explanation that participants may at any time withdraw their data from the research. The
documents were also reviewed with each participant for a few minutes just prior to the
interview so they were again made aware of the purpose, interview questions, and their
right to withdraw at any point in the research. As per my attention to reflexivity and
reciprocity, I stated that member-checking would be employed so participants knew they
had control over the representation of their ideas.
Marshall and Rossman (1999) suggest conducting interviews with some degree of
systemization. I prepared an interview protocol (Creswell & Poth, 2018; see Appendix D)
which included a few purposefully selected questions to address the research questions,
while allowing the interview to maintain a relaxed conversational tone, as recommended
by Bogdan and Biklen (2003). In an attempt to create a relaxed environment, I, as Morris
(2015) suggests, “convey[ed] that [I] am there to learn about their experiences,
interpretations and perceptions and not to judge” (p. 79). As in my research in 2004, I
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began with a low-threat question about the participants’ interest in becoming educators,
and their experiences leading up to their current role. This was intended to set the
participants at ease and get them comfortable with talking. In following up on a
principal’s suggestion that knowing how much teaching experience a participant had
could be valuable data to gather, I included the question, “What led you to become an
educator? Please describe your experience, including grade levels taught, number of
years teaching, and positions.”
In order to ensure the questions were crafted carefully and elicited the intended
information to inform the research, I followed the suggestion of File et al. (2017) and the
need to conduct a pilot interview “with people outside of the possible participant pool to
ensure that the questions are designed to capture the appropriate information” (p. 65).
This additional step addresses Yin’s (2018) concern that “poorly articulated questions”
(p. 114) may result in bias or fail to get at the information intended to inform the research
questions. I reached out to a principal acquaintance and asked if she would be open to
meeting with me, along with several of her K-2 teachers to provide input on the wording
based on what information I was trying to gather.
During this process, I was surprised by the responses I heard from the teachers
and immediately recognized my own bias of the PDU initiative being a priority of the
work of educators. Although this work was a significant area of focus and object of much
discussion and analysis at provincial and district levels, these teachers did not seem to
have the same level of familiarity regarding the language of the work or the
understanding of what the PDU was trying to achieve. I noted my thoughts in my
research journal after I met with the teacher team in the pilot interview:
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What struck me immediately was the teachers not knowing an acronym that has
been repeatedly used in the language of the 10-year plan since 2016 (PDUPriority Delivery Unit). I changed the question to spell out what it meant and
noticed the principal was actually clarifying and prompting teachers to remember
what the work of the PDU even involved. This led me to ask [during the pilot
interview], would it be helpful to have a visual prompt like the self- assessment
document to help orient the interviewee? They all agreed.
This exchange with teachers foreshadowed my findings and is explored more in Chapter
4. The pilot interview was extremely productive and assisted me in clarifying the wording
of questions to best access the information I was seeking from educators. To review the
research questions within the protocol, see Appendix D.
Observations
Personal observations of teachers’ actions and behaviours during my school visits
and all participant interviews provided rich data to address the research questions. These
observations were recorded in the form of field notes that identified not only what I was
hearing and seeing, but also what I sensed and intuited from the experiences. My
observer role throughout the research reflected a participant-observer status, as being a
member of the PDU team reflects my role as a “genuine participant in the activity being
studied” (McMillan, 2008, p. 278). I monitored closely interviewees’ reactions, including
tone of voice, non-verbal behaviour, and any other changes observed throughout the
interview, and jotted notes wherever possible throughout the process. To record these
data, journal pages for handwritten notes were divided into two categories: “Descriptive
notes, which include portraits of the participants’ dialogue, the physical setting, events, or
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activities and reflective notes which detail personal thoughts such as feelings, hunches,
and impressions” (Bogdan & Biklen, 1992). It was my hope that these notes would
capture the mood, tone, and activities of these spaces I visited and serve as a protocol as
recommended by leading case study researchers (Creswell & Poth, 2018; File et al.,
2017; Tilley, 2016; Yin, 2018). For a copy of the observational notes template, please see
Appendix E. Observational notes in these two categories were captured during school
visits prior to interviews, during each of the interviews and extended through my
listening to the audio recordings of the interviews where I noted aspects of additional
impressions or tones I may not have fully sensed at the time of the interview (Yin, 2018).
Creswell and Poth (2018) recommend that “the observations are based on the
research purpose and questions” (p. 166) so that the observer does not become
overwhelmed or unfocussed in the purpose of the observation. My plan was to conduct
“direct, unobtrusive” observations (Tilley, 2016, p. 54), while recognizing my presence
may have an influence on my own behaviour and those around me. In 2016, in a
reflective paper (Bastin, 2016), I questioned my status in education:
Am I the “outsider” Sanders (2001) speaks of? The intruder in a complex world of
student needs, parental demands and constant requests for changes to mandate and
classroom expectations? I still like to think of myself as an insider by proxy—
someone whose heart is still in the classroom but whose thinking was heading
into deeper complexities of our profession and seeking new avenues and
opportunities to find solutions to the barriers of teaching. (p. 1)
Although my research status reflects a participant-observer role as I was part of
the team working on the implementation of the 10-Year Education Plan (Yin, 2018), with
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teachers in particular, I accepted the role of Sanders’ (2001) outsider—not as someone
who is unaware of the environment and demands of teaching, but of someone who
recognizes the complexities and unique contexts that have evolved in education since I
have worked in a school. It was important not to assume that I have advanced
understanding of the classroom situation as I was once a teacher. As File et al. (2017)
wrote, “Making any assumptions about what is going on in a setting must be avoided to
the best of the observer’s ability” (p. 65). Yin (2018) suggests “observational evidence is
often useful in providing additional information about the topic being studied” (p. 122).
This additional data source provides another layer in which to understand the educators’
perspectives on the changes required of them and will be examined further in the findings
in Chapter 4.
Document Analysis
From my involvement in the 10-year Education Plan implementation, I was
aware that there have been a number of documents, surveys, and forms of communication
produced that relate to the research questions. The documents I focused most of my
attention on were those linked to the work of Grade 2 teachers to support the
implementation of the balanced literacy self-assessment process. The balanced literacy
self-assessment document (see Appendix F) captured teachers’ own appraisal of their use
of balanced literacy components by tallying their frequency of application over a twoweek period. These data were gathered three times per school year and shared at the
district and provincial levels. Other documents related to previous change efforts and
media reports were also analyzed and contributed to the findings, as they capture a
persistent theme of rushed or mismanaged change from a wider range of perspectives.
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Prior to the interview process, I asked educators to bring any relevant documents they
had to the interview that related to their work in these areas.
One document of particular interest is the report from a survey administered to
kindergarten, Grade 1, and Grade 2 teachers in the winter of 2017. This survey captured
perceptions on the need for change in literacy instruction and teachers’ current comfort
level with a variety of instructional practices. The inclusion of the results of this survey
provided some quantitative, large-scale data that complemented the largely qualitative
nature of this study. Over the course of this research, two other documents were released
that have proven informative. As referenced in Chapter 1, the Auditor General of New
Brunswick (2019) released a report relating to educational outcomes, and Nancy, delivery
leader of the PDU, released the results of consultations held across the province with
primary educators (Boucher, 2019). These two documents provided additional insight
into the New Brunswick context and are referenced throughout Chapter 4. Other
documents included in the analysis included a survey capturing perceptions of previous
change efforts at EECD (NB EECD, 2015), the 10-Year Education Plan (NB EECD,
2016), and media reports (Bissett, 2019; Clarke, 2017; Llewellyn, 2018; Mackinnon,
2016; Walker, 2020) that spoke to either achievement levels or the education system
stability that emerged in the media after the release of assessment results and the Auditor
General’s report.
Tilley (2016) suggests researchers consider what is actually necessary prior to
gathering documentation. She suggests the researcher question whether the “documents
retrieved and analyzed [are] helpful to the research . . . and help the researcher to
understand better the research context or participant experience” (p. 60). This was a
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critical step as the volume of what has been produced since the introduction of the plan in
2016 could be an overwhelming task for analysis, without such sifting to establish what is
critical. Yin (2018) indicates that “the most important use of documentation is to
corroborate and augment evidence from other sources” (p. 115). As such, document
analysis contributes to data triangulation, and strengthens the trustworthiness of research
findings although it is important to consider the potential areas of risk when requesting
documents.
Both Creswell and Poth (2018) and Yin (2018) speak to the potential for bias that
may affect document analysis, as there may be “biased selectivity” (Yin, 2018, p. 114).
Being aware of this potential, I named documents to include in my research prior to even
reading two of them (the Auditor General’s report and Nancy’s report). My early
commitment to their inclusion demonstrated my determination to include all relevant
documents, whether my work, or the work of my colleagues, is portrayed in a positive or
negative manner. Selectivity occurred mostly when requesting documents from the
educators involved in the study. Some teachers brought in multiple examples of
documents and books and referenced their use in their classrooms, while others did not
bring any to the interview, as I had made it clear that this was optional. I did not probe
why those who did not bring any documents chose not to, and the documents that
participants did bring did not add additional insight into the research questions.
As suggested by Stake (2010), “methods for gathering data are selected to fit the
research question and to fit the style of inquiry the researcher prefers” (p. 89). In this
vein, the data sources discussed here were selected to provide a wealth of information
regarding the many layers of the education system. Observation, interviews, and multiple
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documents offer data reflective of the participants experiencing a collective change
through a variety of lenses.
Data Analysis
The data collected from this research were expansive and required a systematic
approach to ensure effective organization and analysis. Yin (2018) speaks of the
challenge of analyzing case study data as “the analysis of case study evidence is one of
the least developed aspects of doing case studies” (p. 165). In my search for a reasonable
process, I examined several sources that described a variety of analysis methods (e.g.,
Creswell, 2003; Merriam, 2001; Miles & Huberman, 1994; Ritchie & Spencer, 2002;
Silverman, 2000; Yin, 1984, 2018). From this review, I found the concept of the
Framework Model (Ritchie & Spencer, 2002) to be the most suitable method for this
study.
Ritchie and Spencer’s (2002) Framework Model was applied as I reviewed data
from interviews, observations, and documents related to the case under study. Gale,
Heath, Cameron, Rashid, and Redwood (2013) promote the Framework Method as a
helpful tool for data analysis and assert, “The Framework Method provides clear steps to
follow and produces highly structured outputs of summarised data” (p. 1). Srivastava and
Thomson (2009) claim this model is “better adapted to research that has specific
questions, a limited time frame, a pre-designed sample” (p. 73), which fits well with my
criteria as a researcher and suited my case. Ritchie and Spencer list five stages to follow
in this analytic process: (a) familiarization, (b) identifying a thematic framework,
(c) indexing, (d) charting, and (e) mapping and interpretation. In this section, I present a
description of each stage, followed by my application of the stage during analysis of this
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study’s data. To complement the description of the phases, Figure 3 provides an overview
of the data analysis process throughout the Framework Model.
Figure 3. Study Data Application of the Framework Model (Ritchie & Spencer,
2002)
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Familiarization
Ritchie and Spencer (2002) state that, in this first step, the researcher’s intent is to
gain an overview of the material gathered through immersion in the data. The analyst
makes notes, records the range of responses to questions posed, and jots down recurring
themes and issues. This stage enables a holistic picture of the expanse of data that has
emerged. In this study, data reviewed at this stage included 13 interview transcripts, five
documents including the teacher survey, the Auditor General report, Nancy’s consultation
document, and eight media reports that related to the topic. Field notes from observations
and excerpts from my research journal were also examined to ensure the whole of the
research process was systematically organized and analyzed.
In preparation for this stage, I created a database in NVivo 12 (2018) qualitative
research software to organize the numerous forms of data I was referencing. NVivo 12
provides “a set of tools that will assist…in undertaking an analysis of qualitative data”
(Bazeley & Jackson, 2014, p.2) and is not intended to diminish the role of the researcher
in the synthesis of the data. In my application of the software, it was strictly used as a
data management tool where I could easily sort data from various sources into categories
for further analysis throughout the Framework method application. Yin (2018)
recommends the creation of a case study database that includes all forms of data to ensure
everything is categorized and clearly distinguished in an orderly manner. As Yin (2018)
points out, “the creation of a case study database markedly increases the reliability of
your entire case study” (p. 131), while Creswell and Poth (2018) view the use of software
as a means to “help locate material with ease for the purpose of sorting” (p. 208) and that
this approach “can produce visual representations for codes and themes” (p. 208). This
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level of data preparation, supported in my use of NVivo 12, improved greatly my ability
to familiarize myself with everything that was gathered.
To begin my deliberate work in familiarization, I first listened to all 13 of the
recorded and transcribed interviews for accuracy and added further detail to my
individual observational field notes pages based on the participants’ voices, tone, and
anything I noticed in the interaction that I may have missed during the actual interview.
This process of adding additional information when re-listening to interviews was
referenced in the qualitative analysis done in research conducted by Green et al. (2007)
and as part of Halcomb and Davidson’s (2006) process of analyzing interview data.
These added details provided further layers to the interpretation of the interview process.
Other than the addition to observational notes, I did not jot any other ideas, although
through listening I started to sense some key ideas that were emerging from each of the
participants and also many similarities between their responses. I listened to the
interviews in the order of the chain of individuals from the teacher to the delivery leader
(see Figure 2), as I wanted to get a sense of the experience, interactions, and impacts
ranging from the classroom teacher to those at senior leadership levels. To me, this
choice in itself helped to begin to identify key ideas that were coming through. One of the
statements from my research journal during this phase included an early reference to an
area that became a theme later on in the process: “Something that is striking me is the
early impression I am getting that the individuals further from the actual implementation
have the most information and have a wider social network.” I listened to all of the
interviews a second time and this was the time when I jotted individual points of interest
from each of the interviewees. I wrote 292 individual statements of impressions from the
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data including: “best support is teaching partner,” “what is student success- progress,”
“no sense of balanced literacy being a change,” “direction/focus already decided.” I then
grouped the impressions on like groupings by role—teachers (four interviews), principals
(two interviews), district staff (four interviews), alignment champion (one interview), and
EECD staff (two interviews). This was done to help establish my future analysis of
preferred change supports based on roles and responsibilities. Gale et al. (2013) speak of
their use of initial impressions during this phase and how this action contributes to the
overall analysis process. All of the transcriptions of the interviews were uploaded to the
NVivo 12 platform and stored in two ways: as individuals, and then clustered in folders
matching the groupings identified above. Another way I sorted the data was by question,
so pulling all responses to questions 1, 2, 3 and so on, with responses broken down by
each participant.
The next stage of familiarization involved the documents. Each document was
uploaded in a separate folder and I created an additional file for each of them titled “key
points” so that I could capture my initial ideas from reading through them. I also
physically highlighted some sections of the documents that related directly to the research
questions. Finally, I went through all of my observational notes again, this time with the
additions based on prior listening to the interviews and uploaded them in the database for
ease of access. Although the hundreds of pages of content were a considerable amount of
information to review, through this stage I got a good sense of potential codes emerging
in the data and knew the identification of the thematic framework would lead to more
clarity.
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Identifying a Thematic Framework
According to Ritchie and Spencer (2002), once the material has been reviewed in
the familiarization stage, the analyst returns to the research notes to identify key issues,
concepts, and themes emerging from the data, and sets up a thematic framework in which
the material can be classified. To develop a thematic framework, utterances in transcripts,
and key themes in observations and documents are assigned a category to begin the
synthesis of data. For this step, I returned to the initial 292 impression statements
generated from the interviews during the data familiarization stage and reviewed the key
ideas from the documents and observations that were recorded. I began to synthesize the
individual notes and ideas into similar groupings and determined 68 categories,
maintaining the connection to the five groups of interviewees as described. Examples of
these categories include: “confusion/lack of clarity around purpose,” “trust teachers to do
their job—political interference not helpful,” and “French immersion change distracted
teachers.” These categories were preserved for addressing the research question related to
helpful change supports based on roles, but for the next stage of analysis, all categories
were synthesized for common themes across all groups’ data. In addition to the
interviews, more categories were created from the document analysis, with many of the
categories complementing the findings from the interview analysis.
Of the categories created looking at the data holistically, it became apparent that
there were many that were related to the same overarching ideas and, therefore, another
round of synthesis occurred. Through comparison analysis across all data, 25 overarching
categories emerged that provided a narrowed lens to then index the data. This reduction
of 68 to 25 was a result of repeated categories from the five groups, now blended into one
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larger grouping. One clear repetition was the reference to there not being a sense that
there was a change in implementing balanced literacy. Another area that resulted in the
reduction of overall categories was the repeated references to system instability, present
across all groups.
Indexing and Charting
Even though much of the data related to the categories were now in the online
database, I maintained the original 292 post-it notes with initial impressions on display,
as I found being able to look back at some of my initial thoughts strengthened the entire
analysis process. In order to facilitate indexing the overall data into the initial categories,
I set up separate folders in NVivo so that utterances and key notes from documents and
observations could be attached to the category section.
These stages combine the process of coding the data and applying it to the
thematic framework. Without the use of an electronic application, this is a two-stage
process—first, indexing where utterances and ideas fit by labelling them, then moving all
of the indexed content into the appropriate categories (charting). In my previous research
for my master’s thesis, a letter or number matching a category was applied in the margin
of data sources to identify where these utterances matched in the overall framework of
categories or themes. Once the data were coded in this way, the labelled utterances were
then attached to the thematic framework with the appropriate categories or themes as
identified by the letter or number that applied. With the software being used for this
research, I was able to code utterances in data sources by copying and dragging the
content directly into each of the category folders, therefore, eliminating the need for the
two steps- indexing and charting.
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In some cases, utterances were coded to two categories. This process was applied
to the interview transcripts, observational field notes, research journal, and all documents
collected. According to Ritchie and Spencer (2002), it may become evident that original
categories may fit into similar themes, so that categories or sub-categories may be
merged. It is important not to merge categories simply for the sake of reducing the
number of areas but to recognize that some redundancy has occurred, and that further
synthesis can address this issue. Again, doing this charting electronically ensured that
data are linked to the current categories and saved for future revisiting and analysis.
Once the data were sorted into the appropriate overarching category, another layer
of indexing began, with establishing sub-categories. At this stage, new categories may
need to be developed if data do not fit into pre-determined areas (Ritchie & Spencer,
2002). Within my analysis, another two categories emerged during this stage and subcategories were developed. There were utterances highlighted that did not tie directly to
the initial categories within the framework and the categories had so much content within
them, it was necessary to start reducing these into smaller sets of data. One new category
to emerge related to the importance of principals and their capacity to lead when
implementing change. Another related to the overall implementation of the PDU work
but tied closely to the comments about system stability such that these were combined
into a new category. With these new categories added, various aspects of leadership and
implementation were evident across all respondent groups so a number of sub-categories
were therefore developed to further expand the themes emerging within the categories.
This resulted in a revisiting of the data set to ensure coding related to these new
categories was identified and placed appropriately in the framework.
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Mapping and Interpretation
At this stage, as Ritchie and Spencer (2002) stipulate, “the analyst reviews the
charts and research notes; compares or contrasts the perceptions, accounts or experiences;
searches for patterns and connections and seeks explanations for these internally within
the data” (p. 321). With the data coded and delineated by themes and categories, a deeper
analysis is conducted. The files for themes are read and reread in order to draw
comparisons and identify similarities and differences.
In this last phase of the analysis, I reviewed the data that had been coded to the
synthesized categories and determined that some of the categories could be blended into a
bigger theme and, in some cases, became sub-themes to the overall theme. For example,
categories like level of agreement with balanced literacy as an area of focus, how the
process of the needs assessment was initially implemented, the level of change educators
reported in addressing balanced literacy in their practice, and the overall outcome of the
implementation of balanced literacy when fleshed out in the more detailed analysis could
all be merged into Balanced Literacy and Change in Practice. A similar process of
synthesis followed the development of this initial theme and four other themes that
followed.
After completing the overall analysis, these five themes and 17 sub-themes
emerged:
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Table 3. Emerging Themes from the Research
Theme
1) Implementation
System Stability
2)

3)
4)

5)

Sub-themes
Process and a) strategic direction
b) French immersion program changes
c) rushed implementation
Balanced Literacy and Change in d) level of agreement of focus
Practice
e) needs assessment implementation
f) teacher change in practice
g) outcome of balanced literacy
Leadership Capacity and Support h) capacity in literacy
i) support for teachers
j) principals as continuous learners
Defining and Strengthening k) socioeconomic status and demographic
Literacy Success
factors
l) assessment practices
m) teacher knowledge and experience
n) classroom environment
Social Capital
o) teachers’ capital
p) influence on access
q) systemic silos
These five themes and sub-themes are explored in greater detail in Chapter 4. In

an ongoing effort to ensure trustworthiness, I consulted with colleagues who reviewed
my process to ensure I was not making assumptions or demonstrating a bias based on my
current role or experience. One example of this was with the Implementation Process and
System Stability theme, which had the most data sources attached to it and was therefore
a significant component of the research findings. To ensure any bias was checked, I
invited a colleague with a PhD to review the raw data for this theme and asked him to do
his own analysis. When comparing categories, he identified what I had interpreted so that
my findings were reinforced. His findings closely reflected my interpretation and, as
such, I felt that I had analyzed and synthesized the raw data in an unbiased manner.
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As demonstrated in this chapter, the Framework Model provided a clear and
detailed approach to analyzing the data, which is critical in determining the key themes
emerging from the research. These themes informed the findings and recommendations
and contributed to a new model for the field, reflecting the various roles within the
organization and how these layers influence change in education.
Conclusion
The research design, methodology, and methods described in this chapter provide
a clear overview of how the research was completed and its basis within a theoretical
framework reflecting decades of change theory. The outcomes related to the research
questions are anticipated to contribute novel findings to the field of change literature.
Case study methodology was chosen to reflect a discrete group under study—one
Anglophone school district, during a defined timeline, exploring the change process
related to one significant change initiative. The range of individuals participating in this
research provide a multi-tiered lens of perspectives, relative to their roles, and highlight
how interactions between the actors in the system are related to overall system outcomes.
Reflexivity, trustworthiness and reciprocity were described to capture the care and
intention in recognizing my role as an actor within the system under study. My
descriptions of practicing reflexivity, with repeated efforts to demonstrate trustworthiness
and reciprocity, are hoped to establish a sense of trust with participants, but also
credibility in the findings. My role as an educational leader within New Brunswick has
provided me direct access to key participants, supporting documentation, and makes
actions on recommendations more probable than research done by those not embedded in
systems they study. The Framework model outlines the process I followed for the
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analysis of this research. The New Brunswick 10-year Education Plan has provided a
relevant and timely landscape to explore one rich case within the province. It is clear
through the literature review that jurisdictions continue to be challenged by change
efforts in education. It is anticipated that the findings of this research will be welcomed
by the research community.
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Chapter 4: Study Findings
In this chapter, the findings were examined through multiple lenses to address the
research questions and highlight themes that emerged from the data. The research
focussed on one Anglophone school district in New Brunswick, including school and
district staff, as well as participants from the EECD. As introduced in the first chapter,
the overarching research questions are below, and the specific questions posed to
participants can be found in the interview protocol in Appendix D:
1. How are changes in Grade 2 literacy instruction aimed at meeting objective 3 of the

10-year Education Plan impacting teachers? Why are some educators and schools
experiencing more student success with the changes than others? What are the
barriers?
2. How do those with different roles in the education system view the supports that have

been offered to implement the changes required of the 10-year Education Plan? What
supports do they deem most helpful?
3. How do interactions and relationships among educators at varied levels of authority

impact implementation of the changes required of the 10-year Education Plan?
As described in Chapter 1, when New Brunswick’s 10-year Education Plan was
launched in 2016 the initial focus was on improving literacy and numeracy instruction at
K-2. The literacy focus was being examined in this research, with particular attention to
exploring teachers’ application of the eight approaches constituting a balanced literacy
teaching and learning model to classroom instruction. Individuals with a variety of roles
were responsible for supporting teachers to implement balanced literacy and formative
assessment practices in their classrooms in the hopes of improving literacy achievement
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at the Grade 2 level. In this chapter I include my analysis related to the five thematic
categories derived from application of the data analysis framework described in Chapter
3 but ensure that the voices of the participants are the dominant narrative in these
findings.
The first section examines the emerging themes from the whole system as derived
from interviews and observations of the 13 participants and the analysis of documents
related to the research topic. Following this, and of equal importance, in the second
section of this chapter, I delve into the specific question of how those with different roles
in the education system viewed the supports that have been offered to implement changes
required by the 10-Year Education Plan (teachers, principals, district subject matter
experts, district senior leadership, and department leadership). What participants found
most helpful, or what they suggested would be helpful when faced with educational
change, is captured after the review of the five themes.
Five Themes
There were five recurring ideas that were consistent across all participants:
(a) Implementation Process and System Stability, (b) Balanced Literacy and Change in
Practice, (c) Leadership Capacity and Support, (d) Defining and Strengthening Literacy
Success, and (e) Social Capital.
Theme 1: Implementation Process and System Stability
This theme reflects participants’ sense that the implementation of the balanced
literacy teaching and learning model was rushed, without a clear understanding of
purpose or a shared vision. As described in Chapter 1, the timeline was extremely short
from conception to implementation of the PDU, with the Premier and his office staff
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receiving regular progress updates and expecting to see immediate gains in Grade 2
literacy achievement. A unified voice among all participants emerged in reaction to the
disruption of repeated education system change in New Brunswick over a number of
years, most recently amidst the implementation of the Priority Delivery Unit (PDU) at K2. This theme generated the most representation from the data with supporting evidence
drawn from 17 different sources, which provided 96 specific references related to this
theme. As mentioned in Chapter 1, the New Brunswick Auditor General’s 2019 report
related to education generated significant interest. In the report, the Auditor General (AG)
condemned the number of changes and indicated, “The education system lacks stability.
Frequent changes cause disruption in education and take focus away from educating
students” (p. 42). The report cited three significant changes to French Immersion in 10
years and five different education plans in 15 years.
As the AG (2019) establishes in the statements above, this level of instability has
been ongoing for many years and has become part of a culture that has an enduring
impact on education employees throughout the system. For example, the education
system’s ability to effectively manage change was examined a few years ago in a survey
for EECD employees (NB EECD, 2015) during a government-wide initiative to examine
efficiencies. In response to the question “Whenever change was introduced in the past, I
was given the opportunity to participate in discussions around it,” 41% of EECD
employees either disagreed or strongly disagreed with this statement. This exclusion of
the voice of employees resonates with the themes explored in this chapter.
This research examines the implementation of balanced literacy in K-2
classrooms, so many of the references relate to this directly, but within the data collection
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process, other significant factors and initiatives were raised and are also included in this
analysis (e.g., French Immersion program changes, political and societal changes and
influences, staff turnover). The findings shared within this theme touch on aspects of all
three research questions, but predominantly address the first research question: How are
changes in Grade 2 literacy instruction aimed at meeting objective 3 of the 10-Year
Education Plan impacting teachers? Why are some educators and schools experiencing
more student success with the changes than others? What are the barriers? Within the
overarching theme of implementation and system stability, three sub-themes emerged
that provide additional specificity to the overall findings within this area: (a) strategic
direction, (b) French immersion program changes, and (c) rushed implementation.
Strategic direction. As described above, the New Brunswick education system
has experienced significant change which has not always been well received or managed.
The strategic direction theme reflects system-wide goals determined by government, in
partnership with educators, to support improvement in the education system. In New
Brunswick education, this is largely enacted through an education plan that identifies
strategies, objectives and measures to determine growth toward the goals. When this
direction is unsteady, it impacts the system.
Various media articles, the AG’s report, and participant interviews all paint a grim
picture of the level of disruption that has occurred over the last ten years and its impact
on student outcomes. In response to provincial assessment results released in December
2018, the editorial in the December 27 Telegraph-Journal newspaper claimed, “New
Brunswick students continue to underperform on standardized tests. The latest round of
results shows math at below target and literacy scores on a downward trend. The public
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should be outraged by the education system’s continued failures” (“Latest Test Scores are
an Outrage,” 2018, p. A10).
The AG’s (2019) report was released shortly after in January 2019 and was
followed by an article appearing in the Daily Gleaner stating, “New Brunswick students
haven’t met provincial assessment targets in reading, math, or science for 15 years”
(Clark, 2019, p. A1). The AG’s report highlights the number of changes to system
direction by explaining “a student born in 2004 would have experienced five education
strategies, each with different priorities, by the time they graduated” (p. 41). As the
education plan serves as the improvement strategy for the education system, this level of
change in direction has been criticized widely, drawing increased attention with the
release of this report and intensified media responses. Amidst this unrest, educators
continue to work to strengthen the system and, in the case of primary teachers, they
attempt to implement a new improvement initiative through the PDU focus.
For example, one of the most significant changes in direction occurred when the
Liberal government’s When Kids Come First (New Brunswick Department of Education,
2006) education plan focused on kindergarten readiness, an elementary foundation in
reading, writing and mathematics, and graduates leaving the school system having
identified an area of passion. This plan was in place from 2006-2010 and involved a
significant investment in literacy and numeracy, including sustaining lead teachers to
support instructional improvement in these areas. In 2010, with the election of the
Progressive Conservative government, the plan changed to a focus on inclusionary
practices, which resulted in the reduction of literacy and numeracy lead positions, and
funding shifting to professional development in inclusionary practices for administrators
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and resource teachers. Although there was a draft education plan in place for 2010 that
was never released, the report Strengthening Inclusion, Strengthening Schools (New
Brunswick Department of Education, 2012) acted as the de facto education plan and
captured the strategies that had begun in 2010. This reduction in supports for literacy is
correlated to a declining trend in assessment results that continues to the present.
During the data collection, it was evident that educators know firsthand the
impact of these numerous changes and reflected on them throughout the interview
process. When speaking with Karen, the urban principal, about literacy outcomes, she
indicated, “I think it's easy to get sidetracked with other issues sometimes. And there has
been a lot of change in education in the past, you know, five-ten years.” Beth, a Grade 2
teacher, gave additional detail to the number of changes being juggled in her school
district throughout the course of the PDU work:
There was a little blurring of things because this formative assessment tool came
out at one point, the new report card was coming out at the same time and I think
they were changing . . . oh, the Education . . . Every Day Counts stuff came out
and I’m trying to remember the other one . . . oh yeah, the Effective Schools
Framework. A lot of that stuff kind of blurred in together because we were
receiving PL [professional learning] on all of these things at once. So, I think we
just have to be careful that when we’re bringing these things out that we’re
bringing them out the right way—we’re not coming out with a whole bunch of
things at once, that makes things challenging.
Amy, the rural principal, provided further evidence of the tendency to move from one
province-wide focus to another: “The inclusionary policy— that was huge . . . we spent a
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lot of time understanding that . . . that was somebody’s priority at the time and then PDU
came . . . the connections aren’t always made everywhere . . . it’s hard to keep a light on
everything.”
In Wendy’s case, as Provincial Elementary Literacy Learning Specialist, she saw
the value in beginning the work of the PDU, but recognized challenges with introducing
another new focus for the system: “I understood having come right from a classroom . . .
we just changed directions so many times . . . I thought we moved away from . . . the core
elements of what education needs to be at the early years.” She also recognized continued
challenges with competing priorities while recalling:
Because other priorities also arose like the global competencies and then for
instance, we had scheduled a meeting in December [for literacy] but there ended
up being a summit . . . around the global competencies that all the people were
engaged in . . . so that meant the literacy meeting didn’t happen. So, other
priorities . . . circumvented that literacy meeting.
With schools, districts, and EECD all having mandates to perform, within some
cases, very different priorities, the ongoing tension regarding which priority supersedes
another led to a state of unclear direction. Steve, the Superintendent, spoke to a
significant competing priority occurring at the same time as the PDU work:
As this was coming along when that first started in sixteen-seventeen we were
having lots of change in early French immersion, you know, we were going to
move it back to Grade 1, right. So that kind of happened at the same time as we
were in that room hearing about it, we knew that was coming, we didn’t know
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when at that point, but we knew that it was coming. So that was something that
was on everyone’s mind— what’s that going to do when that happens?
In addition to new programs coming in, changes to pedagogy and societal issues
also came through in discussions with educators. For example, Cynthia, a Grade 2
teacher, observed:
Math has changed greatly, the way we teach math, so that’s been a big thing the
last few years. Which is a good thing, I think. I think the way we teach it now is a
whole lot better than what it was before. So . . . the whole First Nations has come
to the forefront, that’s a big change in the last few years. Mental health is a huge
issue which impacts our classrooms greatly and I don’t think we have the
resources to deal with what’s going on right now. I’m hoping this is the peak of
the crisis because if it’s going higher, we’re in trouble. So that’s a huge thing in
the last few years, probably the last 10 years, five especially for mental health.
Steve supported Cynthia’s observation about mental health and pondered whether
attempting to focus on academics primarily was the right approach and alluded to other
objectives in the 10-Year Education Plan:
Objective 7 is about social emotional feelings, self-regulation behavior, mental
health, whatever you want to call it. And we are all . . . trying to get support for
schools to get that under control. You know, to get teachers to a point where they
feel efficacious and can actually do their job right . . . at the same time we can’t
ignore balanced literacy just because your class is not right. But we certainly
realize that until the hierarchy of needs is there, if you’re not feeling safe and
getting things calmed down and the kids aren’t feeling that way, the other things
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aren’t going to be as successful as they could be. We’re not going to have a true
indication of the growth because that’s getting in the way. And of course, we’re
always concerned with initiatives and too many initiatives and teachers being
asked to do too much and that’s always a concern of ours and continues to be.
Steve’s observation of ongoing challenges with classroom climate and mental
health presents another priority for those who believe, as Steve does, that these areas need
to be under control before true academic progress can be achieved. His recognition that
teachers are contending with many initiatives was realized in the open question at the end
of the 2017 K-2 teacher survey (NB EECD, 2017). Although the intention of the survey
was to focus on pedagogy and gauge readiness for change, 51 respondents wrote about
their workload being a source of stress when asked to provide any further comments. In
the AG’s 2019 report, additional impacts to the education system are identified along a
timeline, including the province amalgamating nine Anglophone districts into four,
implementing the Formal Management system, and welcoming 650 Syrian students into
schools in New Brunswick.
The data above speak to a system marred with many challenges and unclear
direction. Educators’ comments reflected system priorities from the early 2000s and
beyond, presenting a case of chronic interruption to a clear, strategic direction. In the
AG’s (2019) report, she strongly condemns politically motivated changes: “Political
interference in the education system is creating instability and disrupting the educational
process . . . this is hurting our education system and jeopardizing outcomes for our
children” (p. 4). One of the most high-profile changes that has resulted in a number of
system changes in the last decade is the pursuit of the most effective French Immersion
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program for elementary school-aged children. Changes to this program are explored in
more detail in the next sub-theme.
French Immersion program changes. The number of changes to French
Immersion at the elementary level was raised in several data sources. As Steve mentioned
above, there are a number of impacts that result from a program change and because the
French Immersion changes have been at the K-3 level, they have directly impacted the
balanced literacy initiative central to this research. The first major change to French
Immersion occurred in 2008, after a highly public and contentious battle involving
government, parents, and special interest groups. This change resulted in an early French
Immersion entry point change from Grade 1 to Grade 3. In 2016 it was announced that
early French Immersion entry point would be moved back to Grade 1, with no timeline
given at the announcement on when implementation would occur. It should be noted that
a change to French Immersion was not included in the 10-Year Education Plan, released
shortly before government’s announcement of the program’s move to Grade 1. Again,
this decision was met with opposition, with two of the four District Education Councils
and the New Brunswick Teachers’ Association publicly denouncing this change. Despite
the system resistance, French Immersion was moved back to Grade 1 in September 2017.
The AG’s 2019 report states, “The entry point to the French Immersion program
has changed repeatedly . . . a rushed implementation of the 2017 change . . . disrupted
operations in the Anglophone sector” (p. 42). This was reinforced in an editorial in the
Times & Transcript in February 2019 which read, “Public policy changes must always be
well-planned. Unfortunately, the results of a new report by the national official languages
commissioner suggest the opposite happened when New Brunswick lowered French

97

Immersion entry from grade 3 to grade 1 in 2017” (“Rushed Immersion Switch was
Wrong Call,” 2019, p. A7). As reported by Telegraph-Journal journalist Llewellyn
(2018), the Minister of Education and Early Childhood Development at that time,
Dominic Cardy, also weighed in on the impact of French Immersion: “We believe one
thing that could have contributed to the drop in results for Grade 2 literacy last year was
the impact of the return to Grade 1 French Immersion which may have had a
destabilizing impact at the primary level (p. A7). In the same article the Minister
continued: “That is why our goal is to bring much needed stability to the education
system, so current improvement initiatives have a chance to solidify” (p. A7).
In a seemingly contradictory action, two months later the Education Minister
expressed serious concerns about the province’s French Immersion program and asked
for public input on how to fix it (“Serious concerns about French Immersion,” 2019),
which triggered a response from the NB Auditor General urging caution and referring to
her report (Chilibeck, 2019). In May 2019, the end result of this consultation process was
made public and the decision was to maintain the current status of the program for at least
one year, leaving potential for change in the future.
It is evident that the French Immersion program has been an ongoing point of
discussion and is vulnerable to political influence. These changes were referenced by
many educators in the interviews, despite there being no direct questions on this topic.
Steve discussed the challenge with the change happening at the same time as the
implementation of the PDU initiative:
Let’s just say it stayed the way it was, and the entry point was Grade 3, which was
the thinking when this initial plan was put together— there would be a K to 2

98

initiative, everyone is in the same program, hit all teachers, . . . so if that had
stayed that way that would probably have made this whole process simpler, not
easier because it’s still a big job. But it would have made it, I think less complex
then having that change in French Immersion happen.
Wendy echoed Steve’s comments regarding the timing of the change in immersion while
the PDU initiative was just getting underway:
I do feel bad because I think we lost a lot of ground especially in places where
things changed, and I think things changed a lot the second year because that was
the first year of the immersion business. So, I think if we had some more supports
to keep some of the process the same it would have been a little bit smoother.
The timing of the change to immersion was a challenge, as was the need for
teachers to learn new curriculum and pedagogy to support the problem. Melissa, the
Grade 2 immersion teacher, recalls,
There’s been so many program changes with the immersion program that I think
it’s getting confusing for a lot of people, not just the teachers . . . when you’re
changing a program and new materials and teachers having to relearn
curriculums, it’s just having to create something brand new all the time.
Steve referenced new curriculum as well and how having both an immersion change and
PDU happening at the same time presented concerns in their district: “That was a double
whammy— we had this going on [PDU] plus we were getting a new curriculum. So that
. . . whole French Immersion thing, it came with its own basket of issues and complexity
and training and staffing.”
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In terms of other impacts, this district has 60-65% of their students entering
French Immersion in elementary school, with the remaining students being in what are
called English Prime (EP) classes. It is generally known that more students with
Personalized Learning Plans (PLPs), which are plans created by educators to support
students who need specialized interventions to be successful with the general curriculum,
are in these classrooms. The Auditor General (2019) reported that 93% of students with
PLPs are within EP classes. This presents a discrepancy in the learning environment and
demands on teachers, particularly at Grade 1, where students are first split between the
two programs. Debbie, the Director of Curriculum and Instruction, suggested EP classes
need specialized supports:
Something has to be done to support those Grade 1 English [Prime] classes. The
formula, the funding formula has to be different, something has to be different.
I’m not against early immersion . . . but we have to react to the reality of what we
see in our schools and the Grade 1 classes right now are not able to do the same
work they could before, with the dynamics that they have. So, that’s what we
need to address, it’s fixable, it’s just going to take resources. It doesn’t mean that
we have to change anything, we just need to resource those classrooms the way
they need to be resourced. Lower class size, more resources to help those classes
function.
Amy, the rural principal whose school does not offer immersion, also spoke to this
challenge:
I don’t even want to go down the immersion route, but we don’t have immersion
in this school and I have appreciated having the— just a mixture of students . . .
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we don’t deal with streaming here and I’ll use the word streaming because it’s
quite evident in other schools.
Another area that emerged in the discussions about changes to the French
immersion program was the emotional impact this has on educators. Cynthia noted:
The whole immersion thing, because that’s a big one, that’s stressful, right?
Because for us, we waited and waited . . . to hear what was happening and it was
like oh we’re having another change, and can we not let . . . the kids that started
that grade 3 program get through it? And then let’s figure out if it’s the right thing
to do . . . we had immersion teachers crying and I was in a different school, they
were crying because the immersion was leaving Grade 1. I felt awful for them
because . . . they didn’t know what’s going to happen to them, right? And then on
the other hand when it changed back it was the English teachers when it changed
back a couple of years ago it was us that we were feeling that way. That’s wrong,
we’ve got to come up with some system that’s going to work for everybody,
right?
Mary spoke to this unrest among teachers as well when she described the following:
Stresses and tensions . . . between schools, between admins, between teachers
themselves on staff. The French Immersion thing has put that stress on some of
them. Are we going to be forced to go back into an English job or French job?
You hear it.
Melissa, who has experienced changes to her role as an immersion teacher, described her
sense of the impact among teachers when instability is introduced with program changes:
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But just having that worry all the time, am I going to get changed again? You still
have that worry. I think that maybe that was the personal impact and it almost
creates a tension between the English teachers and the French teachers. This
school, it doesn’t show as evidently, but other schools I’ve been at there’s been
situations where some teachers won’t even go into the staffroom because
arguments start, and everyone has their opinions.
The level of unease described above creates a picture of what some primary
teachers have endured with changes to French Immersion, all while trying to implement
the focus of the PDU. Even those not directly impacted are aware of the tension and
preoccupation that occurs among teachers when one knows that they will no longer be
teaching what they have been due to a new program beginning. The disruption to
teaching teams is discussed in the social capital theme later, and Steve describes the
inevitable impact of 65% of his district’s Grade 2 teachers knowing they would not be
teaching Grade 2 as they administer the provincial literacy assessment to their students. It
is evident that this upheaval takes its toll and the descriptions of pressure and stress are
undeniable.
One final area to be examined more closely is the teacher turnover when programs
change and what impact this leaves on the system. Debbie, the Director of Curriculum
and Instruction, recalled:
We would have had hired last year for the Grade 1 entry point a large number of
brand-new teachers . . . who would not have been familiar with our practice.
They weren’t all new teachers, but they were all new to us. So, coming from other
countries, coming from other regions and that extra step of knowing that they had
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to do this as well as get their head around just teaching and the new curriculum
was a lot a lot of change all at once.
Educators described teachers keeping an eye on enrollment numbers for French
Immersion at their schools so they could be prepared for the turnover of positions based
on classes needed for each program. Melissa shared,
I think . . . there’s always that worry for teachers— am I going to have a job next
year? So, the first change, obviously, there were English teachers that their jobs
[were] filled by French positions, based on the numbers of kids changing into
French Immersion.
Wendy, the Literacy Learning Specialist at EECD who had recently come out of an
English Prime classroom, spoke to her conversations with a number of primary educators
after the return to Grade 1 was announced:
I think there was just a lot of churn. I think it continued in a lot of ways because
of immersion . . . I didn’t realize it either until I went into the system and started
talking to teachers and how distracted they were from their work by the idea that,
you know, they weren’t going to be doing it the next year or they didn’t know if
they were going to be doing it and they were focused on how many kids were
registered, how many kids were going into immersion. So just their focus changed
. . . so it was a lot of unfortunate things I think that affected the work.
As enrollment in the early French Immersion program has increased by 20%
between 2012 and 2016, a continued demand for French Immersion teachers has been an
ongoing concern. When it was announced that a return to Grade 1 entry was imminent, an
immediate risk in staffing another whole grade level of teachers was anticipated and
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recruitment efforts increased. Attention to this issue became intensified when the Times
& Transcript reported, “The Department of Education released a memo on April 13,
inviting qualified civil servants to take a leave from their position in the bureaucracy to
teach French Immersion classes in an anglophone [sic] school” (“Rushed immersion
switch was a wrong call,” 2019, p. A10). Teacher turnover is not just an issue in the
district being researched, as Nancy, the PDU Delivery Lead, reported that there was a
40% turnover overall of teachers at the primary level across the province. This change
occurring in classrooms and with teacher teams created challenges with maintaining upto-date professional learning for all teachers, as new teachers continually entering the
system would miss previous learning opportunities.
Given the pervasive and shared viewpoint among all study participants about the
negative impact of the timing and frequency of French Immersion entry point changes,
the data reported here clearly indicate that system stability has been impacted by changes
to the French Immersion program. The constant state of not knowing whether the
program will change again, where one may end up teaching in the subsequent year, and
the uneven demands of French Immersion versus English Prime classrooms has raised
tensions among many educators. With staffing and turnover creating barriers to quality
programs, the system struggles to maintain a standard of practice to support learning for
students. Steve spoke at length of the impact he has seen at the primary level with the
continual changes directed at K-2 teachers and the challenge of focusing on balanced
literacy amidst the unrest:
I’ve said this a hundred times— it doesn’t matter what you’re changing in
elementary— you’re shaking the elementary tree. We had just finished taking it
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[French Immersion entry point] and moving up to Grade 3, right, since 2008 we
started that moving up. It stayed there for a couple of years, things were just
starting to settle back down, and then we grab it and give it another big shake.
And you can say we just shake French Immersion, no, you shook the whole tree.
It’s going to take another few more years for elementary to settle back down. So,
the timing was unfortunate. Whether French Immersion should be in Grade 1 or
not, I don’t know, it doesn’t matter to me. It’s just the timing of that with this
initiative.
Rushed implementation leads to confusion. The final sub-theme to highlight
within the Implementation Process and System Stability theme examines the
implementation of the PDU initiative in 2016-17. As described earlier, the PDU
initiative was a system-wide effort targeted at grades kindergarten to Grade 2 and was
introduced with the release of the 10-Year Education Plan in September 2016. The initial
planning meetings for the initiative began in the spring of 2016 with the Superintendents
and newly formed PDU team. As described in Chapter 1, over the summer of 2016 there
was a small team of educators from across the province with literacy expertise assembled
to determine a focus area and measures to support literacy growth in the province. In the
interviews with participants it became clear that planning and implementation, although
well-intentioned, were flawed. As the PDU initiative began immediately in September
2016, teachers and other educators were left little time to process what was expected of
them within such an immediate timeframe. This rapid implementation caused confusion
among principals, teachers, and educational leaders.
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The intention of the PDU Delivery Lead, Nancy, was to engage individuals from
all levels in the earliest development of the initiative. As she indicated, “we brought in
people from districts, we brought in Directors, we brought in subject coordinators,
teachers, classroom teachers, EST-R [Education Support Teachers- Resource] teachers,
the teachers and talked about how you know, to roll this out and start developing these
tools.” Nancy felt that Superintendents “bought into it one hundred percent,” but
recognized in hindsight that this level of buy-in was not the same across all groups and
that the timing for implementation was highly challenging for introducing a change in
practice as large-scale and significant as this initiative required:
I felt the urgency was different at different levels . . . September to June was
really a year in hindsight we should have taken that year before even releasing
one bit of information to do all that work. Work on change process, work on
communication, make sure we understood our roles. Make sure we understood
every role from teacher, all the way up to the deputy or the minister, wherever
you want to go. If we had taken that time to get the system ready, I think it would
have been a whole different experience for us, but we didn’t have that
opportunity, so we made the best of it.
Wendy, the EECD representative leading the literacy aspect, also recognized the
hurriedness of the roll-out was challenging to the system:
I felt urgency from both places, but I think there was a real rush to have things,
just to have data available to report to the premier’s office. That was a real
struggle for me . . . I feel bad sometimes. I feel like that was part of that urgency,
that it [was] created because of the reporting piece. It meant that the
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communication to the system didn’t go as well as I think it probably, you know,
we would have been better served maybe to slow down a little bit.
Steve echoed Nancy and Wendy’s observations, but when asked to make
recommendations about how to improve the implementation of a change initiative in the
future, Steve felt that due to the state of urgent timelines, the plan was already developed,
therefore, not reflecting a partnership in the development process as he would have
preferred.
The roll-out could have been, the pace could have been a little different . . . that
was probably one thing that was missing from a good plan, that we had shared
ownership. You co-create it together and then we all agree, ok let’s go. That
probably could have been done a little better. And when you do it at that pace it
impacts the relationships because like I say, some people kind of get left out of
the chain . . . if you jump over somebody or go around in a sense of urgency then
you’re missing out on an opportunity for that person to be part of the buy-in for
the thing.
Debbie, the District Director of Curriculum and Instruction, and Lisa, the District
Literacy Coordinator, were both expected to support the roll-out and stated similar
concerns about the implementation. Lisa, who directs the work of leads, said,
The tools themselves, I’d have to be honest in saying that I felt somewhat unclear
at that time . . . how it would be rolled out in a way that would be envisioned as
supportive . . . was a little bit unclear to me.
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Lisa also referenced the “chain of command” as unclear, so not really understanding roles
and responsibilities for the implementation. Debbie offered additional reservations about
the process:
I’m not sure it was well understood in the beginning because it was fast. It was
going to happen, and it was happening, and we were a big part of it. I think it was
not well understood by the system. So, the people who were involved in the initial
discussions certainly had a clarity around what they wanted and why they were
doing it . . . who decided that we were going to have that as a measure and how
did it get rolling without a lot of conversations first from the system to see if that
was the best way to implement it?
Nancy and Wendy recognized the implementation was not ideal and educators closer to
the classroom were experiencing confusion about the expectations for the initiative.
Debbie described her challenge in leading an initiative that she did not develop or
completely understand: “It’s difficult because people are looking at you for clarity and
you’re not sure you completely understand that piece of it, so it’s hard to explain.”
In the fall of 2016, a provincial principals’ meeting was held where principals
were introduced to the PDU initiative and the tools that would be used to gather data.
Donna, the Alignment Champion, who was a principal at the time, recalled, “I got a sense
that it was like last minute a little bit, but it was her [Wendy’s] background. There was a
lot of questions around the room.” Amy, the rural principal, spoke about her first
impression as “initially the entire plan I wasn’t really sure . . . how this is going to look
when we got to the specifics.” When asked about how clear the expectations were for
balanced literacy, Karen, the urban school principal, responded “A bit of confusion . . . I
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think it needed to be done before the end of the school year . . . there was a great deal of
urgency with it. Seemed at that point maybe more top down to gather data.”
As principals were expected to then take back information to their staffs, gaps in
information or lack of clarity from them as the school leaders presented challenges in
explaining expectations and purpose to classroom teachers. Based on the tone of the
interviews, it appeared to me that teachers are used to being asked to implement
something that it is not always clear to them. Beth, a Grade 2 teacher at Amy’s school,
offered an interesting comment. Beth indicated she did not understand why balanced
literacy was a focus because, when looking at the balanced literacy needs assessment, she
recalled Amy introducing the tool and saying, “This is what I’m going to do with you,
this is when it needs to be done, this is what I’m going to record, and this is when we’re
going to go on with it.” In Beth’s reflection, she knew what she needed to do, and she did
it. Her teaching partner Mary stated, “Frankly, it was nothing new” when she was
introduced to the expectations of the balanced literacy initiative, but added,
Here’s another plan coming through . . . I’ve been at this for a while, so we’ve
seen a few of these things come down through . . . it just seems like every time
we get a new government somebody comes in and it’s like, this is how we’re
going to do it.
Cynthia and Melissa from Karen’s school shared their perspectives on the
introduction to balanced literacy. According to Cynthia:
The first year, I didn’t really know where they were going with it, but, last year I
felt more comfortable when we went to PD with Lisa on shared writing, because
that was the one I had a hard time using all the time. So, they had collected that
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information and that’s where they got the information from— so I thought oh,
there is some validation and a point to the in-service.
Melissa shared:
I think my initial introduction to it was in French too, and I thought it was just
something that was already implemented. I was a little confused at first . . . but it
was very quickly, PD after PD, it became very clear that this was something that
was very important.
In final reflections Nancy recognized,
We knew right from the get-go at the starting date in September, this was a top
down issue. Because we didn’t have the time as I mentioned before to add or do
anything else but that meant we didn’t have the time to build the relationships we
didn’t have the time to nurture that.
The destabilization described in this theme sets the tone for the remainder of the
findings and ties directly to the first research question examining the impacts experienced
by educators. It is clear among the participants and their perspectives of others’
experiences that the impact of the implementation of the 10-Year Education Plan was
significant and disruptive. With the many changes in direction, educators were unable to
predict what they would be asked to implement in their classrooms and, as such, a great
deal of instability existed. The announcement of French Immersion changes occurring
soon after the release of the 10-Year Education Plan led to many side effects and, again,
a sense of instability across the system. All of these changes occurring simultaneously
with the introduction of the PDU initiative presented challenges in itself, but the fact that
the PDU work was starting during this uncertainty was recognized as a challenge by
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participants. This led to tension among educators and perpetual disruption to a strategic
direction. The short timeline within which the PDU focus, resources, and implementation
were planned resulted in a rushed implementation that created confusion and lack of
awareness of the full purpose of the initiative. In the next theme the agreement with the
focus of the PDU is explored, and the outcomes of the initiative examined though the
lenses of participants.
Theme 2: Balanced Literacy and Change in Practice
This theme captured data related to Objective 3 of the 10-Year Education Plan,
which in the case of the PDU focussed predominantly on balanced literacy and formative
assessment. Balanced literacy is the specific practice targeted in the data analysis and, in
the New Brunswick context, is defined as the application of eight key approaches to
literacy: read aloud, shared reading, guided reading, independent reading, modelled
writing and representing, shared writing and representing, independent writing and
representing, word work, and oral language (New Brunswick Department of Education,
1998). A further component refers to the degree in which educators integrate literacy
across all curricular areas.
Of the five themes presented, this one generated the second largest number of
references in the data, with 16 different sources providing 81 references, resulting in four
sub-themes to be explored. The findings in this theme capture specific data relevant to the
first research question, particularly the variation and barriers in literacy success: How are
changes in Grade 2 literacy instruction aimed at meeting objective 3 of the 10-year
Education Plan impacting teachers? Why are some educators and schools experiencing
more student success with the changes than others? What are the barriers?
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As explained in the professional learning sessions offered to leads and principals
in the fall of 2016, teachers in kindergarten to Grade 2 were expected to complete a needs
assessment of their application of the nine balanced literacy components by using tally
marks to indicate the number of times over a two-week period they applied the practices
listed (see Appendix F). The results of the assessments were submitted upon conversation
between the teacher and their principal, who shared with the district, at which point
names were removed and results were submitted to the Delivery Leader at EECD. The
needs assessment was intended to inform educators of their current status in teaching all
of the components, help to identify professional learning needs when working with a lead
or other educators, and support educators in realizing a more equitable application of all
nine areas. It was also intended to provide leaders a snapshot of what areas of balanced
literacy were being taught and which needed additional support for implementation.
Each participant in this research played a role in the implementation of balanced
literacy across the K-2 grades. The process of implementation began with the EECD-led
PDU team travelling to each of the four Anglophone districts shortly after the launch of
the 10-Year Education Plan and providing professional learning (PL) to district literacy
coordinators, leads, and the Director of Curriculum and Instruction from each district. An
expectation of each district team was that they would offer PL to other relevant district
staff and teachers. In addition to this, in October all principals came together centrally
and were provided PL by Wendy, the EECD literacy specialist, in preparation for the
balanced literacy needs assessment being launched in their schools. Principals were asked
to go back to their staffs and communicate the information they received and told that
more updates regarding timelines for start-up would be communicated in the near future.
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Superintendents, being part of the initial identification of literacy as a focus, were invited
to the district sessions and were meeting frequently with the Delivery Leader and the
district alignment champion to ensure they had a clear understanding of what was
happening with implementation of the balanced literacy needs assessment.
When the focus on balanced literacy was communicated to the system and the
needs assessment results compiled, there were a variety of responses reflected in the data.
Within this theme, the following sub-themes arose: (a) level of agreement of focus, (b)
needs assessment implementation, (c) educator change in practice, and (d) overall
outcome of balanced literacy.
Level of agreement of focus. Agreement was mixed among participants with
balanced literacy being the main focus of improving literacy outcomes. In fact, data
collected suggested not all teachers were convinced that there had to be any change or
adjustment to their literacy instruction—balanced literacy or not. In a K-2 teacher survey
(n=684) administered in February 2017 (NB EECD, 2017), teachers were asked to
respond to their level of agreement with a number of statements. One in particular
revealed an intriguing finding. When asked to respond to the statement: “There is a need
for improving K-2 literacy and numeracy instructional practices,” only 71.6% agreed
with the statement. Although this question included reference to numeracy practices as
well, there were still almost 30% of teachers, in the face of declining literacy
achievement and low math achievement scores, who seemingly did not believe there
needed to be a focus on improved instructional practice in either of these areas. It is
difficult to theorize fully the underlying message being communicated in this finding, but
it may communicate either a statement of other issues being the source of declining
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achievement or a straightforward sense that existing instructional practices are
sufficiently addressing the needs of students.
In the early 2000s, balanced literacy was part of a significant K-2 literacy
initiative that resulted in extensive professional learning for teachers and administrators.
Supporting tools like look-for documents and classroom videos were created to help
educators understand expectations for instructional practice in New Brunswick
classrooms. This focus persisted for a number of years and appeared to contribute to
climbing literacy scores at the Grade 2 level, reaching an all-time high in 2009 at 83.6%
of students achieving at the expected standard (NB EECD, 2018). As mentioned earlier,
in 2010, literacy leads and budget were reduced and an all-encompassing initiative
focusing on inclusion was introduced. The inclusion focus involved extensive
professional learning for educators in welcoming all students into their classrooms and
experiencing learning relevant to their needs. The reference to all students includes those
with specific cognitive, physical, or other limitations into the typical classroom
environment with like-aged peers. This loss of a direct focus on balanced literacy, among
other factors, appears to have contributed to the continual decline in literacy achievement
and a drifting of focus on primary literacy.
As balanced literacy was an area most educators were familiar with in 2016,
reaction to its reinstatement as a key focus of the government’s 10-Year Education Plan
was met with varying opinions. Lisa, the District Literacy Coordinator, was one of the
individuals involved in early discussions at a provincial level on selecting an area of
focus for primary literacy. Lisa is a 29-year veteran educator and has seen initiatives
come and go in New Brunswick:
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I do recall I sat in on a meeting in Fredericton where we were discussing a
potential tool. . . . I remember having a conversation around it and having angst
around it and the idea of balanced literacy as a component being offered to
teachers as a checklist. My fear being at that time was that we were moving more
to an integrated approach and if we gave great emphasis to the components in
isolation that we would potentially move backwards in teaching in isolation, to
merely check off a component.
Although Steve, the Superintendent, expressed general agreement with the focus,
he was challenged by the lack of engagement with Superintendents in the decisionmaking:
If we all sat down, said ok, we focus on literacy and formative assessment
. . . what’s the best way to roll that out? If we had done that it probably would
have been different than the four Superintendents being invited to a meeting and
told basically you know here’s what we’re going to do, here’s the charter, here’s
the plan. The charter was all written when we got there, all we had to do is sign,
right? Anyway, but that’s how it went down and I get that you know we’ve got to
get ’er done, we gotta start in September, all of that. But that was probably one
thing that was missing from a good plan that we had shared ownership. You cocreate it together and then we all agree, ok let’s go.
This perspective was shared by Debbie, the Director of Curriculum and Instruction:
I think sometimes people feel like they were told this was happening as opposed
to having input on it happening. But that’s a system piece right, we often feel that
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way . . . the system feels that way because things get announced and they’re not
sure where they came from.
These senior officials were challenged with the decisions being made within a
very tight timeline. Superintendents, Directors, and Coordinators are the key individuals
to generate enthusiasm and communicate endorsement of initiatives to educators in their
district. However, based on the above responses, enthusiasm and endorsement are at risk
when individuals are left out of the initial decision-making, which, in this case, was the
selection of K-2 balanced literacy as an area of focus for the system. Even though
Superintendents and some other leaders from the districts had been involved in initial
decision-making discussions, the number was small, and the sense was their perspective
did not engender enough influence to significantly sway what was being advocated.
The school-based study participants (teachers and principals) spoke to their
confusion of balanced literacy as the focus, particularly the introduction of the needs
assessment tool. Many of them spoke to using balanced literacy on an ongoing basis in
their school, so not really understanding why this focus needed to be re-stated. Cynthia, a
primary teacher with 24 years of experience, stated,
At first it wasn’t very clear, I guess, and as always – I’ll just be honest with you—
it was like oh, we have to fill something else out again? Like, what’s the purpose
of it and what are they doing this for?
Donna, the Alignment Champion for the district and a former school
administrator, also referenced not understanding why balanced literacy was being
positioned as a new strategy when she felt it continued to be a focus in her school. She
alluded to some interruption to the sustained attention across the province when a literacy
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resource not aligned with balanced literacy became popular, which she indicates may
have led to the necessity for this re-direction:
PL [professional learning] has continued to roll for many years around balanced
literacy. Like, the focus has never shifted away from it. What happened was a
resource kind of came into play which took some people off track I think in terms
of the intentionality around the components but beyond that, that was an area that
was definitely probably a strength already in my building.
In the K-2 teacher survey mentioned above (NB EECD, 2017), 76.58% agreed
with the statement: “The purpose of the K-2 initiative (Balanced Literacy, Math
Improvement and Formative Assessment) is clear to me.” Again, this reflected mixed
understanding of the direction of this work. At the end of the survey, teachers were
encouraged to provide additional comments. Among comments relating specifically to
balanced literacy, 23 indicated the focus was not relevant or they did not understand the
focus, while 20 comments spoke to their appreciation for the intentional focus and that
they felt this renewed attention on balanced literacy would be beneficial and helpful. This
relative 50-50 split reflects the bigger overall response, which was uneven.
The EECD employees in this study understood this selection was done quickly
and, as Lisa referenced, it was done by a fairly small group. Nancy, the Delivery Lead
overseeing the initiative from EECD, referred to the challenge with those understanding
why there was a renewal of focus on balanced literacy: “So the first year was very
rocky—a lot of discussion, a lot of one on ones— I can’t count the number of people that
I talked to because they just didn’t understand the purpose.”
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This level of division in endorsement of a critical initiative undoubtedly had an
impact on its implementation. As the data from the teacher survey highlighted, there was
a significant number of teachers who seemed to suggest they felt no need to improve their
practice and the split in support for balanced literacy as evidenced in the open comments
captures the wider systemic reaction to this initiative.
Needs assessment implementation. The next sub-theme emerging from the
balanced literacy initiative concerned the implementation process for the needs
assessment through the lenses of the participants. Once the focus on balanced literacy
was communicated, leaders at EECD acted quickly to bring stakeholders together to work
on the necessary tools. As mentioned earlier, Nancy referred to a number of people that
were brought in for early participation and Wendy reinforced the collaborative nature of
the development:
I brought in subject coordinators and DCIs [Directors of Curriculum and
Instruction] so I tried to get their expertise. . . . I invited all the subject
coordinators and the Directors of curriculum and instruction in when I was
developing the tools. . . . I included all the elements that they felt were critical.
Through this process of collaboration, it was hoped that the tool would reflect the
collective expertise in the province and get everyone on the same page for
implementation.
Initially, it was suggested that only teachers who were working with a lead would
complete the needs assessment so that they could be supported through the effort.
However, that became cumbersome for principals to manage teachers who were
completing extra work, while their colleagues were not. It did not take long for the
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implementation to spread to include others across K-2 and, in the case of both schools in
this research, the needs assessment process spread to include K-5.
There were three intake periods for the balanced literacy needs assessment, with
the first happening in March 2017 and subsequent intakes in December 2017 and June
2018. This continued each year until June 2019. Teachers were to keep track of their
application of the nine components of literacy over the course of two weeks. This was
done through a tallying system which was gathered at the district level and then
aggregated, without teachers’ names, to a percentage of use for each of the components
that was shared with EECD.
Although many educators were familiar with balanced literacy as an instructional
practice, the introduction of the needs assessment tool for teachers to rate their usage was
new to the system. Amy, the rural elementary principal, described her initial introduction
to the tool at a principals’ meeting, then how she presented to her own and another staff
with a principal from another school. Together, they outlined the expectations and
timelines for the data collection related to the needs assessment. Mary, a teacher at
Amy’s school, spoke to her initial reaction to completing the needs assessment:
At first when we saw it we thought oh my word this is going to be a lot of
paperwork, it’s going to be a lot more . . . you don’t want to say what you need to
be doing because this is what you need to be doing, but it’s planning, and prep,
and you still have to go and do this other stuff and keep track of this stuff as well.
So, it’s a lot of focus here.
Beth, Mary’s Grade 2 teaching colleague, shared:
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We are given these tools, and these sorts of things, so . . . I do keep them visually
up and around in my room so periodically I can check them, and I go through
them and I say have I been meeting each one of these things?
Karen, the principal of the urban elementary school, received the same initial
introduction as Amy and then spoke about her staff’s response to the expectations:
There’s always a little bit of that fear of the unknown at the beginning . . . what’s
really going to happen with this? Is this how we're going to get leads ’cause that's
what everyone is saying, okay you're doing great, you're not going to get a lead or
you're not doing great, then you get more support.
Melissa, a Grade 2 French Immersion teacher at Karen’s school, spoke about this
increased attention:
We were always handed out a new document, I think I have a hundred copies of it
. . . we always had to refer to it and we had to make sure, kind of go over lesson
plans and check to make sure that the balanced literacy was evident in the plan.
These reflections from the teachers highlight that even when faced with a new demand,
and perhaps with some question of its purpose, clarity, or value, they became committed
and did what was asked of them.
At the time of implementation, discussions were happening across the province at
the district and department level in terms of questioning whether teachers would
accurately self-rate their use of balanced literacy. The worry was, what if their selfassessments of Balanced Literacy were too high, too low? And, as alluded to above, what
if they thought there was some hidden reason for collecting the data, like extra support or
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scrutiny for those not doing well? Lisa spoke of the challenges of achieving an accurate
needs assessment:
Many people either undervalue their skill set or overvalue their skillset . . . the
stellar teachers being extremely modest . . . there is still going to be a margin of
error for sure but just time . . . it came to our hands quickly, to be deployed
quickly.
Sarah, a lead who works with a number of elementary schools and has worked with
teachers at Karen’s school the last two years, spoke to her reservations regarding the
implementation of the balanced literacy needs assessment process:
I think some people probably were quite reflective on their practices and made
sure that they were growing in those areas. In other situations, I think it may have
been just you know, and this sounds terribly negative, but I think it’s a situation
where they may have just been ticking the box.
The data collection piece seemed of the most interest to principals and teachers,
and the most comments in interviews relating to it came from this group. As leaders at
EECD described how there had been representatives from many levels helping to develop
the tool, communication about this process did not reach those the most impacted—the
teachers. Although teachers complied with the request, their lingering reluctance did not
interfere with what I observed to be their commitment to doing what was asked of them
and respecting the direction they were asked to follow. Enhanced and direct
communication to teachers could have helped to alleviate the unknown, the stress of the
underlying purpose, and the understanding of how these data could contribute to them
receiving more directed support.
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As expected by district and department personnel, time to discuss the needs
assessment would be a request of the school-based staff; therefore, funding was provided
to facilitate this dialogue. With the intention of gathering the most accurate needs
assessment possible, release time was provided for principals to meet with their K-2
teachers to have one-on-one conversations about the teacher’s application of each of the
nine balanced literacy components prior to completing the assessment.
Amy, Mary and Beth’s principal, spoke about gradually getting better at
supporting teachers in their needs assessment process and how she mostly found teachers
were being too hard on themselves in terms of rating their practices lower than what she
observed. Karen, the principal of Cynthia and Melissa, spoke to the challenge of having
the conversations with teachers, as the literacy lead at the time facilitated many of these
and they often conflicted with the demands of Karen’s schedule: “I didn't sit in on these
conversations . . . in a school day it's difficult . . . you just can't sometimes . . . so that
made that, that added I think a lot to the confusion.”
When the input of the teachers’ data moved from the principals’ responsibility to
the teachers doing it on their own, it seemed the professional conversations began to
wane. Amy also felt that the attention started to diminish at the district level on having
principals (or leads) continue these conversations with teachers. Amy recalled:
At principals’ meetings we did get to discuss it in the beginning, but I didn’t
really feel those discussions continued. It happened more through emails . . . I
kind of felt as a principal I needed to . . . keep these conversations going . . . that
was kind of a piece that principals needed to do. Even though it wasn’t listed in
emails.
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The implementation proceeded with teachers adjusting to the expectations, and
principals and districts providing varying levels of support throughout the process.
Although it appeared that there were individuals from schools and districts directly
involved in developing the tools, it still was perceived as a “department” initiative and
references to “they,” again referring to EECD, were predominant through most
interviews when discussing expectations, support, and other key actions throughout. The
ownership had not fully been assumed by districts and schools as hoped.
Teacher change in practice. In this sub-theme, educators’ level of familiarity
with balanced literacy influenced their sense of this initiative being a change to their
work. When refining the data gathered for this theme, it became apparent that participants
had strong views about balanced literacy reflecting a change in expectations for their
instructional practice. Throughout conversations with participants, a resounding
sentiment was that teachers were already “doing” balanced literacy in their classrooms.
This is captured in the following exchanges with classroom teachers.
Interviewer: How clear was your understanding of the expectations related to
balanced literacy and formative assessment?
Mary: Quite frankly, it was nothing new.
Interviewer: OK . . .
Mary: We kind of looked around the table going, really? Um, what? We didn’t
see any startling revelations . . . this is what we have been doing. This is our
balanced literacy, this is how we present it, this is the processing map yeah.
That’s nice, pretty picture that they laid out but it’s like— this is good teaching.
This is what we do. So, we were kind of sitting back and going, ok?
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A similar sentiment was shared by Mary’s teaching partner, Beth.
Interviewer: Was everything clear to you in terms of balanced literacy?
Beth: Well it wasn’t clear in terms of, I largely felt well, this is stuff we’re already
doing, so how is this particularly changing anything? How is this particularly new
if this is already stuff we’re doing? I just had to put trust that I would be told what
I needed to do and that indeed I believe has happened.
The teachers’ beliefs that nothing was really changing influenced the sense of
urgency about implementation, as illustrated by this exchange with Melissa:
Interviewer: So, when this was starting to be rolled out, Melissa, what level of
urgency did you sense around it?
Melissa: Honestly, I didn’t feel it was urgent because it is something that we
were, many teachers were already doing. I think we were all already
implementing these elements. Maybe some of them we were slacking on, for
example my forte would not be the writing aspect.
Cynthia, who works with Melissa, echoed the thoughts raised by her colleagues:
I’ve been around long enough that when they started, like, talking about balanced
literacy, I was in literacy [as a literacy lead] so, I became quite comfortable with
it. So, I didn’t find it that hard to implement it in the classroom. So, overall that
hasn’t changed.
The teachers’ survey data (NB EECD, 2017) also reflected a sense that teachers
strongly felt they had an established, solid understanding of balanced literacy. In
reference to the statement “I have a clear understanding of the components of the
Balanced Literacy Approach,” 93.12% agreed (47.53% strongly agreed, 45.59% agreed).
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Although it does not measure if they are applying balanced literacy, it certainly matches
the statements of the teachers in this study.
It was not only classroom teachers who questioned this initiative as anything new
to the system. Amy, the principal of the rural school and who had been a district level
staff member during the initial balanced literacy initiative in this area, stated: “Having
come from my literacy role at district office, this isn’t new to me. . . I didn’t feel it was
new to my school and they didn’t either.” Karen, the urban school principal, echoed
Amy, but referenced the needs assessment as a new aspect that reflected a change:
I feel it was part of our everyday practice, so it just seemed like it was more the
data collection piece I think I felt the urgency with ’cause it was part of our PLCs
[Professional Learning Communities] and kind of how we were doing business
anyway.
Sarah, the Literacy Lead, stated:
At the time I didn’t, and I still don’t really think there was a lot of change in terms
of what was being expected. The school that I spent all of my classroom teaching
career in . . . heavy focus on literacy and balanced literacy so I think it was pretty
clear it didn’t appear at the time that there was anything that was jumping out at
me as in, that’s a new expectation.
Steve, the Superintendent, and other senior leaders, including Wendy at EECD, stated
their agreement that balanced literacy was nothing new and that teachers had been using
this practice already in their classrooms.
In reflection on this aspect of the implementation, I acknowledge my lack of
recognition as a change leader in this initiative, that the purpose needed to be
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communicated much more clearly in terms of what was staying the same—like the
components of balanced literacy—and what was changing, like the need for more
intentionality in applying all nine components across the curriculum and being aware
enough to address where there were gaps in one’s practice. This lack of specificity of the
expectations for the change can be a significant barrier to improvement (Fullan, 2016).
As the above mindset from across the chain of individuals interviewed suggests, not
understanding what had to be different was a considerable oversight in communication of
the purpose of the initiative.
Outcome of balanced literacy. The last sub-theme captures participants’
perspectives regarding the overall outcome of the focus on balanced literacy. Did this
work have an impact? With the uneven understanding of purpose and sense that practices
were already in place to address balanced literacy, what impacts did participants describe
as a result of this work?
In the spring of 2019, Nancy, the Delivery Lead, hosted consultation sessions
with classroom teachers and leads at the K-3 level as the initiative had expanded to Grade
3. I also attended these sessions as an observer to hear directly from teachers. Systemwide surveys are not often well-received by the school districts, as educators are asked to
complete many of these from individuals within and outside of the education system.
Therefore, the consultation approach was preferred over a re-administering of the survey
initially completed by teachers in 2017.
When the K-2 survey was administered in February 2017 (NB EECD, 2017),
77.74% of teachers agreed with the statement: “Reflecting on my application of each
component of balanced literacy has helped me to better meet individual student needs.” It
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was hoped that this statement, in addition to the other statements shared throughout this
theme, could be explored in greater depth through a more intentional, face to face
discussion to understand what outcomes had resulted from the work of this initiative.
This intention provided a clear purpose for the consultations and led to establishing these
opportunities among the 10 education centres across the province.
During the 10 consultation sessions, perspectives regarding all elements of the
PDU work were explored, including balanced literacy. According to Nancy’s report
(Boucher, 2019), the timing would capture current thoughts on the initiative at a point
just under three years since the education plan was released. In her report, summarizing
comments from the 10 education centres across the province, Nancy wrote:
There is general support for the use of Balanced Literacy as an approach in the
classroom. Feedback indicated that teachers improved their understanding and use
of the components of a balanced literacy program over the course of the PDU
initiative. (p. 8)
This statement reflects more support for balanced literacy after three years of the PDU
compared to the reactions described during the initial implementation of this focus. One
could question whether educators participating in the consultations felt pressure to be
positive about outcomes; however, this response was not isolated to this group alone as
educators reflected on this work since its introduction.
Study participants at the department and district levels had generally positive
comments to say about the outcome of balanced literacy after almost three years of
implementation. Debbie, the district Director of Curriculum and Instruction, spoke about
the team at her district office having to pull together and to learn how to work differently.
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When describing the impact of educators completing the balanced literacy needs
assessment, she stated:
Having to reflect and have a conversation with one of your leaders about your
practice has changed our conversation. So, I think we’re in a better place now
then we were three years ago with those conversations and that’s why people
want to use the tool beyond grade two because it doesn’t stop there.
Wendy, the EECD Literacy Learning Specialist, relayed, “I certainly think there’s been
growth in the system. I do believe the information we collect[ed], it showed lots of
growth and I believe it’s mostly accurate.” Steve, the Superintendent, spoke of the impact
on practice that he observed due to the initiative:
I think it’s safe to say if you walk into any of our elementary classrooms, K to 2,
you know probably the same with 3 to 5 but K to 2 especially, you would see
balanced literacy happening and our leads have continued to support that work
this past year to make sure that that’s happening and to give support where
teachers don’t feel comfortable with a certain aspect of balanced literacy, to
support them in that and a lot of professional learning done after school and on PL
days and you know some pull out as well.
Lisa, the District Literacy Coordinator, spoke about her evolved perspective on
balanced literacy compared to her early trepidation with using a checklist to monitor use
of the components.
So, I did take a different stance of being a little apprehensive to thinking though
this is really good, this is forcing us where maybe we may not have addressed the
greater whole, using the same language and revisited professional learning that
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clearly should have been revisited . . . it really supported what we were doing as
opposed to pushing us backward.
In our interview, Nancy, the Delivery Leader, also spoke about the significant impact she
felt from the work in balanced literacy:
When I look at the capacity of the system, the teachers who have been in the PDU
work for the three years in terms of their understanding . . . use of balanced
literacy and formative assessment that would be a hundred percent different than
when we started. No doubt whatsoever.
Principals spoke mostly to the impact of having professional conversations with
teachers about their practices. According to Karen, the urban principal:
Honestly, in the beginning I didn't see the benefit as much as I do now. So, having
gone through and using it for a few years . . . I personally see the usefulness of
that data. Even if I am sitting with the teacher who may not be as self-reflective as
the other . . . I can bring it up that way.
Amy, the rural principal, shared a similar perspective:
There’s more conversations around these things, first of all, is what I see. I still
see balanced literacy happening in my building when I visit my classrooms. I
believe the expectations have always been there, especially with balanced literacy.
Again, the focus, the light shining on it, so that has made teachers more aware to
make sure, am I actually looking at all aspects of the balanced literacy approach?
These comments capture the observations of system leaders in terms of how they
perceived changes that have occurred since the inception of this initiative. Moving closer
to the classroom level, the statements varied from these senior level observations. Those
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in school support roles reflected a different sense of outcomes and, in some cases, little
sense of change occurring:
Interviewer: So, from your perspective, describe how balanced literacy and
formative assessment practices look now, three years later?
Sarah (Literacy Lead): I think they look quite similar to prior to…
Donna (Alignment Champion): I think they’re the same. I really don’t see, like it
brought, like it refocused us but in terms of practice I don’t think it’s hugely
changed.
When asked if her practice had changed after three years, Cynthia, a classroom teacher
and former literacy lead, indicated, “Overall I don’t think so,” although she did recognize
that her use of shared writing was not where it should be and she had attended
professional learning in the area. Melissa, a teacher with 10 years of experience who
works with Cynthia, spoke to a more impactful outcome for her:
I think just having these PDs brought a lot of light to how we teach literacy. . . . It
definitely showed where I lacked . . . it was the writing part . . . and I definitely
got a lot of new tools and a lot of good advice from going to these PD sessions.
At Amy’s school, the long-time teaching partners, Mary and Beth, both spoke to
their balanced literacy practices not necessarily changing greatly, but more so their
awareness of how they were allotting time in their teaching. Lead support was mentioned
as a positive outcome, as was having conversations with their principal as a source of
feedback. Due to lead support, the team was able to incorporate more flexibility into their
teaching:
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Because of the flexibility of our administration having leads in the school and
stuff like that we’ve created a lot more of small group working time. That’s come
as a result of formative assessment of students and stuff like that. So, we’ve had a
lot more flexibility develop out of it which is wonderful because it does help you
feel that you’re meeting the needs of the individuals more and you are seeing
some of the results in that. Which is wonderful to see for them. (Mary)
Educators saw the most value in the professional conversations that resulted from
using the balanced literacy needs assessment, rather than an impetus for direct changes in
practice. This would be substantiated with the consultation recommendation: “Teachers
further indicated that the ‘Needs Assessment’ used as a reflective tool has served the
desired purpose and should be retired. However, it could be designated as a resource for
use with teachers new to primary literacy” (Boucher, 2019, p. 2).
Through these conversations it was evident that there were more positive
outcomes attributed to this work from senior educators. Perhaps this was due to their
higher awareness of the development and implementation process and more attention to
the tracking of results, which was predominant for Superintendents and other senior
leaders. The data collected by alignment champions and posted on an internal EECD
portal site (NB EECD, 2019) showed growth in all areas of balanced literacy, which
would impact perception of the usefulness of the initiative. This process also helped the
district to offer professional learning that was data-informed, reflecting a focus on
components that were not reported as highly used by teachers. The variation in response
from the frontline educators in the classrooms may reflect a different level of awareness
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of impact, as data may not have been at the forefront of conversations with teachers, as it
was at the district and provincial level.
In summary, educators did not fully agree with a focus on balanced literacy as an
impetus for change. They believed they were already doing this work, which led to an
uneven endorsement of the work and an unclear sense of purpose for the needs
assessment effort which supported the focus. Although a number of educators reported
observing changes in how teachers implemented balanced literacy over the course of the
three years since PDU began, those in the classroom directly—classroom teachers and
the lead —did not feel there had been much of a transition in practice.
Theme 3: Leadership Capacity and Support
Throughout discussions with participants, it became increasingly clear that the
role of the principal has a significant impact on the learning that happens in schools—for
both teachers and students. Across all participant groups—teachers, principals, district
leaders, and EECD—each spoke to the impact a principal can make in a number of ways.
The findings described in this theme contribute to the latter part of the first research
question: Why are some educators and schools experiencing more student success with
the changes than others? What are the barriers?
Three sub-themes emerged on this concept with the most pervasive highlighting
the importance of the leaders’ experience and knowledge in the area of elementary
literacy, thus linking to the first sub-theme: Capacity in Literacy. Participants noted that
principals who had experience with literacy, particularly at the elementary level, offered
an advantage to the students and teachers at their school. Other key sub-themes related to
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the role of the principal included Support for Teachers and Principals as Continuous
Learners. These sub-themes will be defined in more detail in the following sections.
Capacity in literacy. The following exchanges capture the sentiment shared by
many I interviewed:
Interviewer: Why are some educators and schools experiencing more student
success with literacy outcomes than others?
Lisa (district literacy coordinator): I think the quick answer for me would be the
leadership in the school and what they are evaluating and where they have their
emphasis.
Donna (district alignment champion): I think leadership is a huge part of why
schools experience success . . . but in terms of knowing what good teaching looks
like and high impact teaching, it’s really, really important as an administrator to
know that.
Debbie (district director of curriculum): I think there’s definitely the leadership
piece in the building and focus on supporting those great practices. I really do
think the principal is the key and we’ve always said so goes the principal so goes
the school.
Prior to the research beginning, I visited the schools and met the teachers to
connect before I would be interviewing them. One of the principals suggested to me that I
capture people’s years of experience as part of their profile. I took her advice on this and
in the case of the two principals featured in this study, they had between 20 and 30 years’
experience, which proved helpful to the discussion on leadership. One of the principals
interviewed had been a literacy coordinator at the district level and the other had taught at
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all levels and had come from a previous principalship at another elementary school. This
idea of experience and having been through other changes and initiatives came through
clearly in my discussions. A number of participants referenced their beliefs that these
cumulative experiences and ensuing knowledge development led to a greater degree of
understanding of what is important in improving literacy in schools.
The concept of experience was referenced in my interview with Lisa, the district
literacy coordinator, as she recalled the effective emphasis on early literacy practices in
the early 2000s and how “leaders potentially in buildings who don’t have that skill set or
don’t value the same thing . . . are missing those core pieces.” Sarah, the Literacy Lead,
also described this gap in knowledge that can challenge a principal’s ability to lead
literacy improvement effectively:
I often think that depending upon the principal's previous experience he or she
may not have a really great handle on literacy practices in the case where
principals may have come, for example, I don’t know maybe they were at a high
school they may not have, I don’t think they would have the time to learn literacy
practices for early years educators.
Amy, the rural principal, reiterated this point as she explained, “We do have principals
who don’t have a background in elementary, right, so for them it’s a little bit, you know,
daunting because they’re not as knowledgeable about it.” Mary, a teacher who works in
Amy’s school, recognized Amy’s added advantage of being a literacy coordinator prior to
becoming a principal: “We do have very strong admin who has a background who has
come from district who knows what to filter to us.”
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When the experience is not there, the level of support that can be offered is
diminished. Sarah recalls:
In one school that I was at, the principal was very much in tune with balanced
literacy practices and knew exactly what was going on I think in all of the
classrooms. In other cases the principal did not come from a literacy background
and was very open about that and then there’s people that are somewhere in the
middle where they dabbled a little bit in balanced literacy and they might be able
to name off the components but in terms of implementing them I think it’s all
over the place in terms of their relationship with the classroom teacher.
There was also a sense that a principal without subject matter expertise would
find it difficult to know what to look for when observing instructional practices in
classrooms and therefore not be equipped to offer pedagogical support to their teachers.
The four teachers interviewed were all well aware of the level of expertise of their
administrators and commented on how this impacts a principal’s ability to truly support
the teacher. Melissa shared:
I don’t expect principals to know everything either. They have a lot on their plate,
they’re very busy people and no judgment on our principal either it’s more just
like . . . I would like to know how much interaction there is in learning about all
the different programs that they have within their schools.
The thinking was also reflected in a comment from Steve where he describes principals
who prefer to have someone else come in and support the instructional leadership in their
school. He suggests, “I think there are some cases . . . that can be tightened up a bit with
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the administrator and the teachers doing a better job of following the curriculum. . . . I
think part of the results would be that a little bit.”
These passages reflect the strong sense felt by participants that principals’ subject
matter expertise was a predominant factor in pedagogical support and overall school
leadership. Those leaders familiar with the subject matter were perceived as a
considerable asset to the teachers in terms of knowing what to look for during
walkthroughs and when offering guidance. This expertise in leadership was also
referenced as a key factor in overall success of the school in literacy outcomes.
Support for teachers. Building on subject matter knowledge and experience,
support for teachers, provided by either the principal or others solicited by the principal
to assist their teachers, was the second sub-theme highlighted by participants as a key
contributor to the effectiveness of literacy leadership in their schools. As the
implementation of balanced literacy was occurring, teachers looked for support to assist
them in understanding the needs assessment process and to be engaged in professional
conversations regarding their own practice. In some cases, the principal could address
these needs on their own; in others, it was necessary for the principal to look outside of
the school for subject matter expertise to provide the guidance needed for the teachers.
This level of awareness of personal and staff-related needs contributed to participants’
sense of the strength of leadership in their schools.
As discussed above, support for literacy instruction may look different depending
on the expertise of the principal. The same can be applied to classroom teachers’
expertise and their level of need. In Nancy’s report (Boucher, 2019) on recommendations
for primary literacy, she indicated that literacy lead support should continue, although at
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times the expertise may be within the educators in the school where a peer coaching
model may be more applicable. In a peer coaching model, some educators on staff are
identified as having a strong understanding of a particular subject matter, like balanced
literacy, and can therefore provide the expertise and guidance to their colleagues,
minimizing the need for an external expert to provide services to the school (Buckwalter,
2010). In either case, Nancy indicated, “Teachers and principals best understand their
community strengths and weaknesses” (Boucher, 2019, p. 7). This recommendation
reflects an assumption that principals will know when they can address the needs within
their buildings or if they need to reach out for external support.
This level of awareness of recognizing and addressing needs among a staff was
reinforced through Wendy’s comments about successful schools. When discussing why
some schools experience success in literacy and others do not, she identified “the way the
leaders have built capacity with staff” as being a key contributor to stronger literacy
instruction and outcomes. Lisa also recognized that principals have to recognize when
additional supports are needed for their teachers: “They’re supporting professional
learning in their buildings to support more learning and calibrating their teachers.” When
the principal is not actively identifying capacity-building opportunities for their teachers,
this can pose challenges. Sarah shared her concerns as a literacy lead, working with a
number of schools, about principals that do not address teachers who demonstrate
outdated instructional strategies or gaps in teaching practice. She expressed her
frustration in wondering if she should be the one to address this if the principal does not:
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I’m sorry. I do think that in some ways, principals aren’t having those
conversations and I’ve always sort of walked that line of whether or not I’m the
one that needs to be having that or if it’s the principal that needs to be having that.
Debbie understands that some principals seek external support “when you’re in a
position where you feel like you’re leading . . . because people are looking at you for
clarity and you’re not sure you completely understand that piece of it, so it’s hard to
explain.” This perception was reinforced in the initial start-up of PDU. Some principals
sought the support of Nancy to come speak directly with their teachers to explain the
expectations of educators and answer teachers’ questions. They did not feel confident in
owning the messaging needed to clarify the process to their teachers. It seems that strong
leadership was perceived as occurring when leaders recognize their own needs as leaders
and those of their staff, and, when they cannot provide the necessary supports for the
gaps, they know it is necessary to seek external support.
The teachers’ access to and sense of support from the principal was also seen as a
positive leadership attribute. Beth spoke about her principal, Amy, being “incredibly
supportive. She’d be very hands-on, and she’ll come in and . . . ask questions . . . and
she’ll participate.” Beth’s teaching partner, Mary, also made reference to this,
commenting that “we don’t have to wait for a formal meeting with our admin here —the
door is open” and “we feel like we’ve been taken care of, things will be handled and if
there are changes in things [that] do come our way that it will be taken in stride.” Both
Beth and Mary described Amy, their principal. as being very protective of their time,
demands, and heightened expectations with new initiatives.
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In the other participating school, the teachers’ reflection on principal support was
tempered by the ongoing demands of calls for behaviour intervention and other needs
taking the attention of the administrator. “We don’t see her a whole lot. I don’t know if
it’s because of demands and I think that’s probably part of it” (Cynthia). In conversations
with Melissa and Cynthia, they both spoke positively about Karen participating directly
in intervening with behavioural disturbances at the school. They appreciated this support.
The other added layer of demand at Karen’s school was her need to understand
the curriculum and program requirements of the French Immersion program. Melissa
spoke to this gap in understanding as follows:
I’ve run into a few situations where I ask a question about something to do with
the Immersion program and then the response is often . . . I don’t know about the
Immersion, I’ll have to ask . . . if your principal is Anglophone and the programs
have changed so much that’s been a challenge.
Teachers in the school with immersion certainly recognized that the principal sought
support when needed, but the immediate support was perceived as not as immediate.
Both principals seemed to be acting as buffers or filters, as Mary stated earlier. Amy
would offer support with hands-on classroom support, while Karen intervened with
difficult behaviour to alleviate that stressor on her teachers. Being resourceful in finding
support and being accessible to teachers when needed were seen as key areas in
demonstrating a sense of leadership support.
Principal as continuous learner. The final sub-theme in the broader leadership
capacity and support theme concerns a focus on the principal as a leader who is
committed to being a learner and seeks opportunities to grow as a professional. These
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approaches are often personalized based on the capacity and experience of the educator,
but often show glimpses of resourcefulness and creativity in exploring unique ways to
learn with, and from, others.
Karen, the urban principal, described other administrators as her biggest support
during the implementation of balanced literacy. Her participation in a team of schools
that all feed into the same high school provides an ongoing opportunity to question and
learn with other principals in her area. She highly values this experience and described
opportunities to network as, “all the schools feed into [the local high school] . . . we meet
probably three times officially a year and then just a lot of informal meetings . . . it’s nice
to have, because you’re kind of your own PLC and . . . you can call for anything.”
Cynthia, one of Karen’s teachers, speaks to Karen’s willingness to reach out when she is
not sure of something: “It’s hard to know as principal I would imagine everything from K
to 5, right . . . if she doesn’t know the question, she would reach out to somebody else.”
Amy, the principal of the rural school, did not appear to participate in a similar
network of schools, but did recall her partnership with a school nearby when doing the
initial introduction of the balanced literacy needs assessment with the teachers. With her
former role as literacy coordinator for the district, Amy had confidence in her ability to
manage the implementation and tended to work more directly with school-based
supports, like the literacy leads, rather than reaching out to her principal colleagues. This
led to an exchange in our interview about the connection with her previous experience
and her more independent approach to the implementation.
Interviewer: I wonder with your capacity in your role if that makes a difference.
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Amy: That’s possible too. Not feeling the need maybe to reach out, that’s
possible.
Although this exchange highlights Amy’s realization that perhaps her previous
experience impacts how she leads as a principal, she was also acting based on her sense
that the initiative was “left to the administrator to make sure that these things were
happening.” In elaborating, she stated that she felt she needed to take a lot of this on by
herself, perhaps due to her expertise, but also being at a rural school, she did not appear
to have the same connectedness with other schools for support. In both approaches,
Karen and Amy sought ways to learn more about successful leadership of the initiative
but used different methods that made sense to their capacity, experience and preference.
Throughout the interviews, both Amy and Karen spoke about wanting to learn
more about how to best support the self-assessment process. Other participants
highlighted limitations in principals accessing the guidance needed. Sarah, one of the
literacy leads for the district, spoke to the challenge of being able to offer timely learning
opportunities for principals: “I think as literacy support teachers we have that knowledge
in our heads and disseminating that information to teachers and certainly to principals is
not happening at a very rapid rate.” Debbie added to this challenge of getting the
knowledge directly to principals:
I don’t think in all of this that there’s been enough focus or support for the
principal because the leads are in their roles supporting the principal right now,
even though I wish they were, they’re not. Those discussions aren’t happening in
the schools right now with the principals. . . . they’re happening with the teachers
and the principals aren’t necessarily sitting in on the conversations.
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Steve, the Superintendent, supported Debbie’s observation when he stated, “We’re trying
to make sure that . . . we don’t jump around principals and go directly to teachers. Which
I think is an important shift.” This speaks to the value that senior leaders are attributing to
the role of the principal as the lead learner on systems initiatives like this one.
Donna, the alignment champion, also referenced the strong need for ongoing
learning for administrators to be supported:
I know for instance that there’s principals—their leadership isn’t really strong, but
have we given them the opportunity to get better instead of saying you know they
can’t do it so we’ll do it for them. Like, you’ve got to build the capacity at all
those layers. And be honest in terms of feedback and we’re not good with honesty
either, we sugar-coat things.
In describing leadership capacity through continuous learning, Wendy, the literacy
specialist at EECD, and Donna, the alignment champion, both spoke about principals
needing to contemplate how they evolve their thinking and engage in change for
themselves and with their staff. Wendy spoke of her observation that leadership must
experiment with new ways, and Donna described principals’ understanding of embracing
and leading change as being a necessary skill in successfully implementing initiatives.
Interviewer: So, any particular barriers you can think of?
Wendy: When leadership feels they have to stay within certain boundaries they
don’t feel they have permission to sort of deviate from those norms or to do what
might work in their school community to change things, to improve things or to
change things to do things differently . . . we keep doing things the same and
when the same isn’t working so something has to change and sometimes it can be
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a small thing, but I think we are reluctant for whatever reason to change then I
think that’s a barrier.
Donna’s ideas built on the necessary knowledge for principals when she spoke about
understanding change:
It could make such a difference in the way, you know, our principals are leading
change in their schools. I think they would have better success and better buy in
from staff, yeah. Because rather than it being done to them, they’re part of it yeah,
because teachers do feel that a lot of stuff is done to them. They don’t feel they
have a voice.
Through these statements, it was clear that, for principals to be effective leaders, they
must commit to being learners, reaching out in ways that support their learning, and
exploring best avenues for their learning to best be shared with their staff.
In the overall summation of this theme, the data collected throughout this research
clearly highlight the positive impact of strong leadership capacity and support throughout
the implementation of the balanced literacy initiative. The experience and capacity of the
leader was referenced by many participants as having a clear influence on the
effectiveness of the learning in a school—for students and teachers, and the successful
implementation of a new initiative. This support may be provided in varied ways, but
teachers feeling supported by their leader leads to a deeper sense of positivity about the
initiative at hand and builds credibility in the administrators’ ability to lead their staff.
Finally, the exploration of the principal as a continuous learner rounded out participants
views on the importance of the leadership role in schools. Being a lead learner, again
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through a variety of means, is perceived as another necessary component of effective
leadership.
Theme 4: Defining and Strengthening Literacy Success
As referenced earlier, the Auditor General of New Brunswick released a dedicated
chapter in her January 2019 report titled “Department of Education and Early Childhood
Development, Improving Student Performance: A New Brunswick Challenge.” The
chapter examined outcomes in education, including literacy, and proposed
recommendations for improving the system. In the analysis of literacy achievement, it
was pointed out that “student performance goals have been in place, in successive
provincial education plans, since 2002-2003. However, the goals set 15 years ago are still
not met” (p. 15). Recommendations included finding the root causes for the consistent
underperformance and to make public the improvement plans being made in order to
address the challenges. As explored in Chapter 1, 71.3% of Grade 2 readers were rated at
an acceptable level of reading in 2018, compared to 83.6% in 2009-10 (NB EECD, 2018)
This downward trend has become an unrelenting challenge that sees more and more
Grade 2 students not meeting the expected standard for reading for their age.
In the Defining and Strengthening Literacy Success theme a pivotal question is
explored: are standardized assessments the only measuring stick for defining and
strengthening literacy success? This analysis reflects 15 sources that provided 35
references that offer additional perspective on the first overall research question,
specifically, why are some educators and schools experiencing more student success with
the changes than others? What are the barriers? For the public, politicians, and some
senior leaders, success, in many cases, is equated with standardized literacy achievement
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data (e.g., report cards, provincial literacy achievement results, Programme for
International Student Assessment [PISA] results); yet, educators challenge these
instruments as the dominant factor and define success as a more personalized process for
their students. When educators were asked how they defined literacy success, the
responses varied; yet, the theme of progress, rather than standardized achievement
results, was held as the most authentic indicator of success. Prior to examining
participants’ views on why success varied across schools, how participants define literacy
success contributes to the overarching narrative explored below.
Comments from Cynthia and Beth, classroom teachers, highlight a definition of
literacy success as unique to the learners:
Cynthia: I think success for each student is different, right? So, I think it’s giving
them a good solid foundation so that they’re confident and they’re believing that
they can do that. That they can be a strong learner—it may take them a little bit
longer to get there but given that belief they’ll get there eventually.
Beth: What is student success? Progress. We can talk about what is grade
appropriate progress, what’s that level supposed to be? But particularly I think in
the younger years because children age, or age and develop in such different
fashions and milestones at different times it’s very hard to say that this is exactly
where this child is supposed to be at this time. I think it’s easier as they get older.
But if they’re making progress at a consistent level, consistent rate to me, that
largely is a lot of student success.
Those in support roles for literacy also challenged the assumption that literacy
success is defined by achievement results. According to Sarah, the literacy lead:
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Everybody can’t be where you want them to be at that the end of the grade
because they’re all coming in with different experiences and different levels of
understanding when they enter the classroom. I think it has to be correlated to
growth and as long as students are growing and learning, and you have a
continuum that you can continue moving them along.
Lisa, the district literacy coordinator, raised the idea of the social-emotional component
of success as “seeing yourself as a reader and a writer and seeing yourself as capable of
making gains,” and also explored the ability to goal set and achieve those goals as
feeding an ongoing cycle of success. Amy, the urban school principal, was the only
school-based staff to mention provincial assessments results as an indicator, but was
quick to qualify that: “We look at not just if they’ve achieved an acceptable level but that
all students are making improvements.”
Understanding the basis for how educators define success situates the question:
“Why are some educators and schools having more student success with literacy than
others?” This query led to a number of insights from participants. The most resounding
ideas that emerged focused on the four following sub-themes: (a) socio-economic status
and demographic factors, (b) assessment practices, (c) teacher knowledge and experience,
and (d) classroom environment.
Socio-economic status and demographic factors. When discussing persistent
challenges with student literacy achievement in the AG’s 2019 report, she highlights that
“families experiencing difficult socioeconomic situations can lead to students with
unaddressed basic needs” (p. 16). These sentiments were echoed by a number of research
participants and present a compelling case for recognizing how societal factors impact
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student learning. Steve, the Superintendent, spoke at length about the challenges that
socio-economic factors bring to the schools in his district.
So, I think the biggest barrier is probably the socioeconomic issue in schools.
Kids just aren’t ready to learn . . . they get to kindergarten and they’ve never read
a book, they’ve never really seen a book, they can’t hold a pencil, they can’t line
up, they can’t do anything. So, a teacher spends the first part of the year getting
them ready to do what they should have been ready to do before they came to
kindergarten, so now they’re behind.
Mary spoke to her experience as a teacher and how teachers live with socio-economic
hardship daily:
I don’t think there’s a teacher on staff that doesn’t buy winter boots or a snowsuit
every year. We have our stack of clothing in our classrooms for our kids— it’s
just become a product of our times. How can that not impact a child’s learning?
When they come to school hungry— when they come not properly clothed?
In addition to the ongoing socioeconomic needs that New Brunswick faces,
demographics are also shifting. As referenced in the Speech from the Throne in 2019
(Government of New Brunswick, 2019), the province faces an aging population, with
immigration seen as a means to build the population and provide a labour force for the
future of the province. In 2018, there were 4600 immigrants welcomed to New
Brunswick and government has set a goal of reaching 7500 newcomers by 2024. Many of
these immigrants have children and they are entering the school system in many cases
with little to no English skills and some with traumatic backgrounds. This influx was
mentioned as a potential factor in challenges with literacy success. Debbie, the Director
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of Curriculum and Instruction, described “the percentage of newcomers in some of the
buildings [schools] is 40% and in others it’s two.” Beth spoke about this new reality in
her district by explaining, “Students who are just learning how to speak English within
the school, that’s just a complicating factor it’s just another big issue that many schools
have to deal with.” This was also brought up by Mary, Beth’s teaching partner, when she
shared:
Demographics is a big deal right now, socioeconomics, looking at where these
kids are coming from this day and age . . . look at the province of New Brunswick
right now— we’re bringing a lot of people in that don’t even speak English. A lot
of these kids haven’t really been in a formal classroom setting— of course that’s
going to impact.
From an EECD perspective, Nancy and Wendy spoke about the impact these
factors can have on teachers. Nancy spoke passionately about teachers’ well-being and
her concern they were at risk of diminished health due to the increasing demands of
servicing the complex needs in their classrooms. Wendy spoke about the potential for
funding differently with more autonomy for the school principal. All participants at one
point in their interview highlighted that each school has a unique context and that needs
are not universal from building to building. Debbie built on this point when she shared
her recognition that “when we look at a systems approach . . . we can’t always
differentiate our supports in the system—some schools are really up against it.”
These systems questions pose relevant insights into the necessity to address
socioeconomic and demographic needs that vary from school to school. These more

148

complex issues get lost at times when there is a limited focus on curriculum delivery and
standardized scores when measuring success.
Assessment practices. In this second sub-theme, a factor that emerged through
the research was the argument that the way literacy success is measured in New
Brunswick is an inaccurate means to judge the learning of a six- or seven-year-old
student. This is in reference to the provincial assessment that was put in place in the early
2000s. This standardized instrument consists of short passages of continuous and noncontinuous text, followed by multiple choice questions for each passage. Students use a
separate “bubble sheet” to record their selected responses. The move of French
Immersion from Grade 3 to Grade 1 complicated the application of the provincial
assessment, as it is administered in English based on the understanding that the student
has had English instruction from kindergarten to Grade 2. Therefore, as mentioned in
Chapter 1, the last administration of the assessment was in June 2018. Another means of
measuring literacy in the primary years is in development.
Nancy referenced the current state of the provincial assessment in her report from
the PDU consultations. In it she writes:
As this is a transition period for the grade two provincial reading assessment, this
consultation seized on the opportunity to solicit feedback from teachers regarding
next steps. Teachers agreed that the administration of a multiple-choice
assessment at this age level was inappropriate and were open to a
developmentally appropriate mechanism for the province to use. (Boucher, 2019,
p.2)
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Having sat in on the consultations throughout the province, I know that this excerpt does
not quite capture the emphatic response we heard when discussing assessment practices
with teachers. They spoke fervently about the need for the assessment to reflect the
triangulation of data, not just one data point. They were clear that the multiple-choice
method led them to have to “train” their students how to transcribe their answers from the
booklet to the bubble sheet. They viewed this as problematic for a number of reasons,
including lost teaching time, extra stress on students, and the potential for incorrect
transcription to occur from the booklet to bubble sheet.
Sarah, the Literacy Lead, spoke specifically to the limitations of the standardized
provincial assessment model:
I think . . . a single assessment sometimes can release skewed data and therefore
the whole idea of standardized testing and that sort of thing I don’t feel is . . .
valid. I know that it is just sort of one little snapshot, but . . . you have to do
something, but I don’t know.
She also questioned whether the schools’ results actually reflected the literacy learning of
students or whether the students were “where they are because of where they come from
and the experiences that they’ve had.”
Another limitation discussed was the perception that schools that perform below
expectations on standardized assessments have not experienced growth or been
successful with literacy instruction in their school.
But I do believe there are great teachers in those schools who are making great
progress, it’s just very hard to measure from outside the school. So how can we
recognize progress in other ways? I mean that’s what we’re trying to do right now
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with our kindergarten pilot— change the report card to reflect progress. Because a
child may still be a two at the end of the year, but they’ve made great gains, but if
all the parent receives is a two, they’re still going to feel like my child isn’t
meeting expectations. (Debbie, Director of Curriculum and Instruction)
It is interesting to note that the four teachers I spoke to did not mention the
provincial assessment as a means of measuring success in literacy. The two principals did
refer to the assessment, but with a recognition that school-based data provide a more
accurate reflection of the progress being made in literacy:
Amy: I feel we’ve been quite successful here just looking at the results with report
cards, looking at our running record scores, even at our provincial data, which I
try not to make a be all end all— it still is another indicator we have had quite a
bit of success.
Karen: I guess you’d look at your data, and your data is your starting point, right?
When they bring that to our . . . meetings, we look at report card data, we look at
their running record level, like, sight words, so, at their proper levels for those, I
guess.
Through these discussions of how participants define literacy success and how it
is measured, the results are clear: standardized assessments such as the New Brunswick
provincial assessment for Grade 2 is not seen by participants as an accurate means to
measure the true success for literacy, which they suggest is individual progress. It is
understood by all that standardized assessments are intended to be a single snapshot as a
system check, but what is revealing is how they were not even referenced by teachers
when discussing how to measure success.
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Teacher knowledge and expertise. Another area that emerged as a suggested
link to literacy success was teacher expertise and experience. In this sub-theme, similar to
the previous examination of the principals’ capacity, the classroom teachers’ knowledge
and expertise in literacy were viewed by participants as critical to overall literacy success.
The four teachers interviewed all had at least 10 years of experience, with the most
experienced having 24 years as an educator. Two of the teachers had been in a literacy
lead role at one point in their careers, which is typically assigned to educators recognized
for their expertise. In New Brunswick as a whole, approximately one-third of teachers
have their master’s degree (NB EECD, 2020), suggesting staffs have much expertise to
access among their colleagues. When interviewing participants, there were insights
shared in terms of how experience impacts a teacher’s ability to be the most effective.
Not only teachers recognized the importance of expertise, but also all administrators at
the school, district, and provincial levels highlighted the importance of this skill set.
Participants described the importance of teachers knowing what to teach and
understanding when to introduce certain skills. Cynthia emphasized “teachers have to
know their curriculum . . . if they’re not spending time looking at the curriculum and
using that, then that can be a barrier.” Beth agreed with teachers having a strong skill set,
but also pointed out the challenges of following the existing curriculum in a dynamic
environment like a school:
There’s a lot that we have to cover. There’s a lot that we have to do in a school
day and just sometimes fitting it all in can create a barrier and sometimes we’re
dealing with things that we have to deal with at school that have nothing to do
with the academics.

152

Nancy described in detail her realization that assumptions had been made about
the knowledge base of primary teachers in the field of literacy:
It came home to me during the consultation and hearing the comments that some
teachers were making and really saying you don’t understand the building
blocks— like you’re not there yet. That’s where teachers are struggling because
there are some teachers that have had more experience with training, some have
masters in literacy, they really understand the building blocks of literacy and they
understand how to go from one step to another. We make grand assumptions in
priority units that that would be a do over. Three years ago, we made a grand
assumption that teachers needed more support in numeracy than they did in
literacy.
This understanding of progression of literacy skills feeds into the necessity for teachers to
know what to teach their learners next. Lisa, a district literacy coordinator, emphasized,
“an educator who understands what . . . the priority goals are for every child” and Nancy,
the delivery leader, added, “They need some benchmarks—they need a few indicators
along the way. I think teachers might have varying degrees of success in the classroom
based on that knowledge because they know where to go next.” Without a strong
foundation in understanding the critical components of literacy development, this
presents serious challenges in building literacy success.
So, what is needed to ensure that teachers have the skills they need? Educators
talked about having the time for learning and the ability to focus on critical knowledge
and developing the foundational understanding of teaching literacy. The idea of
professional learning (PL) emerged in discussions about getting the support needed. In
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New Brunswick, PL for educators has been led mostly by district and department staff in
predominantly one-size-fits-all sessions. Within the last three years, changes have been
made to the overall leadership on PL, and now the majority of PL time is allocated to
principals to select the area of focus based on their school needs.
PL occurring within schools and classrooms was predominant in conversations
about having leads to support classroom practice, but also the autonomy to focus on what
is needed to move a teacher or whole school staff forward. Amy, the rural principal,
described the evolution she is experiencing in terms of PL days:
It actually started more last year in that we had that autonomy. I didn’t feel I had
it at this school because we had Changing Minds PL [focussed on mental health]
that we had to be doing which is a lot of sessions. So, we didn’t get a lot of our
PD days to go in our own direction. But this year we’ve had a lot more of that
which is why I think we felt more success this year in the practices.
Beth supported her principal Amy’s observation and noted, “We have to have the ability
to focus on certain things and truly develop our skills,” while Nancy observed, “Teachers
are not sure where to begin.” Amy also spoke about the impact of having more dedicated
PL time for their own needs and that she felt this had directly impacted the atmosphere in
her school and classrooms:
Our achievement scores are showing some positive trends, but I see the difference
in the teachers. I see the difference in the engagement of students, I see happier
students here so it’s not all about just the achievement, but I see happier students
in this building. More engagement, when I came here there was a lot of kids
listening— you know, quiet classrooms, you’re a good classroom.
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The insights shared by participants demonstrate their awareness of the importance
of teacher expertise when considering literacy success. Problems may arise when
assumptions about capacity are being made—either through previous initiatives or PL
offered or a quiet classroom as a standard for expertise. Not knowing the mechanics of
teaching, particularly the typical developmental continuum of literacy skills, was
observed as a gap in some classrooms that challenges positive outcomes for literacy.
Classroom environment. The area that generated the most references in terms of
barriers to literacy success was the classroom environment. In this fourth and final subtheme of Defining and Strengthening Literacy Success, the classroom environment
entails the atmosphere in the classroom, in terms of student behaviour, the facility in
which students can concentrate in class in order to learn, and the emotional state of the
students and teacher as they navigate through the day. As discussed in Chapter 3, the
contexts of the two schools who participated in this research reflect different
environments. Amy’s school does not have French Immersion; therefore, classrooms
reflect a strong heterogeneous mix of students. The principal and teachers spoke proudly
of their team of teachers and the sense they were a “family.” Behaviour did not emerge as
a significant topic for educators at this school. In contrast, at Karen’s school there is
French Immersion, and I observed a different tone in the building. Karen forewarned me
that she may have to leave the interview if there was a call for her to support a student
behavioural incident as was the protocol in their school. There is a process in place to
signal a team over the intercom, including the principal and education support staff, as an
immediate support for a teacher needing help with a student. Cynthia told me these calls
for assistance could sometimes happen three or four times a day. Although French
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Immersion is the most obvious difference that impacts the classroom composition in
Karen’s school, there may be other variables at play that impact the differences in the
classroom environments at the two schools under study.
In discussing the question of literacy success, Nancy spoke with great conviction
about the need to address the most substantial need she saw in the system— socialemotional learning:
I would contribute significant time, money and effort to support students with
their social and emotional learning needs. Hands down, not a question. And I
know once we meet those needs and every child will benefit from that, there will
be some extreme cases where children are going to need a great deal of support,
but every trial will benefit from that kind of support.
Steve also spoke to the need in the system to address key foundational challenges that
will lead to greater literacy success. When the 10-Year Education Plan was being
released in 2016, there were a number of engagement sessions with educators. One of the
questions we would ask related to what participants saw as priority objectives out of the
nine objectives presented in the plan. With the implementation of the PDU, literacy,
numeracy and early childhood had been identified, but when educators were asked for
their input, Steve recalled that Objective 7 related to social-emotional needs and
resilience was consistently referenced as the area to target. In this context, socialemotional learning is intended to describe the students’ knowledge of how to positively
interact with others and effectively manage their emotions throughout varied experiences.
Lisa, the district literacy coordinator, suggested “the social and emotional piece is a big
part of success,” and Amy identified the challenge of social-emotional resources:
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“There’s never enough, especially with, you know, the social emotional aspect for
students like guidance and resource—there just never seems to be enough, you probably
hear that all the time, so that would make a difference for improvement.”
Participants also mentioned the challenge of assisting students who need
dedicated extra help. Cynthia noted,
A lot of kids need more attention, like smaller groups; not everybody learns while
in the classroom and I think some kids need a quiet or space sometimes and that’s
hard to provide that in the classroom, that quiet space.
In discussing the number of needs in her classroom, Beth expressed the limitation for
class-wide support:
Never mind the kids that are just a little behind, a little slow learner—where are
the supports for them? We don’t have that. They’re in a classroom struggling
because a lot of the money and a lot of funding are going to other places. Not just
in our classroom for that little kid who’s struggling to grade every year, struggling
to meet those outcomes but there’s no one there for them. Because the behaviours,
because of the languages, because of all this other stuff.
Specific references to behaviour were made by several participants, and Karen,
the urban school principal, noted, “I think teachers are feeling a lot more frustrated and
overwhelmed.” When asked about barriers to literacy success, she spoke reluctantly to
her feelings about what she was experiencing at her school:
I know here within our building right now . . . I don't know how much you want
me to say but . . . well it's policy 3-2-2 that we’re having the issue with [Inclusive
Education policy]. We need leads dealing with behaviour, and autism and

157

violence, and we need a lot more of those and a lot more support with that and I
think teachers may feel a little helpless with some of that.
Nancy spoke to how behaviour can impede the work that needs to happen in the
classroom and relayed how a primary teacher described the application of guided reading
in her classroom:
I’ll do it, but who’s going to watch my class while I’m doing that? Or, who’s
going to . . . watch the four kids that I can’t take my eyes off of while I’m giving
the benchmark assessment to that one child? Their struggle was not with the tool,
with the practice, their struggle was with the classroom management issue.
Beth spoke to how important this small group assistance is for those outside of
typical development as “children require extra attention and extra time to help them meet
their needs.” At her rural school she recognized that they have been lucky in having
relatively small class sizes, which enables team teaching between her and Mary. This was
a result of combined classes, which triggers a drop in maximum class size. In the AG
report (2019), it was noted that “there are four times more combined classes in the
English program than in French Immersion” (p. 21). Combined classes are often seen as a
negative, but in Beth’s case she saw this as a positive contributing factor in being able to
address student needs.
Steve suggested that we may be going about seeking literacy success with the
wrong focus. From his perspective, addressing foundational needs, like behaviour and
social-emotional learning, may be the key:
Because if you focus on behavior or focus on mental health or focus on deeper
learning or you know, personalization or whatever. It’s not going to focus on
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literacy but if you do that, kids will be more engaged, teachers will be more
engaged, and results will go up. I think you have to have faith, it’s a leap of faith,
but I do think the more I learned, I do believe that will happen.
From these interviews and observations, it is apparent that participants view
classroom environment, particularly behaviour and social-emotional learning needs, as
significant barriers to literacy success. When a teacher cannot address learning in small
groups or one-on-one needs due to classroom management challenges, this leads to
limitations in learning. When Karen talks about violence or three to four daily incidents
of outbursts in classrooms, the impact on the learning environment is unquestionable. By
invoking an initiative on literacy achievement, have we missed the foundational piece
that is required for learning to occur?
The theme of Defining and Strengthening Literacy Success has facilitated a
reflection on the barriers educators face when trying to meet provincial targets for
primary literacy learning. The participants in this research defined success mostly outside
of the standard norm of achievement results, yet identified that factors, many out of their
control, impact the learning in their classrooms. Socio-economic factors arising in
children’s homes and the demographics of our population have impacted children’s
readiness for a standardized school system with rules and routines. The format and
narrowed focus of our Grade 2 provincial literacy assessment has been challenged as not
appropriate for the age of the child, and the level of teacher expertise and experience is
varied, with systemic challenges to meeting professional learning demands. Finally, the
classroom environment was highlighted as presenting ongoing challenges for teachers in
meeting the needs of learners due to difficult behaviours, which in this case study, was
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mostly noted in the urban school, which offers French Immersion. The factors speak to
the varied issues that need to be addressed when considering the most positive path
forward in making progress in literacy learning for all learners.
Theme 5: Social Capital
As described in Chapter 2, the number of interactions and breadth of access to
skilled others within a network has been shown to have an impact on trust and
improvement within organizations, including school systems (Bryk & Schneider, 2002;
Daly et al., 2015; Daly & Finnigan, 2010; Finnigan & Daly, 2017; Hargreaves & Fullan,
2012; Leana, 2011; Leana & Pil, 2006; ). In this final theme, Social Capital emerged as a
key construct, contributing to the first and third overarching research questions: How are
changes in Grade 2 literacy instruction aimed at meeting objective 3 of the 10-year
Education Plan impacting teachers? and How do interactions and relationships among
educators at varied levels of authority impact implementation of the changes required of
the 10-year Education Plan? The individuals involved in this research, introduced as a
chain in Figure 2, were selected to provide a multi-layered perspective of those
responsible for educational change related to the 10-Year Education Plan. A compelling
and unanticipated additional finding that emerged was the pervasive hierarchical nature
of social capital within the layers of the New Brunswick education system. The
references to this concept represent the third most prevalent content in the data with 15
sources contributing 83 references. Within this theme, three sub-themes arose that
demonstrated the realities of the influence of hierarchy on access to social capital: (a)
teachers’ capital, (b) influences on access, and (c) systemic silos.
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Teachers’ capital. The idea of teachers’ capital applies to the teacher participant
interaction among individuals in the broader education system. Within their interviews,
participants were asked to review the visual of the chain of individuals and respond to the
following questions: “Describe the interactions/ relationships among those that you are
aware of related to the balanced literacy expectations at Grade 2. How did these
relationships impact, if at all, the changes in balanced literacy expectations at Grade 2?”
When listening to responses to this question, I wrote in my field notes that when
teachers spoke about their interactions, they “really focused more on classroom teachers,
the principal and the lead as their people.” Mary represented the essence of the teacher
experience when describing her interactions: “Right there—me, principal, and lead.” As I
invited teacher participants to draw on the page where they saw links or interactions, they
all indicated a boundary after the lead, many drawing a very pronounced line, with others
circling, or putting a triangle around, the three names. Two of the teachers, who were
former leads, were aware of the literacy coordinator and said they could reach out if
needed, but, other than Steve, the Superintendent, teachers were not aware of many of the
positions depicted, or who held the positions throughout the rest of the chain. Cynthia
noted, “Director of curriculum? I don’t know who that would be . . . because people’s
jobs have changed so much so I’m not sure who fills that position right now to be quite
honest.” Melissa, in relation to the alignment champion, asked, “Is this a district person,
or provincial person—don’t know who that is or what they do.” Mary added, “I’m trying
to think where these new names kind of keep coming up as these titles change. I really
don’t know who is in what spot right now—we’ve had such ruffles and changes to be
perfectly honest.” This lack of awareness of roles and individuals was reflected in the
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discussions with all four teachers. The individuals interviewed at the principal level and
beyond were aware of most roles, particularly at the district level, but even with this
understanding of the roles within the initiative, most did not know the individual
currently doing the job or the responsibilities he or she held related to the balanced
literacy initiative.
I noted that others I interviewed shared wider interactions, depending on how far
along the chain they fell, from the classroom teacher to the positions of increased
oversight. Nancy, the Delivery Leader for example, spent a number of minutes explaining
her interactions and access to individuals throughout the entire chain. Teachers were the
only group she did not formally interact with unless requested by principals to visit a staff
meeting. It was in the third year of the initiative that she held consultations across the
province and heard directly from teachers and noted, “I would recommend, I put that in
my report, I recommend that we do that at least every couple of years— just to connect
with them.” Steve also relayed his extensive access to and awareness of the individuals
within the chain.
During these discussions, Steve expressed his apprehension with individuals
communicating with, or reaching out to, teachers when the teachers’ principals are
unaware: “We’re trying to make sure that we go through channels so we don’t jump
around principals and go directly to teachers. Which I think is an important shift.”
Debbie, the Director of curriculum and instruction, echoed Steve’s point and indicated, “I
don’t want people going directly to my teachers—it’s an awareness piece— not power.”
The intention of their statements was to avoid overburdening teachers; yet, this persistent
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and reinforced boundary limits teachers’ interactions with those with different
perspectives.
Why is this lack of awareness of or access to others working on this initiative a
question of limited social capital for teachers? Cynthia communicated a level of insight
about the limitations to building a network of support within the current reality she
describes of people changing roles within education in New Brunswick:
I think people are changing so often now, right? Like you have principals who are
going to different positions and then people are moving, and the governments
change. So, then things change. So, I think you know, a lot of our type of job is
relationship building. That’s hard to keep, you know, or someone does something
or starts something, and then it kind of goes.
As mentioned earlier, the finding that emerged characterizing principals as protectors for
teachers may be helpful when excessive demands or information are coming into the
school; however, this clear divide with teachers not accessing, or being empowered to
access, those individuals beyond the lead diminishes their ability to build relationships.
Equally important to the relationship building is that teachers are not exposed to different
perspectives, ideas, or experiences that could enrich their teaching and engender a feeling
of support for their work.
It is undeniable that this network outside of the school presents diverse
opportunities for growth and new learnings; however, the social capital within schools is
also an area where enhanced access to others for support can impact the learning in
classrooms. At the rural school where Beth and Mary teach, both of them spoke of their
ability to partner, bounce ideas off each other, and share students in many cases when
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one’s approach may not work and the other is willing to intervene with support.
According to Beth:
I am fortunate that I have another person that teaches Grade 2 right beside me
. . . having the ability to talk to that co-worker daily, having the time to do it, was
definitely the thing that helped me feel more supported in anything we were
trying to do and help us know that we were on track.
Mary also spoke of her appreciation for her teaching partner, Beth:
We trade off students, we group them together, we could say this isn’t working or
that’s not working, it’s really . . . we have a really cohesive unit. I’m very
fortunate to have my counterpart that I’ve had. Given the number of years it’s not
always been like that. So, this matchup has really worked well. I feel really
blessed to have a good counterpart.
In addition to having each other for support, both Beth and Mary spoke to the schoolwide capital that they accessed, as their administrator had expanded the initiative to K-5
so that all teachers were engaged in the same focus. According to Beth:
I find there’s a lot more of us working together. That atmosphere of what they
would probably call the all-for-one type of activity, that we are a team as opposed
to so much separate grade levels meeting the needs of students and to be able to
move things back and forth and to capitalize on some of the skills of other
teachers with the school.
In contrast to this internal network of support, Cynthia represents a growing
number of teachers in the district who are left without a grade-level counterpart. Debbie,
the Director of curriculum and instruction, discussed this in her interview and recognized
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the impact this was having on teachers. She references the reintroduction of French
Immersion at the Grade 1 level in 2017-2018:
Then the side effect of that was the change in grade one being in most of our
schools, even our largest schools, there was one English class left . . . so that
certainly has had an impact on morale and follow through with those teachers
because they started something with a team that they couldn’t finish with the
team.
Beth and Mary or others on their staff were not impacted as they do not offer immersion
at their rural school; however, the urban school where Cynthia and Melissa taught was
impacted, with Cynthia speaking to her experience of this disruption to her team. I noted
in my observations: “Most compelling message from interview—the loss of a teaching
partner.”
The following interview excerpt with Cynthia captures the words exchanged but
does not capture her emotional response as she recalled her experience. This begins with
Cynthia discussing the balanced literacy self-assessment and leads to describing her
isolation as the sole Grade 2 English teacher left in her school:
Cynthia: We always did it as a team. So, this is my first year doing it without
really, like another grade two teacher, like an English teacher. But I’ve talked to
the immersion teachers about it too, so.
Interviewer: So how do you find that?
Cynthia: I don’t like it . . . but that’s how I started off. When I switched, when I
did kindergarten, I always had a partner but then when I went to grade one and
two, before I did literacy, I didn’t have partners and, I felt very isolated and alone.
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I had the immersion teachers but it’s just not the same, because they’re doing
different things and at different times, right? Umm, so I found that difficult
because I like being part of a team.
Interviewer: Yeah, so that’s quite a change for you to experience.
Cynthia: Yeah. It kind of makes me sad. It’s not how I want to end—because I
really only have about seven or eight years left, right. And I thought, “Oh, you
know, I’d like to work with people.” I just don’t bounce the ideas off as much
with someone. Because immersions teach their language, their literacy, differently
than I do.
I interviewed the participants at the urban school prior to the rural, and after
hearing how positive Mary described her partnership with Beth and vice versa, I asked
her if she had ever experienced teaching without a grade level partner:
Been there done that. For a number of years. A number of years I was on my own.
Yeah, it’s hard because a lot of the other teachers did have a counterpart at the
time and I seemed to be for many years was the only one out. So yeah, it’s a very
lonely place . . . but it is nice to get into this spot to the point where, oh please
don’t leave, and don’t give her another grade level.
The impact on internal social capital is not unique to this school, which makes it
an important finding to share. The connection with French Immersion is that Englishinstructing teachers at Grades 1 and 2 were displaced if there was a demand for more
French Immersion classes in schools. Therefore, a number of teachers lost their Grade 1
and 2 English classroom positions in 2017-18, the second year of the balanced literacy
initiative. I knew that this district had a high enrollment of French Immersion when
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Grade 1 French Immersion returned in 2017-18, so I wondered how many other teachers
found themselves in a similar situation to Cynthia. In email correspondence with Lisa, the
district literacy coordinator, she indicated that just under 70% of their elementary schools
had only one English Grade 2 teacher left. I was shocked at this level of disruption that
was occurring with a population of teachers attempting to implement a significant
province-wide initiative.
Through these statements from interviewees, it is evident that the majority of
teachers’ access to social capital is limited to their in-school teaching colleagues,
principals, and leads when provided to their school. Those with senior positions in the
district and at EECD report higher levels of social capital, and district staff report some
concern from others at different levels in the system reaching out directly to teachers.
When teachers have such limitations, is there a mechanism for them to extend boundaries
within the hierarchy of the system? This question will be addressed in the next subtheme.
Influences on access. From my discussion with teachers in particular, all
mentioned a desire to grow in their instructional practice, collaborate more, and learn
from others. All of these ambitions could be addressed with increased social capital. As
revealed in this second sub-theme, there are certain conditions or opportunities that are
presented to individuals that may broaden their access to social capital. These conditions
and opportunities are explored throughout this section.
One avenue that seemed to widen teachers’ network outside of their schools was
the opportunity to attend PL sessions offered by the district. Not only did these sessions
provide insights that were different than their own, but they also afforded new
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connections and potential to develop relationships based on the shared experience. PL
opportunities proved to be one means to extend teachers’ social capital beyond the walls
of their schools.
Beth shared her perspective on the PL offered, highlighting exposure to different
ways of thinking:
There’s been a great variety and I generally find when we do go to someone, go to
one of these PLs, that there’s a team of teachers doing it. Or a team of subject
coordinators or whatever the title is so you’re not just getting one perspective,
you’re seeing the different ways that even they themselves do things.
Cynthia also spoke positively about the PL, indicating presenters used district data from
the balanced literacy needs assessment to determine which sessions to offer. She shared,
“It’s all voluntary . . . but you always get a book out of it [a professional book offered as
PL for the attendee] and it’s good, you still have to learn no matter how old you are or
how long you’ve been in the profession.” Melissa added to this narrative and connected
her attendance at PL sessions with feeling more comfortable with leads in her school,
while widening her network:
Now I know more of the mentors . . . if people are coming into the school we
don’t know, we can put faces to names so there’s almost a comfort there. When I
walk into a PD now, I know people. You can say hello, it kind of builds
relationships—ties people together from district to the schools.
This was an important growth opportunity for Melissa, as she referenced how the PL
sessions have made her more comfortable to get outside assistance: “In the beginning
having someone in my room gave me a lot of anxiety. Knowing that someone was
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coming in I would be extra prepared . . . terrified basically . . . I’m more comfortable
reaching out to a mentor now.”
Another way that teachers, and others, have access to social capital is through
their experience as educators and the people they know. As mentioned earlier, Mary and
Cynthia have both been leads, which are district-level positions that provide unique
opportunities to learn new skills and interact with a much wider network. Mary described
how knowing a few people at district office has been an asset:
A couple of them are my friends and I’m fortunate to have an in that I have
actually taught in the past with a couple of people, so I do have a personal
connection. And let’s face it, if I need to play that card, I’m going to.
Cynthia spoke about her relationship with Lisa, the District Literacy Coordinator: “Just
because I worked with [Lisa], I don’t mind emailing her if I have questions. So, I would
have contact with her any time, there were meetings she would be there helping out,
especially with [Lisa], she’s very approachable.” As mentioned above, Melissa did not
know any of the district-level individuals until she started attending PL sessions, and
Beth, a veteran classroom teacher, did not mention having any direct contacts at the
district level other than the leads assigned to her school.
Both principals had much broader social capital than their teachers, as Karen, the
principal of the urban school, spoke of working with other principals in the area, and
Amy, the rural school principal, discussed her knowledge and access to a neighbouring
principal and others across the district and province. This sense of stronger external ties is
likely due to the frequent principal meetings held in the district and the encouragement
from district leadership for principals to network both formally and informally. Other
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than some mention of schools coming together for initial PL on PDU, it did not appear
from the data that teachers in the participating schools networked regularly with teachers
in other schools in the district.
Amy, the principal who previously worked at the district office, spoke about the
number of people she knew along the chain of individuals, which seemed to contribute to
a state of contentment and confidence I observed when walking with her around her
school. In my field notes I indicated,
This principal had interactions with all individuals along the chain. As a former
district staff member and a member of a committee for PDU, she had wide access
to all individuals and was very comfortable talking to each of them. Much wider
pool of support.
Not only did Amy have the district contact, she was also involved in a provincial
committee of principals who provided feedback on PDU activities, which gave her direct
contact with Nancy, the Delivery Leader, and an opportunity to network with others from
across the province. Amy described this access as she reflected:
I was able to have a lot of conversations with those people when we travelled to
Fredericton to meetings, so I may have had a little more information from that and
it allowed me to feel like this is what I need to do next . . . if I wasn’t part of that I
don’t think I would have seen Nancy in any of this . . . I kinda feel the same with
this too [pointing to the EECD literacy specialist and alignment champion on the
chain of individuals diagram]. It was probably these people because of the . . .
committee that I was on.
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It should be noted that a small number of educators were invited to be part of this
committee and were empowered to be aware of the latest updates on PDU actions and
progress, but also to offer their direct input to the delivery leader and PDU team as
advisors to next steps.
Although Karen did not speak to the same degree of extensiveness in knowing
others along the chain as Amy did, she did speak of principals in her area meeting both
formally and informally to support each other in their planning. Karen’s social capital
enabled her to reach out beyond her building to seek support from others:
There was a lot of talking amongst just admin, just kinda call a friend. How are
you doing this? Or am I even in the right site? Am I doing this properly? . . . so
we meet regularly . . . it’s nice to have, because you’re kind of your own PLC and
this is the whole group and you can call for anything.
Teachers and principals both recognized the need to widen their network, but
teachers were at a disadvantage with limited opportunities to collaborate with teachers
and other educators outside of their school. Those who had previous connections to
district staff were privileged, as they knew that they could leverage extra service or
insight from those individuals. Principals had more assistance from their district to
network outside of their schools, with formal and informal principals’ meetings
contributing to a wider access to support, taken advantage of by both principals. Amy, in
particular, had many assets in her favour as she was previously a district staff member
and also invited to the select provincial committee that provided direct access to the
overall leader of the initiative at a provincial level. When reflecting on Melissa’s
experience, newer teachers, or perhaps those with less experience and involvement—in
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her case due to fear of judgment from leads in her classroom—have diminished
opportunities to learn and grow with individuals of varied responsibilities and skillsets,
creating disadvantages for those most in need.
Systemic silos. As I invited research participants to refer to the chain of
individuals and discuss interactions they had, or were aware of, a clear picture emerged
of what was happening on the continuum from teacher to delivery leader. As previously
described, teachers identified a small triangle of typical interactions—teacher, principal,
and lead. How did others along the chain report their interactions? In this third and final
sub-theme of social capital, it appeared that groups with like responsibility tended to
draw social capital from each other, much like the teachers. This repeated silo effect is
explored in more detail below.
Lisa, the district literacy coordinator, reinforced the limited interaction that
principals and teachers had with individuals further along the chain supporting the PDU
work:
I would say the interactions with administrators [with the EECD PDU team] have
not been face to face on this, it’s all been technical [i.e., emails, memos with
directives, due dates for data]. There’s only been a couple of calls over the three
years to help support the initiative but not as strong an understanding here
[principals and teachers]. The communications to the teachers have come from
our leads.
She continued to describe the number of clusters of individuals she saw along the line
and stated, “I’d say the conversations that I would be part of would come from the
alignment champion, Donna, to the DCI and literacy [her role]— those would be one
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cohort, would be the triad.” Through this discussion, it became clear that this “triad” had
limitations. Lisa would have preferred getting information directly from individuals
leading the work and would have “appreciated more opportunity to collaborate as a team”
rather than getting information second hand. She described her awareness of “a lot of
interaction” happening with Steve and Donna and added, “We are not a part of that.”
Although she appreciated the clarity that Donna provided once they had information to
share from the EECD team, she craved more connection with the broader discussion and
collaboration across the province with other colleagues.
As referenced earlier, Debbie and Steve both addressed the challenge of people
reaching out directly to others without their supervisor being aware, which contrasts with
Lisa’s desire for greater direct involvement. From Debbie’s perspective, this applied to
the connections occurring in the first year of the initiative:
I think what happens sometimes and what got us into a little bit of trouble in the
beginning is there seemed to be a link from the [provincial] literacy learning
specialist directly to the leads and the literacy coordinator sometimes, which
meant everyone else was skipped in the process too.
Steve recognized that Donna and the PDU team at EECD would have more interactions
and that information would come to the district through the AC; however, he felt that the
Directors of curriculum and instruction, both at EECD and the district, were being left out
of the process, creating issues with individuals having more social capital compared to
others who should be equally involved:
Whatever it is, it should come through a Director to us, not down and around the
Director which we tend to see in different times happening. I think that’s just
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confusing them because if it all comes through one person through one channel
then we all know what’s coming out and that person can turn the valve and slow it
down as they think it’s . . . if it’s going around them they can’t control it, right?
Initially there had been an effort from the EECD PDU team (Nancy, Wendy, and
Donna) to hold bi-weekly calls with the district literacy leads, as they had received initial
PL to support implementation with teachers in the classrooms. Debbie spoke to her
perception of these calls:
I listened in on a few of them because I didn’t necessarily participate because I
was involved with the actual action of them and there was sometimes a feeling
that it was not a productive call, there wasn’t a purpose to the call. So that was
kind of part of the reason they stopped, I think.
This attempt to link the PDU team at EECD with those directly implementing the work
was not sustained, with a distinct sense that “there was beginning to be a feeling that the
PDU leads answer to the department as opposed to being directed by the subject
coordinator at the local level” (Debbie).
Wendy, Literacy Learning Specialist at EECD, recalled her impression of the biweekly calls between EECD and the districts from the first year of the balanced literacy
initiative:
It may not be perceived that way from the leads or the subject coordinators, but I
felt it helped me understand what the barriers were so I could try to help. I felt it
really helped me with just . . . I understood what was happening, people were
communicating what they were doing, we were able to celebrate, you know,
things are going well.
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Donna commented on Wendy’s interaction with the district at the time of her interview
and indicated, “I don’t feel like Wendy’s at our meetings . . . I don’t find there’s a whole
lot of connection there.” This lack of communication became formalized, further
diminishing sharing of information or building relationships between EECD and the
district. Wendy described this reduced interaction:
I don’t really understand who initiated this conversation, but we were given a
schedule of times that we could meet with the subject coordinators. So, it became
early in the fall, so I think we were given the first couple of weeks of September,
the week before school finished in December the first week of January when
school started again and then not until June I believe . . . so that became like being
given that restriction . . . God, can I even call them? . . . I felt, I was sad and I also
felt I probably got a little bit defensive at first thinking that you know, you just
reflect on your own, um, you know, whether I had done something wrong,
whether I had overstepped, whether you know, whether I was saying the wrong
things on the call. I didn’t quite understand . . . I’m feeling like we were
overstepping and that was partly again, my not understanding the layers.
With these challenges occurring in who could interact with whom and how they
could interact, it became challenging for individuals to ensure everyone was aware of the
correct information, updates, and that leadership and support was being generated
throughout the system. Nancy, the Delivery Leader, reflected on these differences
occurring:
To be honest and forthright the greatest hurdle that we had to overcome was
working with, as I would describe at the middle management, the Director level,
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subject coordinator level. Because they were going about their business doing
their work really well, working really hard but did not really buy into the project
as much or see the sense of urgency . . . and they were siloed, so if you were a
literacy person you had the literacy perspective and that’s what you’re thinking
about all the time.
Further along in her interview, Nancy described how she felt that, by the third
year, this breakdown in silos had improved, but to others observing from a distance, there
was a sense of the challenges with relationships along the chain—particularly between
the district and EECD—and how this may impact implementation of the PDU initiative.
As Amy pointed out:
Well sometimes it did feel there was a disconnect with our district. It’s always a
challenge to be working together and I felt that at district office sometimes we all
had our portfolios, things that we have to focus on, so it often felt a bit like silos.
Sometimes it didn’t feel like everybody kind of knew what was happening—a silo
that was plopped here too. I think it was up to schools really to make that part of
what we do here and really that fell on the teams to be able to bring that to make it
part of what we do. It’s part of your practice but I didn’t, not everyone had the
priority for it all the way through this chain.
With these increasing barriers to interactions outside of typical work groupings, it
became apparent that those with higher authority were not aware of the teachers’
experience through the balanced literacy work in schools and, therefore, may not have
had a sense of what adjustments were needed. Cynthia stated, “I question how much
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people at this end actually knows what goes on at this end,” with Steve making a similar
observation:
So, I think that’s the issue with a plan being developed too far away from the
people who are responsible for implementing it. I think if you have that
appreciation, then that tempers what you do and how you do it, then you have
more flexible ways about going about the plan.
As highlighted through the various exchanges captured in the interviews,
individuals feeling disconnected or not being “in the know” caused an erosion of trust,
leading to the implementation of restrictions, but also a diminished capacity for them to
grow their social capital through interactions with others with varied skills, different
perspectives, or new insights to support growth in others. The challenges raised by
district staff speak to their desire to have a coherent system and not confuse or exclude
staff; however, how do those most impacted get the most relevant and clear messaging?
In examining the impact on Grade 2 teachers, Cynthia shared this insight:
I think a lot of teachers feel that sometimes we don’t know if they know exactly
how hard it is down here . . . I think over the years sometimes we feel like we’re
always the last ones to know or they’ll drop something on us and it’s like we
should know that—it’s like we’ve never heard that before. Things are talked
about, but we don’t always know until they bring it to us and then it’s kind of like
you’re expected to know what it is. So, I think just making sure teachers are
involved in the process.
Through the emerging data from this sub-theme, participants effectively reported
three silos of communication and interaction, negatively impacting the social capital
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available to individuals along the chain: (a) school-based support: teachers, principals,
and leads; (b) district support: literacy coordinator, Director of curriculum and
instruction, and the Superintendent, and (c) provincial support: the PDU team at EECD
including the delivery lead, literacy learning specialist, and alignment champion.
Between these silos, there were certainly some interactions connecting these groups with
leads reporting to Lisa, the district literacy coordinator, and Donna serving as the main
link to Steve embedded in the district team; however, most reported their
communications were typically confined to their like colleagues. Overall, the presence, or
lack of presence, of social capital throughout the PDU implementation shed a light on
how hierarchies can perpetuate barriers to learning and relationship building. And
ultimately impact implementation of system initiatives, like balanced literacy.
Summary
The first and last of the three overarching research questions have been addressed
through the findings of the five themes:
1. How are changes in Grade 2 literacy instruction aimed at meeting objective 3 of
the 10-year Education Plan impacting teachers? Why are some educators and
schools experiencing more student success with the changes than others? What are
the barriers?
3. How do interactions and relationships among educators at varied levels of
authority impact implementation of the changes required of the 10-year
Education Plan?
The learnings explored in this chapter reveal that although the New Brunswick education
system has many assets and strengths, there are also a number of competing priorities and
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disruptions, creating significant personal and professional barriers to the level of
coherence in the system all stakeholders seek to achieve. Instability and continual
changes at the primary level have left teachers and those who support them feeling
helpless to counteract the damage they have experienced. Participant perceptions of
political interference leading to continuously changing priorities have left teachers with
the sense they are simply executing what is asked of them, while their principals attempt
to buffer the demands of perpetually urgent agendas. This is not an environment where
positive and productive change thrives.
Such findings are disturbing since, in the wake of these obstacles, we must all be
mindful that there are children who are not learning to read or having other needs met.
Although there was initial improvement in provincial literacy results in 2017, a
distressing outcome from my analysis of provincial assessment data comparing pre-PDU
Grade 2 provincial literacy results in 2016 and post-PDU results in 2018 (NB EECD
2018) show that 65% of the schools in the district under study actually performed worse
after two years of significant investment of PDU. Across the province, 55% of all other
schools also showed this decline. As teachers tried to explain in our discussions, they
know their students, they need to be given the supports they are asking for, and they can
best determine what their students need. Even with other factors inevitably impacting the
2018 results, it could be argued that what teachers were doing on their own, pre-PDU,
worked better than what others thought they and their students needed.
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Preferred Change Supports by Participant Roles
The above findings are based on the overall statements from participants and
related data analysis. In order to fully address the research question: How do those with
different roles in the education system view the supports that have been offered to
implement the changes required of the 10-Year Education Plan? What supports do they
deem most helpful? it was necessary to examine the data through a narrowed lens, shaped
by the educators’ role and what they deemed as most helpful supports during the
implementation of the 10-Year Education Plan. The impacts of the 10-Year Education
Plan, including the interactions and relationships among educators, comprised the five
main themes and sub-themes, thereby addressing two of the three overarching research
questions. The final research question to be addressed, captured above, relates to those
with different roles and responsibilities, and the supports each found most helpful
throughout the change process.
To communicate clearly what was learned in answering this question, the findings
are presented in Table 4 below, in an effort to provide an accessible means for readers to
understand the relationships between roles and change preferences. Although these
findings relate to participants’ needs as determined during the implementation of the 10Year Education Plan, it is reasonable to consider these findings as applicable to other
change efforts experienced by those with like roles. Below the table is a description of the
findings for each of the role categories represented by the study participants.
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Table 4. Most Helpful Supports During Change Based on Roles and Responsibilities
Role
Teachers

•
•
•
•
•
•
•
•
•
•

Principals

•
•
•
•
•
•
•

District Subject
Matter Experts
(Lead and
Literacy
Coordinator)

•
•
•
•
•

Most helpful support during change
A clear understanding of purpose and expectations for a change
Inclusion of their voice in decisions that impact them and their
students
A consistent grade-level partner or team, or both to plan with, and
exchange ideas
Time and opportunities to learn with others
Personalized professional learning through classroom visits to view
others’ practices, observing leads modelling, meeting with like-grade
peers
Consistent and constructive feedback from their principal as to
how they are doing with a change
Ongoing communication with those with whom they work
(principals, lead)
Flexibility and autonomy in the selection and application of
teaching materials (i.e., plans, lessons, tools)
Direct, hands-on in-classroom support from other professionals
(leads, Speech Language Pathologists (SLPs), support positions)
Trust in their professionalism to determine what is best for their
students
Clear communication of the purpose, needed actions, and intended
outcome of a change
Focussed discussions with other administrators about how to
support change
Sustained attention to change progress and specific updates on next
steps
Financial support and autonomy to address school needs based on
context, capacity, and school-based data
Shared understanding of the purpose and use of data collected
throughout a change effort.
Extra human resources to support school improvement planning
(i.e., leads)
Tools and protocols that help guide improvement conversations
with teachers related to a change
First-hand communication of how a change is pedagogically
sound and linked to current initiatives in the area
Early invitation to be part of the planning during development
Opportunities to meet with subject matter expert colleagues to
discuss process
Requests for contributions to adaptations to a change along the
way
Human resources to support logistical and technical
requirements of a change
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•
Senior District
Management
(Alignment
Champion,
Director of
Curriculum and
Instruction, and
Superintendent)

•
•
•
•
•
•
•
•
•

Provincial
•
Leaders (Literacy
Learning
•
Specialist and
Delivery Leader) •
•
•
•

Data collection that is meaningful and in the support of continuous
learning
Recognition for subject matter expertise
A vision for change that is consistent with their beliefs and matches
the needs of their organization
Authentic engagement in transparent decision-making
An equal role in co-constructing a change initiative
Key messages and frequent communication throughout the change
process
Recognition of collateral impacts of a change and support for
mitigation
Respect for communication protocols and engagement at
appropriate levels
Involvement of district teams in the change’s development and
execution (i.e., not being told what to do)
Dedicated human resources to guide and support extra efforts
required
Methods for building and communicating a shared vision to
increase buy-in
Critical friends with subject matter expertise to challenge and
propose different ways of thinking
Training, planning and dedicated support personnel in
communication, change management and process improvement
Recognition for their experience, expertise and expectations they
have to meet
Access to current research to guide change efforts with credibility
Endorsement from senior district leaders for department leaders
to communicate and work closely with district staff implementing
the change initiative

Classroom Teachers
The four teachers who were interviewed had fairly consistent responses regarding
the implementation of balanced literacy and what supports were most helpful during this
change in expectations. Teachers appreciate the opportunity to work with another gradelevel partner and benefitted greatly from bouncing ideas off colleagues, their principals,
or leads. Isolation leads to stagnation and, as demonstrated in the Implementation Process
and System Stability and Social Capital themes, this can be an outcome of program
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changes that alter the structure of teams. Teachers value direct, hands-on support, and
want to have individuals in their classroom that are not only focused on them as
educators, but also directly supporting students. In Nancy’s consultation report based on
what she heard from teachers, she advocates “maintain[ing] lead support for teachers and
allow[ing] more autonomy at the school level. Teachers and principals best understand
their community strengths and weaknesses” (Boucher, 2019, p. 9). She also
recommended revisiting the instructional coaching model, which in New Brunswick
equates to more lead time dedicated to coaching teachers and less time offering direct
intervention to students. Teachers participating in these consultations indicated a
reduction in direct support for students due to the application of this model.
One of the benefits of the balanced literacy needs assessment was the opportunity
for teachers to have the one-on-one time with their principals to have a professional
conversation and receive feedback. This was viewed positively, although as the initiative
continued and the assessment moved to an online format, participants reported that this
was diminished or lost completely. In particular, three of the four teachers spoke about
their sense of not being trusted to do their job well. As this initiative was viewed as a topdown change, they felt this directed approach reflected a lack of faith in their ability to
make improvements with their students. Beth described her frustration with a
standardized approach to teaching:
Give us the room to do what we need to do, because generally speaking I have the
privilege through my career, and I’m sure I will be in the years to come, to work
with many fine teachers and every single one of them has been here to do the best
for their students. I think we have to let us teachers do our jobs. They make it hard
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for us to get here, so we are qualified.
Teachers want to be trusted as professionals and asked what is needed to improve
outcomes in their classroom, as pointed out by Mary:
Educators need to be able to educate. We’re in the classroom, we know what’s
going on . . . It’s great that you [referring to government] sit there and hold purse
strings up where they are. Come and walk, come and spend some time here, come
and see what the needs are. Don’t talk about the needs, don’t look at a report,
come and actually spend some time.
Overall, teachers want to be part of the solution, not simply the recipients of
constant change initiatives. They recognize the importance of social capital and
repeatedly make reference to needing to work with others to learn and grow.
Principals
One of the primary concerns of principals was consistent, clear, and detailed
messaging of what was happening, when, and how, and what was expected of them as
leaders. Principals spoke about urgent messages introduced to them in the fall of 2016,
but then hearing nothing for a few months and how this led to confusion and loss of
momentum. Karen described the approach she wants when a change is being introduced:
I would say, give the information. Give it in a . . . group, even if it’s a large group
introduction. Have, principals, like very specific do this, this, this and these
guidelines, and then just give time for admin to talk to other admin to see how
they’re doing it best.
Both principals valued the work of literacy leads and made regular references to
their school improvement plans as a driving document for the work leads were doing with
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their teachers. From the 2017 K-2 teacher survey (NB EECD, 2017), 37% of respondents
indicated they received direct support from a lead. Amy noted, “I feel the leads have
made a difference. I support the leads being part of our hard work here in the schools.”
Karen also spoke highly of the support their school received. Principals valued the time
and opportunity to sit one-on-one with their teachers to provide feedback on the balanced
literacy needs assessment, although one principal was less available due to ongoing
behaviour demands in her school. The principals referenced using the data from their
teachers’ balanced literacy needs assessments to guide their conversations and both used
the data to inform support with leads, colleague classroom visits, or dedicated
professional learning. The needs assessment tool was a good anchor for these
professional conversations.
An area particular to the principals was their apprehension about classroom-based
data being gathered and shared with EECD without understanding whether there was a
hidden intent in how it would be used or if the data were being used for anything
relevant. Amy recalled,
We were collecting classroom data which teachers need . . . but does all that need
to be passed on . . . for me it was, do teachers really need to enter all that data?
How is that really going to be used at this level?
At one point, Karen was fielding questions about whether the data were going to be used
to determine whether schools got leads. Transparency of intent for the data collection
from all leaders of the change would have helped to alleviate this sense that there was a
hidden agenda.
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Lastly, the autonomy piece was also important to principals. Their district
provided them flexible funding to support their school improvement planning and they
could use those funds in the ways they felt would be most impactful. Both principals
mentioned collaborating with another school in the initial communication, the district
supports for a network of schools to meet, and monthly administrator meetings. These
were all well-received and contributed to a sense that there were others sharing a
common experience that could be called upon for support.
District Subject Matter Experts
The literacy lead and literacy coordinator first and foremost valued opportunities
to share their expertise through discussions and invitations to offer input into the ongoing
change process. Although Lisa, the Literacy Coordinator, was involved in the initial
summer planning session, beyond that, she would have preferred more ongoing
provincial involvement in the change process as it progressed: “I think we have felt that
we would have appreciated . . . having more opportunities to collaborate, not even about
these initiatives that you’re asking about but all things literacy—to share provincially,
just to share great ideas.” Sarah, the literacy lead, valued the same opportunities for
personal involvement but was also concerned about inclusion of teachers in ongoing
learning: “I think there must be a way to share information, new practices, resources, etc.
in a way that reaches everyone and not just those that attend a PL.”
A particular challenge for Lisa was receiving messages second-hand and the
inconsistent messaging from individuals involved in the change beyond the district. Sarah
referenced Lisa as her most helpful support and that she felt she had the opportunity to
understand clearer expectations based on her direct engagement with Lisa and her
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colleagues at the district level. Lisa acknowledged, “It took a lot of conversation in how
our messaging should proceed on this end,” as she recognized perception from leads and
other educators would be very important in how the implementation would proceed.
It was also critical to both Lisa and Sarah that educators were making the link
from the outcomes of their self-assessments to changing their teaching practice. Sarah
stated, “We drove our professional learning sessions based upon . . . how the teachers
rated themselves . . . so we developed professional learning around those topics and
brought out our teachers in order to support them in that way.” Linking the balanced
literacy initiative with existing district-supported literacy practices was of utmost
importance to these subject matter experts.
A positive experience associated with the change occurred when coordinators
and leads were asked to provide additional detail about one of the PDU tools. Lisa
reported when their concern was raised to the provincial leads regarding clarity:
I did appreciate that being heard. You know, they reflected on how the tool was
presented to teachers and how we communicated that with teachers. The leads
took a hand in working with teams of teachers at the school to have smaller group
discussions and collaborate on that, so that was good.
Finally, as the literacy coordinator and lead are the literacy subject matter experts,
they appreciated the additional support offered to handle the logistical or technical
aspects of the initiative so they could focus on the pedagogical needs. As Lisa shared,
It lightened our load in that we’re not even worried about the data [collection] so
much because she [Donna, the alignment champion] is managing the dates and

187

communicating the dates with teachers. Donna has certainly taken the bulk of the
minutiae of gathering that.
This dedicated attention to an area that could have potentially interfered with their
accessibility to teachers was well received.
Senior District Management
Steve, Debbie, and Donna, as the Superintendent, the Director of Curriculum and
Instruction, and the Alignment Champion respectively, were the key district leaders in the
implementation of the balanced literacy initiative. Those who hold the most senior roles
in the district want to be directly involved in decisions that impact their teams and want
their voices to be equally influential to provincial leaders throughout the change process.
As Debbie observed, “I think sometimes people feel like they were told this was
happening as opposed to having input on it happening.” Even though Steve participated
in the early discussions on PDU, he asserted, “I can’t say everybody was a hundred
percent in agreement that you should put all the apples in that basket at that time.” As
described in Chapter 2, if there is a lack of full endorsement, as described with the role of
the executive sponsor, a change has a much higher chance of failing (Dudar et al., 2017;
Hiatt & Creasey, 2012). With this uneven endorsement described by Steve, a change
initiative is at a distinct disadvantage.
Leaders of the district system found it important that communication supports
were offered throughout implementation. Key messages and updates were provided
through Donna to support messaging for leaders as much as possible. She worked closely
with Nancy, the Delivery Leader, and change lead (my role) to ensure that with steps
being introduced there was a common message being shared with senior leaders. Debbie
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spoke to the importance of having this provided as “it’s difficult because people are
looking at you for clarity and you’re not sure you completely understand that piece of it,
so it’s hard to explain.” Donna, being a former principal, understood the importance of
communication and ensured “I was available to them at any time to go out to meet with
them and you know support them in that.” In fact, Steve identified Donna as his biggest
support through the implementation.
The impacts of a substantial system change are front of mind for senior leaders as
they see directly how people are affected in sometimes unanticipated ways. All district
staff spoke favourably about Donna’s role and more leads as additional resources to
support the change. Steve noted, “People dedicated doing this work—that makes a big
difference.” A particular source of frustration arose when a common communication
protocol was not honoured. Typically, a director at EECD would speak to a director at the
district before speaking to a coordinator, lead, or principal. The PDU disrupted this
convention when the provincial team was interacting directly with leads. Debbie noted,
“There was beginning to be a feeling that the PDU leads answer to the department as
opposed to being directed by the subject coordinator at the local level.” The overarching
message from the senior leaders at the district level was that they are responsible to lead
the work in their district, and Donna noted that a change initiative should focus on
“building the capacity within districts because they are the first line of support.”
Therefore, a plan for who, how, and when people communicate during a change effort
can avoid breakdowns in communication and trust.
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Provincial Leaders
Those responsible for the overall leadership of the balanced literacy initiative at
the provincial level identified supports throughout the implementation that proved
helpful. Nancy, the Delivery Leader, and Wendy, the provincial Literacy Learning
Specialist, were both new to their roles as they began the work of the PDU. An area
where they needed support was in building a shared vision and having the necessary
training and support to do so. As Nancy recognized, “In terms of communicating the
vision, that was our weakest point at the time. We had hired alignment champions, none
of us had change management training, none of us had really great comms training.”
Although they did not get dedicated training in building a shared vision, both Nancy and
Wendy spoke positively of the support they received with change and communications
strategies and ongoing coaching from an expert on process improvement within the
department. They both indicated they wished they had had the training prior to trying to
lead the initiative.
Subject matter experts at EECD and the district level were relied on heavily by
Nancy and Wendy. They found their knowledge and expertise in the areas of literacy,
numeracy, change, and process improvement helped to guide their leadership and led to
them questioning their thinking on a number of occasions when challenged with
thoughtful feedback. Wendy described her experience working with an expert in process
improvement:
I did have great support, like Pierre Michel [Process Improvement Facilitator] was
amazing helping me mine down into you know, if we ask these questions what is
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that really going to mean? Because I had to do a lot of hard thinking I hadn’t
thought about things in that way before and that was a real learning place for me.
Nancy and Wendy had 34 and 28 years respectively in education and drew from
their successes and challenges as educators to help guide the development of the PDU.
They both experienced a great deal of pressure in getting the initiative started and
ensuring the data collection was occurring within strict timelines. They reported to
individuals in the Premier’s office on a regular basis and had to respond to pointed
questions about progress and results. The pace and pressure were also felt by the districts,
and Wendy noted, “That was a real struggle for me . . . and I feel bad sometimes, I feel
like that was part of that urgency, that it created because of the reporting piece.” As
documented earlier, communication started to deteriorate. As Nancy noted:
At the request of the Directors of Curriculum and Instruction, they explicitly said
that literacy coordinators reported to them and they wanted all messaging and
communications to come through them, so we were directed, and it was supported
by the Superintendent, we were directed by that level to have no interaction at all
with the literacy coordinators the first two years.
As this proved increasingly difficult, in the third year after ongoing communication with
Directors of Curriculum and Instruction (DCIs), Wendy was supported in hosting subject
coordinator meetings and DCIs were included in the invitation. This partnership approach
enabled Nancy and Wendy to have a more transparent process in continuing to
implement the initiative.
The variation in the needs of the key roles within the education system shed light
on approaches to implement change initiatives more successfully. The findings from this
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section address directly the second research question, related to educator roles and the
change supports they found the most helpful. By understanding what was or would be
deemed helpful supports for those in specific roles provides a starting point when
considering the establishment of a project and change management structure. The
findings described in this chapter will be immersed with the change literature in Chapter
5 to provide further analysis of the change process that occurred in New Brunswick as a
result of the implementation of the 10-Year Education Plan.
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Chapter 5: Discussion and Recommendations
In this chapter, I reflect on, and present a discussion of the study findings
described in Chapter 4 in light of the relevant literature on change. This is followed by a
series of recommendations, limitations of the research, areas for further research, and
final thoughts.
Discussion
This study’s findings reveal the outcomes of a system change in one education
jurisdiction that may provide helpful insight to other educators or leaders pursuing similar
system improvements. With the rushed implementation and challenged communication
protocols and support, many participants did not understand the change in expectations,
while others felt left out of the process of developing the initiative as a whole. When
urgency is not present or uneven, as described earlier in these findings, it is difficult to
motivate individuals to become involved and advocate for a major change. The two
school principal participants were shown to play the role of shielding their teachers,
unknowingly reducing teachers’ access to additional support and resources, while other
participants were preoccupied with communication being inconsistent and hierarchical.
These types of conditions are known to lead to failure to change (Dudar et al., 2017;
Kotter, 1996, 2002; Leana, 2011; Leana & Pil, 2006)
When educators discussed success, as queried in question 1, it was evident that
teachers have a strong sense of purpose in working to improve their students’ learning
based on progress and not as measured against a standardized guidepost. Looking beyond
provincial assessment results seems to be a rallying call for educators at various levels, as
they want to support learners in celebrating progress and growth.
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Notably, the social capital construct emerged unexpectedly from discussions
around the multiple layers responsible for implementing the balanced literacy initiative.
The research on social capital is unequivocal— individuals need interaction with others
beyond their immediate colleagues to be exposed to different perspectives and grow in
their profession (Bryk & Schneider, 2002; Daly & Finnigan, 2010; Finnigan & Daly,
2017; Hargreaves & Fullan, 2012; Leana, 2011; Leana & Pil, 2006). Teachers, even with
the best intentions of others, have limitations to broader networks and the additional
potential learning that would benefit their students. Others who are further from the
actual change implementation have more access to resources, notably other
knowledgeable colleagues, and are more likely to have some involvement in decisionmaking (Finnigan & Daly, 2017, Fullan, 2019)
Comparing the findings of this study to theories of effective change provides
another layer of analysis for examining the change process applied throughout the
implementation of New Brunswick’s 10-Year Education Plan. Understanding is
enhanced when successes and challenges are examined by making connections between
what the literature suggests are conditions for successful implementation of change and
what participants reported from their experiences.
In this discussion, the change efforts related to the 10-Year Education Plan are
analyzed through a few key research lenses. Kotter’s (1996) Leading Change theory will
be primarily referenced as it was adopted in 2011 by the Government of New Brunswick
to guide all provincial change efforts. As described in Chapter 2, this theory comprises
three phases: (a) creating a climate for change, (b) engaging and enabling the
organization, and (c) implementing and sustaining change. This theory will provide the
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overall framework for this discussion, with emerging literature on accelerated change and
social capital included as the 10-Year Education Plan change process is explored.
Creating a Climate for Change
At the time of the introduction of the 10-Year Education Plan in 2016, Grade 2
provincial literacy achievement was in decline and the department’s Priority Delivery
Unit (PDU) was formed to improve student achievement in literacy. Kotter (1996)
describes the earliest stage of a change process as creating a climate for change. It is an
essential, foundational period and involves a few key steps. One of the earliest steps
Kotter describes is the need to create a sense of urgency in initiating organizational
change. From the New Brunswick government’s perspective, this sense of urgency did
not need to be created¾it was alive and well. With the Liberal party elected in 2014, it
was likely that party members were looking to make their mark on improved literacy
achievement prior to the next election in 2018. In the spring of 2016, the PDU concept
was introduced by the Premier in a large cross-provincial gathering of senior leaders. The
Deliverology methodology (Barber et al., 2011) was explained and how it would be
incorporated into each government department was shared. As reported throughout this
dissertation, the timeline for EECD to implement the PDU initiative was aggressive, and
urgency was felt by senior leaders at EECD and District Superintendents. Steve noted:
I think the sense of urgency was there. It was coming right from the Premier on
down with the ten-year plan they just developed it. They came out with a Priority
Delivery Unit, which was going to be a focus in each department, so we definitely
felt this was a sense of urgency— that this is the direction we’re going.
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Nancy, the delivery leader, felt similarly to Steve as she recalled, “For me there was
urgency because we knew how many children were moving onto upper elementary
without the foundational skills they needed.”
Other senior leaders at EECD were motivated to see improvement, and the
proposed model appeared to have promise. Throughout interviews with most other
participants, though, it became apparent that the urgency was not felt by all key
stakeholders. The four teachers, literacy lead, and literacy coordinator all reported little
urgency around the PDU-related balanced literacy initiative, as they saw it as something
they were already doing. The principals spoke about always feeling urgency around
literacy improvement but did not view the PDU work as the impetus for change. As
previously mentioned, the K-2 survey administered in 2017 (NB EECD, 2017) illustrates
this sense of diminished urgency, showing approximately 30% of teachers did not believe
instructional practices needed to improve in primary literacy. It was beneficial to have
senior leaders demonstrating a sense of urgency for change, but without those closest to
the implementation—the classroom teachers and direct support—it would appear from
my research that the foundational climate needed for the change according to Kotter
(1996) was not fully established throughout all levels of the system.
Other aspects in the creating a climate for change phase include establishing a
guiding team and developing a vision for the change. In terms of these factors, there was
a guiding team established for the PDU including the four Anglophone Superintendents,
the EECD and district alignment champions, the deputy minister (DM), the assistant
deputy minister (ADM), the delivery leader, and myself in the capacity of change
leadership support. According to Kotter (1996), the guiding team is intended to include

196

those with a variety of skills and talents who can drive the change agenda, set direction
for the initiative at hand, and make important decisions about continued implementation
and monitoring. For Kotter, as the name suggests, the team “guides” the change and has
influence over important aspects of the initiative. The New Brunswick team met every
four to six weeks, for two and a half years, with all members consistently attended these
meetings. Steve spoke about the guiding team in a positive light during his interview and
the commitment from the group was clear and continued throughout the duration of the
PDU. Nancy also spoke positively about the guiding team and how it contributed to the
overall communication of the change.
The research on accelerated change complements the guiding team concept. One
of the conditions for rapid change described by Dudar et al. (2017) is the necessity for
credible individuals to endorse publicly, or sponsor, the change initiative through
maintaining visibility and interest throughout the implementation process. They described
how “key individuals at the beginning tend to engender more immediate buy-in to the
change agenda” (p. 128). This links to the role of the executive sponsor, described by
Hiatt and Creasey (2012) as a high-ranking individual who exerts considerable influence
over the successful execution of change efforts. The DM, ADM, delivery lead, and the
district Superintendents would be considered executive sponsors for this change. Not
having an active and visible executive sponsor is seen as one of the key factors in project
failure when attempting to implement change (Creasey et al., 2018; Hiatt & Creasey,
2012). It appears from these references that the sponsorship aspect of the change process
was managed well in the implementation of the 10-Year Education Plan.
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Where contradictory findings occur in the literature is in the research on social
capital and Kotter’s original change theory (Bryk & Schneider, 2002; Daly et al., 2015;
Daly & Finnigan, 2010; Dudar et al., 2017; Finnigan & Daly, 2017; Hargreaves & Fullan,
2012; Kotter, 1996; Leana, 2011; Leana & Pil, 2006) which, as mentioned, has been
adopted by the Government of New Brunswick. The reliance on only those at senior
levels to guide the direction-setting and decision-making structure, such as the guiding
team, presents a risk of more capital resting with a few at the top of a hierarchy. Without
a proactive plan for leadership and decision-making to be shared beyond the guiding
team, the benefits of having such a team are diminished, and the change process is
compromised. From a social capital standpoint, Coleman (1988) understood the
importance of guidance being shared among individuals and recognized the imbalance of
power with some who possess greater influence and can enforce the actions of others
under their direction. Coleman used the term closure (p. 105) to describe what occurs
when individuals have influence over others within a network, but do not directly interact
with those individuals. The Superintendents and alignment champions would have some
interaction with teachers, but as Nancy noted in her interview, the PDU team from EECD
did not interact with teachers until the third year of implementation. Similar to what
Coleman notes, in the balanced literacy initiative, decisions being made by members of
the guiding team were directly impacting the work of teachers, without a clear
mechanism for hearing directly from teachers how these decisions were impacting their
work. The guiding team concept was well supported in this change, but the exclusion of
wider decision-making involvement impacted the positive outcomes. In Kotter’s (2014)
later change theory development, he appears to respond to this omission by describing the
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“limits of management driven hierarchies” (p. 8) as they create siloed communication,
and adds the notion of “enlist a volunteer army” (p. 31) in recognition that senior
management alone cannot execute successful or rapid change.
In Ontario’s education transformation in 2003 under then Premier Dalton
McGuinty, the central guiding team was expanded to include leadership teams at each
district. These teams understood their clear mandate to improve achievement in schools
and communicate this to others (Fullan, 2009). Not only were districts expected to have a
guiding team to support this work, but each school was also expected to have individuals
responsible for ongoing support for realizing the strategic goals (Levin, 2012). This
wider-system engagement was seen to be a significant contributing factor in the
successful outcome of the Ontario change initiative (Fullan, 2009).
The last condition of Kotter’s (1996) creating a climate for change phase is
developing the vision for change. All participants recognized that improved literacy
outcomes for learners were critical and therefore supported the underlying intention of
the vision of the PDU. Steve offered the following insight regarding a vison for literacy
improvement: “The good thing about it is, we all know it’s a very important area . . . for
the kids going up through—get them off to a good start—so I think it felt good to know
that we were focusing on that because it gets kids off to a good start.” The aspect of the
vision that posed challenges was the more specific development of the vision, in terms of
the PDU element. Karen, the urban principal, spoke to the nature of the vision she
experienced. “It seemed at that point maybe more top down to gather data, to get a clear
picture as to where we were . . . but there was a lot of confusion I think amongst
administrators.” Debbie, the Director of curriculum and instruction, added, “I think it was
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certainly a priority. I’m not sure it was well understood in the beginning because it was
fast.” This lack of clarity was recognized by Nancy as she indicated, “We knew right
from . . . the starting date in September this was a top down issue because we didn’t have
the time, as I mentioned before, to do anything else . . . so it was decreed from on high.”
Kimberly Baker-Korotkov (2020), a colleague at EECD, interviewed educators while
conducting her doctoral research examining frameworks of healthy and inclusive schools
in New Brunswick. Her findings reinforce the importance of vision: “The number one
criterion identified to support change was a clear vision” (p. 85).
Dudar and colleagues (2017) delve deeper into how vision can contribute to rapid
change. Not only is a clearly articulated vision needed, but it also includes “inviting input
in order to co-create the vision into one that will work in the school, accommodating the
specifics of the staff, students, and school environment and community” (p. 116).
Furthermore, they describe “a rapid change vision . . . fueled by a leader’s energy and
passion to create improvements” (p. 123) as necessary to move the change process along
more quickly. As alluded to above by Nancy and other participants throughout the
findings, there wasn’t the time to get the level of engagement in the development of the
vision as is reported to be effective in the rapid change process.
In this initial phase of change theory in relation to the implementation of the 10Year Education Plan, the sense of urgency was felt at senior levels, and as such, the
guiding team provided a powerful and visible model of leaders being directly engaged in
a change initiative. As shown in the literature, these are important factors in supporting
successful change efforts and should be recognized as a strength in the process. The sense
of urgency and engagement throughout the entire system, however, was uneven, with
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participants speaking to confusion about expectations and being told the vision, rather
than being engaged fully in its creation. In rapid change, large groups of individuals
working together to build a shared vision has been shown to support more successfully a
change effort in the early stages (Dudar et al., 2017; Kotter, 2014; Olivier, 2015).
Engaging and Enabling the Organization
In the second phase of Kotter’s (1996) Leading Change theory, the focus is on
three key areas: communicating for buy-in and understanding, empowering others to act,
and communicating short-term wins. These areas will be explored within the context of
the implementation of the 10-Year Education Plan.
In exploring communication for buy-in, Ackerman Anderson and Anderson
(2010) suggest that those who wish to accelerate change ensure dedicated attention to
strong and open communication avenues. As alluded to earlier in this discussion, the
communication of the vision across the system posed challenges, but more broadly,
communication was noted as a barrier throughout the implementation of the 10-Year
Education Plan. Debbie noted, “I think because it was going to happen right away, it
wasn’t appropriately communicated to the system. I think it was not well understood by
the system.” Nancy acknowledged the issue with communication when she indicated, “It
was very bumpy the first year because in hindsight, which is always 20-20, we did not
have a lot of time to develop this work with the release of the ed plans.” Teachers noted
that they found communication regarding the balanced literacy initiative confusing, yet
complied with requests for their self-assessment data, even without fully understanding
the purpose. Cynthia captured the thoughts of the teachers as she recalled:
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At first it wasn’t very clear, I guess, and as always – I’ll just be honest with you –
it was like, Oh, we have to fill something else out again. Like, what’s the purpose
of it and what are they doing this for?
As Wendy described earlier, the data were shared at the district and then with the
Premier’s office, without much communication on how the results were being used
centrally. As Amy, the rural principal, reflected:
I guess I was questioning the data at that level because we were collecting
classroom data, which teachers need . . . but does all that need to be passed on or
does all that, —for me it was— do teachers really need to enter all that data?
How is that really going to be used at this level? I never did really feel I had the
question answered. . . . I don’t know that any of that information ever came back.
Another challenge with communication was the breadth of interactions occurring
across the participants involved in the change effort. As discussed in the findings, when
participants were asked to identify who they communicated with the most, it was Daly
and Finnigan’s (2015) “work-level similarity” (p. 10) that came into play. This concept
posits that educators who work at similar levels interact the most with each other. In New
Brunswick’s case, this led to those at senior levels interacting more and, as a result of
their higher authority and greater access to a wide range of individuals, having increased
social capital pooling at their end of the chain of individuals (see Figure 2). Similarly,
other participants reported interacting most with their same-level peers, which also
perpetuated siloed communication among like peer groups. The research on social capital
and its positive impact on school improvement and increased student achievement calls
for capital to be nurtured and distributed among a broader, more diverse network (Bryk &
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Schneider, 2002; Daly et al., 2015; Daly & Finnigan, 2010; Finnigan & Daly, 2017;
Hargreaves & Fullan, 2012; Leana, 2011; Leana & Pil, 2006). For schools to succeed,
teachers and their school communities need to have access to increased social capital, not
isolated within their own small circle of interactions.
I have developed a model, reflective of these findings, that is intended to be
helpful to others when considering how to leverage effective change process, while
disrupting the siloed and upper-level concentration of social capital, as reported by
participants in this research (See Figure 4 below). This model highlights the flaws
unveiled in this research in which most social capital is located with those who lead
decision-making yet are more directly pressured by political interference. Those closest
to the point of implementation in this research were found to have the least social capital,
which is misdirected, according to the social capital research (Bryk & Schneider, 2002;
Daly et al., 2015; Daly & Finnigan, 2010; Finnigan & Daly, 2017; Hargreaves & Fullan,
2012; Leana, 2011; Leana & Pil, 2006).
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Figure 4. The Misdirected Funnel of Change Implementation

In terms of the second aspect of this phase, empowering others to act, an
observation made by the participants at the middle and senior leadership levels was the
role of the Alignment Champion (AC) as an enabler for others to lead. As described in
their responsibilities (see Table 2), the ACs served as the liaison between the districts and
EECD and enabled coordinated implementation of the PDU initiative in the districts. I
provided the AC team with a considerable amount of change management training and
they were expected to develop a change and communication strategy that supported the
overall provincial change plan. The whole essence of a change and communication
strategy is to empower others to lead the change (Ackerman Anderson & Anderson,
2010; Fullan, 2009; Hiatt & Creasey, 2006; Kotter, 1996, 2002) and, as such, the ACs
were directly involved in ensuring that this transition of responsibility from the PDU
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team to the districts and schools was occurring across their districts. An example of this
was the AC team assisting with the crafting of key messages for others in their district to
share. These kinds of actions empowered others to feel they could lead more effectively.
As Steve noted, “They had a good handle on what the expectations were, and we would
communicate that out through our Directors here and our subject coordinators and then
our leads to make sure the teachers knew it was happening.” Lisa supported this
observation when she described support she appreciated: “Definitely our alignment
champion. I’d say the last two years is when we really started using the information [they
provided] for our planning purposes.”
Literacy leaders were also referenced by participants as a support for empowering
others to act. The teacher participants, literacy coordinator, and Director of curriculum
and instruction spoke favorably to the assistance leads offered. When Melissa, the urban
school French Immersion teacher, was discussing helpful support, she indicated:
They [literacy leads] came in and just showed us different ways that we can use
those [literacy resources] in our classroom and I took a lot from those. I think
without the leads coming in and showing us things, I think a lot of us up would be
a little bit lost. It was very helpful.
Leads were the front lines of the PDU initiative, as they received the initial professional
learning in the balanced literacy and formative assessment tools and then shared these
with teacher groups across their district. In Nancy’s consultation report, it was
recommended to “maintain lead support for teachers” (Boucher, 2016, p. 2), although she
noted some of the consultant participants indicated they felt there was sufficient expertise
in their schools and would prefer release time for those individuals rather than an external
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support like a lead. Overall, the role of the lead was seen as supportive by participants
and a key enabler in the implementation of the balanced literacy initiative.
The final aspect of this second phase in Kotter’s (1996) Leading Change theory is
the communication of short-term wins. The notion of celebration was mentioned once
throughout the interviews when Amy described a writing program that had been
successful in her school and how they celebrated the improved outcomes. Otherwise,
specific references to celebrations were not mentioned. When the results for the Grade 2
provincial literacy assessment came back in 2017 with an increase in achievement levels
after the first year of the PDU, the results were celebrated internally with EECD and the
guiding team. To celebrate the hard work that had gone into this effort, the PDU team
attempted to send out thank you emails to teachers for their hard work. I recall being told
this could not happen as teachers should not be singled out by EECD. Therefore, no
specific communication directed at teachers was shared provincially to recognize the
positive results. Similarly, the data on the needs assessment showed progressive growth
in teachers’ application of the components of balanced literacy, but results were not
distributed beyond the Premier’s office and the district offices. Leaders in the districts
may have shared those results with some teachers, but it was inconsistent. For example,
Cynthia reported she was not aware of the results until the second year of the
implementation. This lack of recognition of growth, or celebration, was a definite gap in
what is known about effective change process.
From the above examples, participants identified areas not adequately addressed
and those that were positively supported in this second phase of Kotter’s (1996) Leading
Change theory, engaging and enabling the organization. Inconsistent communication
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seemed to be the biggest gap, with some being very aware of information being shared
(the senior level leaders) and many left to be the recipients of orders (teachers,
principals). The research led by Daly and Finnigan (2010) that examined social networks
and communication among educators offers insight into similar interactions they
observed between a school district and the respective central office:
School leaders described these communication patterns as one-way in nature,
flowing from central office . . . typically within communications is a request to
produce some kind of technical information to be reported to the district office.
(p. 124)
This would be consistent with the data collection process described by Amy
above and does not engender a two-way role for information to be shared and input
offered. The alignment champion and literacy leads were viewed by participants as
leaders in empowering others to act. They did this by enabling educators to take
increased action and leadership with assistance in tasks such as key messages for
communication and modelled lessons to support strengthened instructional practice.
Finally, the communication of short-term wins was not a widespread activity throughout
the PDU activities. Although there was an attempt with initial provincial assessment
results, participants make no reference to celebrating the efforts or outcomes of the
balanced literacy initiative.
Implementing and Sustaining the Change
Kotter’s (1996) final phase, implementing and sustaining the change, describes a
focus on persisting in the change effort so it becomes part of an ongoing routine. The two
aspects Kotter describes in this phase include not letting up and creating a new culture.
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These two elements will be explored in more detail in the discussion below.
Participants generally described the PDU process as improving every year within
the three years examined in this research. Over the course of the initiative, there was a
dedicated effort to improve the messaging and materials provided to teachers, and the
leadership for the PDU actions became more assumed by the district educators. Debbie,
the Director of curriculum and instruction, observed: “The collection of data has kind of
become routine now three years in, I don’t think people are noticing it anymore.”
Although teachers indicated they did not feel their practices were greatly changed by the
balanced literacy initiative, those at middle and senior levels spoke about the growth as a
system they observed across the province. Wendy indicated:
I certainly think there’s been growth in the system. I do believe the information
we collected showed lots of growth . . . even the professional conversations that
have happened when you go into a school. . . . I think teachers realize where
they’re strong, also where their students are strong because that’s where they’re
spending their time and I think it’s helped identify places where they understand
they need to spend more time. So, I think it’s been positive in many ways.
The two principals spoke positively about their conversations with teachers around the
needs assessment and also recognized there was a solid refocusing of the priorities in
primary literacy. Lisa, the literacy coordinator, confirmed: “I think that it’s really forced
us to ensure that everybody went back to the important building blocks.”
When Kotter (1996) speaks about not letting up, this is an aspect where the
leadership in the implementation of the 10-YearEducation Plan showed deliberate
adherence to the change process. Despite the continuous changes to education in the last
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decade, rushed implementation imposed by government, communication silos, and at
times strained relationships across the educators in the system, the PDU team and other
educational leaders in the districts and EECD persisted despite these obstacles. Dudar et
al. (2017) refer to how leaders impact the speed of change. Their description includes
leaders who “engage in self-reflection on their own capacities to support the change . . .
which promotes leaders’ self-efficacy in promoting the change” (p. 116). Furthermore,
their research findings indicate that “leaders who hold a strong commitment and
dedication to their profession are more likely to be successful change agents . . . and more
likely to experience success if they have previous change experience” (p. 120). Those
leading this work at both the EECD and district levels showed this strong commitment,
despite having reservations about aspects of the focus on balanced literacy and the
implementation process. Also, the leaders were all seasoned educators who had been
through a number of changes and knew from previous experience ways to make the
change more successful for their local context. These statements about leadership
highlight the tenacity of those leading this change and the fact that the PDU team
practised ongoing reflection to improve in areas where the system identified weaknesses.
With this initiative continuing over three years, the majority of participants
recognized there was a change in the culture of schools, particularly at the K-2 level. As
described throughout the findings, teachers and principals engaged in more professional
conversations, the alignment champion role was created to connect key people and
empower their district counterparts to lead, and teachers were more aware of how they
were applying balanced literacy. As Mary noted, there were “more opportunities for
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support with our leads.” These factors were all viewed as welcome changes as a result of
the PDU. Further to the change in culture as a result of the PDU effort, Steve stated:
I think it’s safe to say if you walk into any of our elementary classrooms K to 2,
you know, probably the same with 3 to 5, but K to 2 especially, you would see
balanced literacy happening and our leads have continued to support that work
this past year to make sure that that’s happening and to give support where
teachers don’t feel comfortable with a certain aspect of balanced literacy.
The persistence of the educators in the New Brunswick education system in not letting up
and promoting a new culture is an area of strength related to the change research
reviewed in this discussion.
The overall change process for the implementation of the 10-Year Education Plan
started abruptly, thereby mobilizing educators to take action. Creating a climate for
change was difficult early on as urgency was not experienced in the same way by
educators across the province. Similarly, not all agreed with the vision of balanced
literacy and formative assessment as the key initiatives to improve literacy outcomes for
students. Establishing the guiding team early on was a strong statement of leadership, as
key senior educators came together to be visible and active leaders for the change.
However, the guiding team set direction and made important decisions that rested
predominantly among the senior leaders, thereby siloing communication and limiting
information sharing across the system.
Communication in general was reported by all participants as a barrier throughout
the change process. This contrasts with what is known about effective change and
therefore created an ongoing challenge as the system continued to implement the 10-Year
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Education Plan. Educators reported interacting mostly with their like-level counterparts,
with those at the most senior level having more influence and access across the range of
individuals involved in this change effort.
Where the implementation of the 10-Year Education Plan showed strength was
the willingness of the system leaders and educators to persevere despite the heightened
pressure and timelines established early on. There were many obstacles and challenges
highlighted throughout the findings of this research; yet, efforts were noted to improve
communication continuously, materials provided to educators, and the process of
enabling others to lead. Educators demonstrated leadership and resilience in striving to
work through an initiative that was hoped to make a difference for New Brunswick
students.
Recommendations
In this section, I offer five recommendations for educators, researchers, policy
makers, elected officials, and others in the pursuit of an improved system. Educational
change will not decrease in the future; instead, education systems will require more
strategies for accelerated change and rapid adaptation (Ackerman Anderson & Anderson,
2010; Dudar et al., 2017; Kotter, 2014). Critical stakeholders must be equipped with
findings from the most recent and relevant change literature, reflect on their current
practices, and apply what they learn. This is a renewed leadership imperative that will
require direction and support.
Recommendation 1: Diminish Political Interference
“Political interference in the education system is creating instability and
disrupting the educational process. Successive governments have made major changes to
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education priorities in the last fifteen years, often hastily implemented to fulfill election
promises” (Auditor General, 2019). Government’s role in education needs to be tempered
with a balance of perspectives and input to counter the system instability described in this
research. In New Brunswick and other jurisdictions, new approaches for all-party
contribution and deliberation are required to prevent individual agendas or preferences
being adopted without robust debate. The recent all-party committee in New Brunswick
overseeing the COVID-19 pandemic actions has shown promise, as legislative activities
and interventions to diminish the spread of the virus have been implemented quickly and
efficiently due to the cooperative climate among politicians and community
leaders. Moving forward, governments with responsibility for education are encouraged
to establish a multi-representative council to provide guidance to government regarding
education strategies showing momentum and improvement and draw attention to new
priorities and barriers identified by those within the system. This guiding council would
include stakeholders in education (e.g., educational assistants, students, teachers,
principals, parents, district education staff, school community representatives, and
ministries), be nominated by peers, and meet semi-annually with the all-party team so
that partnership and consultation would move beyond limited or single consultation
events, and be the new expectation for directing and sustaining educational change.
Recommendation 2: Increase Social Capital for Teachers
“Social capital is increasingly proposed by political and educational leaders as a
solution to persistent educational and social problems” (Dika & Singh, 2002, p. 32). With
research identifying the connection between social capital and student achievement (Bryk
& Schneider, 2002; Daly et al., 2015; Daly & Finnigan, 2010; Finnigan & Daly, 2017;
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Hargreaves & Fullan, 2012; Leana, 2011; Leana & Pil, 2006), how teachers and those
closest to the classroom are supported in access to knowledgeable others is an important
challenge to address. Senior leaders need to be visible and persistent advocates for
change, but the people actually implementing the effort must have increased opportunity
to share challenges and successes with school colleagues, educators from other schools
and jurisdictions, and wider community resources. Direction for New Brunswick and
other school systems may come from existing models like Hargreaves’s and Fullan’s
(2012) Professional Capital Framework and the Organisation for Economic Cooperation
and Development’s (2016) Teacher Professionalism Framework. Both of these
frameworks espouse expanded peer networks as a means to improved educational
achievement. Facilitating non-teaching time for teachers is necessary to support
engagement with a broader network of educators and other resources. This can be a
challenging endeavor, but the research shows a clear rationale for this support as an
investment in an improved education system. An action plan, constructed with teachers
and principals, to build and expand learning networks is recommended as an immediate
action for education systems.
Recommendation 3: Improve Communication Support for Change Initiatives
“Effective and consistent communication is essential to foster positive
relationships, promote buy-in for the change, develop a shared vision, and to identify
sustainability strategies” (Dudar et al., 2017, p. 126). Any change effort in education
needs to have a dedicated focus on pre-planning for effective communication channels.
Communication was identified by all participant groups as one of the most helpful
change supports. A plan for who, how, and when people communicate during a change
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effort was identified as a need in the findings. Fractured communication can impact trust
across the system, and “low-trust environments may be more conducive to climates of
isolation and conflict” (Bryk & Schneider, 2002). Jurisdictions that do not have dedicated
internal communications support, which is the case for EECD, are burdened with the
added responsibility of creating communication materials and approaches without the
requisite expertise. Dedicated resources in internal communication are an essential
requirement for change initiatives to succeed.
Recommendation 4: Examine More Holistic Ways to Measure and Report Success
for Students
The participants in this research explored the concept of literacy success and
asserted that student progress and growth are the most critical means to examine whether
their instruction is having the desired impact. In New Brunswick, the emphasis on the
Grade 2 provincial literacy assessment put significant pressure on the system and was
questioned as a valid evaluation of what students know and are able to do in the area of
literacy. Many jurisdictions are faced with similar scrutiny when they publish the
outcomes of their standardized assessments.
Although some benefits have been reported in relation to standardized testing to
increase accountability (Wiliam, 2010), with positive effects of principals understanding
the rightful place of standardized assessment within the school context (Jensen, Hite, Hite
& Randall, 2017), standardized testing has been shown to have unintended side effects,
(Zhao, 2018). A research brief from the National Council of Teachers of English (2014)
reported that “teachers lose between 60 to 110 hours of instructional time in a year
because of testing and the institutional tasks that surround it” (p. 1). The recent transition

214

to empower primary educators in New Brunswick to self-select and monitor progress in
local interventions in literacy is a step in the right direction. Student progress in academic
areas will continue to be required for system accountability, but reporting publicly on
additional measures such as well-being, resilience, problem-solving, collaboration skills,
and other life competencies is a way that New Brunswick and other jurisdictions can
disrupt the current norm and expand the definition of success and what is valued in
learning for children and youth.
Recommendation 5: Expand and Personalize Change Leadership Across
Government
According to Kotter (2014):
The World is now changing at a rate at which the basic systems, structures, and
cultures built over the past century cannot keep up with the demands being placed
on them. Incremental adjustments . . . are not up for the job. You need something
very new to stay ahead in an age of tumultuous change and growing uncertainties.
(p. vii)
Change management methods and tools need to continue to be used by EECD and other
departments across New Brunswick and beyond; however, an enhanced culture that
embraces change leadership (Aziz, Tracey, Hutchinson, & Kacin, 2019) and models of
accelerated change (Ackerman Anderson & Anderson, 2010; Dudar et al., 2017; Kotter,
2014; Olivier, 2015) are needed to address evolving and immediate agendas. Jurisdictions
that have not adopted a change process need to consider the findings of this research and
determine what theories will benefit their systems and implement a dedicated approach.
Offering change supports that consider and address an individual’s role and
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responsibilities during times of change will lead to faster adoption of change, better
relations between employees and employers, and improved well-being. To lead this
deliberate focus, government leaders must endorse a dedicated Office of Change
Leadership to coordinate provincial and state efforts, reflecting current research in
implementing effective change.
These recommendations address the key outcomes from this research. It is hoped
the recommendations inspire discussion and debate and move New Brunswick and other
jurisdictions forward in the continued pursuit of educational excellence. It is also hoped
that other jurisdictions will recognize the experiences described in this research and
reflect on their own change processes and potential areas for improvement.
Limitations
Limitations in this research were revealed as I created the research design and
conducted the analysis of the research data. It was evident that not all areas of interest
could be explored in the same depth as others. The concept of social networks, deeper
analysis of models of accelerated change, and the limited availability of research relating
to helpful supports for change for those in different roles represent limitations in the
research findings presented in this study.
The concept of social capital proved to be an important aspect of the research
findings. The analysis of the interactions, access, and networks that participants
experienced was limited to questioning about whom participants interacted with and
relied on for support. Although these findings shed light on the social interactions, and
related capital accrued, additional research questions and more detailed surveying of
networks would broaden the understanding of this construct within the case under study.
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Accelerated change models were explored in the literature review and applied in a
limited role within the theoretical analysis of this research. As a wide range of change
theories were explored and applied in the theoretical framework, the dedicated attention
to the emerging field of accelerated change was limited to a small representation among a
number of change models, despite its continued emergence in the research.
Finally, access to relevant research highlighting what is deemed helpful during
times of change for those with different roles in an organization was limited, and specific
to the business context. This presented challenges in having other research to reference
other than my own for this aspect of the findings.
Areas for Further Research
Recommendations for further research include a deeper exploration of the social
networks experienced by educators during times of change. Participants in this research
indicated their primary network to be mostly those in similar roles, and teachers reported
having a narrower network than all other participants. Applying an actual social network
analysis where participant exchanges are recorded during the various elements of a
change effort would be an intriguing area to investigate. An additional layer of
complexity would be to compare a system that has experienced minimal change or
political disruption to a system engaged in continuous system change and examine the
social networks of educators in similar roles in each jurisdiction.
Further research in the implementation of rapid or accelerated change models
would offer an examination of how these recommended practices are perceived by
participants as contributing to the speed of change adoption. Deliberate attention to this
emerging area of change research may provide further insight and recommendations for
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the most effective processes when implementing change. An ethnographic study
involving a researcher embedded in a school or central office during a change effort
would offer a rich observation of an often-experienced process which continues to be
misunderstood and mismanaged.
Finally, further exploration of jurisdictions implementing change, and publicizing
data related to non-academic outcomes, may provide a roadmap for moving beyond a
system predominantly focused on reporting on academic achievements. Examining
responses to the addition of non-academic measures and the perceived impact on student,
parent, and educator perception of what constitutes a successful education system would
be enlightening. Overall, studies examining educational change must continue as the pace
of change continues to accelerate, necessitating new approaches to supporting individuals
and organization as they navigate continual adaptation.
Final Thoughts
Conducting this research has enriched my role as an educator and leader in ways I
could not have imagined. Being able to dedicate time to sit with colleagues and hear them
reflect honestly on the work in which I was involved was career and life changing. I now
have the exciting and challenging task of translating these voices to wider audiences so
that what we have succeeded with is known and understood, and how we have failed is
identified and adjusted for growth. It is my commitment, even though this research has
concluded, to find ways to continue to engage in the research of real issues that require a
critical lens on education systems, including my own.
As Stake (1995) describes “naturalistic generalization” as the process in which the
reader of the research draws their own conclusions, I invite you, the reader, to make sense
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of these findings within your own role and context. I hope this research compels you to
reflect on your own experience with transformation and be open and reflective as to how
you can contribute to a more informed and intentional approach to supporting educational
change. I encourage you to expand your own network of colleagues to embrace a
renewed perspective, only possible when breaking outside the persistent boundaries that
exist. Please share your successes and challenges and join me in moving forward with
renewed hope and optimism for a better education for our children and youth.
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Appendix A- Classroom Teacher and Principal Invitation to Participate in Research

Tiffany L. Bastin
8o Garden Grove Rd.
Lincoln, N.B.
E3B 7G8

(506) 454-7204
tiffany.bastin@nbed.nb.ca
Dear ______________________,
This letter describes a personal research study and requests your consent to be
interviewed and observed as part of the data collection for this research. I am currently a
PhD candidate in the Faculty of Education at the University of New Brunswick. This
research project will fulfill a requirement of my degree and is under the supervision of
Dr. Ken Brien. He may be reached at 453-4597 if you have any questions.
In the research, I plan to examine the change process and resulting impacts on educators
related to the implementation of New Brunswick’s 10-year Education Plan. I am keenly
interested in how the context, particularly the specific role of the educator, and the
interactions between those in different roles, impact individual research participants. In
particular, I will examine the impact of changes affecting Grade 2 teachers as they
introduce practices intended to improve student literacy outcomes. Your input will be
very valuable in this process.
Your participation is this study is voluntary Those who agree to discuss their experience
will be interviewed and observed once within a two-month period. The observation
includes one team meeting in which you discuss literacy planning with teacher
colleagues.
The interview will last between 45 minutes and 75 minutes and will be recorded. An
additional interview may be scheduled should the interviewer and interviewee deem it
necessary. The scheduling of the interview will be at the convenience of the interviewee.
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You are assured that your responses will be confidential to me. The interview recording
will not be used by anyone else and pseudonyms will be used in any text included in the
thesis. The recordings will be destroyed after the defense of this dissertation.
You will have an opportunity during the data analysis to check my interpretations of what
you said; again, at a time of your convenience. At any point during this study you are free
to withdraw from the research or have any data pertaining to you withdrawn from the
research. I do not foresee any risk for you as confidentiality is assured.
If you choose to participate in this study, your perceptions will assist in developing
suggestions for improving change efforts in education. Your participation will be greatly
appreciated. If you agree to participate under these terms, please sign and return this letter
to me. If you wish, the findings from this research will be forwarded to you upon
completion of the data analysis. Please indicate your address below if you would like a
copy sent.
If you have any further questions and wish to contact someone not directly affiliated with
this research you may contact Ellen Rose, Associate Dean of Graduate Studies, Faculty
of Education at 453-4603.
Thank you for considering this request. I look forward to working with you on this study.
Sincerely,

Tiffany L. Bastin

___________________________________________________________
I agree to be interviewed between May 21, 2019 and June 30, 2019 as part of data
gathering for Tiffany L. Bastin’s research.
Signature_______________________

Date __________________
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Appendix B- Office of Superintendent Staff

Tiffany L. Bastin
8o Garden Grove Rd.
Lincoln, N.B.
E3B 7G8

(506) 454-7204
tiffany.bastin@nbed.nb.ca
Dear ______________________,
This letter describes a personal research study and requests your consent to be interviewed
as part of the data collection for this research. I am currently a PhD candidate in the Faculty
of Education at the University of New Brunswick. This research project will fulfill a
requirement of my degree and is under the supervision of Dr. Ken Brien. He may be
reached at 453-4597 if you have any questions.
In the research, I plan to examine the change process and resulting impacts on educators
related to the implementation of New Brunswick’s 10-year Education Plan. I am keenly
interested in how the context, particularly the specific role of the educator, and the
interactions between those in different roles, impact individual research participants. In
particular, I will examine the impact of changes affecting Grade 2 teachers as they
introduce practices intended to improve student literacy outcomes. Your input will be very
valuable in this process.
Your participation is this study is voluntary Those who agree to discuss their experience
will be interviewed once within a two-month period. The interview will last between 45
minutes and 75 minutes. An additional interview may be scheduled should the interviewer
and interviewee deem it necessary. The scheduling of the interview will be at the
convenience of the interviewee.
You are assured that your responses will be confidential to me. The interview recording
will not be used by anyone else and pseudonyms will be used in any text included in the
thesis. The recordings will be destroyed after the defense of this dissertation.
You will have an opportunity during the data analysis to check my interpretations of what
you said; again, at a time of your convenience. At any point during this study you are free
to withdraw from the research or have any data pertaining to you withdrawn from the
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research. Although your role title will be used in order to disseminate the varied
experiences of educators holding different roles and responsibilities, I do not foresee any
risk for you as confidentiality regarding the district under study is assured.
If you choose to participate in this study, your contribution will assist in developing
suggestions for improving change efforts in education. Your participation will be greatly
appreciated. If you agree to participate under these terms, please sign and return this letter
to me. If you wish, the findings from this research will be forwarded to you upon
completion of the data analysis. Please indicate your address below if you would like a
copy sent.
If you have any further questions and wish to contact someone not directly affiliated with
this research you may contact Ellen Rose, Associate Dean of Graduate Studies, Faculty of
Education at 453-4603.
Thank you for considering this request. I look forward to working with you on this study.
Sincerely,
Tiffany L. Bastin
___________________________________________________________
I agree to be interviewed between May 21, 2019 and June 30, 2019 as part of data gathering
for Tiffany L. Bastin’s research.
Signature_______________________

Date __________________
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Appendix C- Department of Education and Early Childhood Development Staff

Tiffany L. Bastin
8o Garden Grove Rd.
Lincoln, N.B.
E3B 7G8

(506) 454-7204
tiffany.bastin@nbed.nb.ca
Dear ______________________,
This letter describes a personal research study and requests your consent to be interviewed
as part of the data collection for this research. I am currently a PhD candidate in the Faculty
of Education at the University of New Brunswick. This research project will fulfill a
requirement of my degree and is under the supervision of Dr. Ken Brien. He may be
reached at 453-4597 if you have any questions.
In the research, I plan to examine the change process and resulting impacts on educators
related to the implementation of New Brunswick’s 10-year Education Plan. I am keenly
interested in how the context, particularly the specific role of the educator, and the
interactions between those in different roles, impact individual research participants. In
particular, I will examine the impact of changes affecting Grade 2 teachers as they
introduce practices intended to improve student literacy outcomes. Your input will be very
valuable in this process.
Your participation is this study is voluntary Those who agree to discuss their experience
will be interviewed once within a two-month period. The interview will last between 45
minutes and 75 minutes. An additional interview may be scheduled should the interviewer
and interviewee deem it necessary. The scheduling of the interview will be at the
convenience of the interviewee.
As your role as an EECD staff member will be identified in order to disseminate the varied
experiences of educators holding different roles and responsibilities, confidentiality cannot
be assured. The recordings will be destroyed after the defense of this dissertation.
You will have an opportunity during the data analysis to check my interpretations of what
you said; again, at a time of your convenience. At any point during this study you are free
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to withdraw from the research or have any data pertaining to you withdrawn from the
research.
If you choose to participate in this study, your contribution will assist in developing
suggestions for improving change efforts in education. Your participation will be greatly
appreciated. If you agree to participate under these terms, please sign and return this letter
to me. If you wish, the findings from this research will be forwarded to you upon
completion of the data analysis. Please indicate your address below if you would like a
copy sent.
If you have any further questions and wish to contact someone not directly affiliated with
this research you may contact Ellen Rose, Associate Dean of Graduate Studies, Faculty of
Education at 453-4603.
Thank you for considering this request. I look forward to working with you on this study.
Sincerely,
Tiffany L. Bastin
___________________________________________________________
I agree to be interviewed between May 21, 2019 and June 30, 2019 as part of data gathering
for Tiffany L. Bastin’s research.
Signature_______________________

Date __________________
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Appendix D- Interview Protocol
1. Case Under Study: Change Theory and Implementation of the 10-year Education Plan
2. Time of Interview: To be determined
3. Date:
4. Place:
5. Interviewer: Tiffany Bastin
6. Interviewee:
7. Position of Interviewee: Grade two teacher
8. Introduction and information shared with interviewee:
Thank you for agreeing to participate in this research. I am currently a PhD candidate in
the Faculty of Education at the University of New Brunswick, and I plan to examine the
change process and resulting impacts on educators related to the implementation of New
Brunswick’s 10-year Education Plan. I am also an employee of the Department of
Education and Early Childhood Development and hold a lead role in the implementation
of the New Brunswick 10-Year Education Plan. Although I am involved in the work
under study, I encourage your open and candid feedback to the questions as posed as I am
deeply invested in providing educators a voice in improving education in New
Brunswick. I am keenly interested in how the context, particularly the specific role of the
educator, and the interactions between those in different roles impact individual research
participants. In particular, I will examine the impact of changes affecting Grade 2
teachers as they introduce practices intended to improve student literacy learning
outcomes. I look forward to your responses.
Questions:
1. What led you to become a teacher? Please describe your experience as an educator,
including grade levels taught, number of years teaching, positions.
2. In 2016-17 the balanced literacy and formative assessment tools and expectations
were implemented as part of the 10-Year Education Plan (show examples of tools
and documents). How was the provincial vision for balanced literacy and formative
assessment shared with you? How clear was your understanding of the expectations
related to balanced literacy and formative assessment? What level of urgency did
you feel related to these initiatives at that time?
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3. How was information about balanced literacy and formative assessment
communicated to you? How well-informed did you feel regarding the expectations
in these areas? Who did rely on most for support in planning your work in balanced
literacy and formative assessment?
4. Describe how the balanced literacy and formative assessment expectations look
now, three years later. Describe any impacts this initiative has had on you
personally or professionally? (e.g., workload, hours worked, classroom practices,
interactions with others)
5. Overall, what supports were most helpful to you throughout the implementation of
balanced literacy and formative assessment expectations at grade two?
6. Here are the key individuals responsible for the implementation of the balanced
literacy and formative assessment focus on K-2. [Show chain of individuals
involved in this initiative] Describe the interactions/ relationships among those you
are aware of related to the balanced literacy and formative assessment expectations
at grade two.
a. Delivery lead to EECD Literacy Learning Specialist and Alignment
Champions?
b. Alignment Champions to District Superintendents and Directors of
Curriculum and Instruction?
c. District educators (Directors of Curriculum, Literacy Coordinators and
Alignment Champions) to principals?
d. Principals to teachers?
7. How did these relationships impact, if at all, the changes in balanced literacy
expectations at grade two?
8. Why are some educators and schools experiencing more student success with
student literacy outcomes than others? What are the barriers?
Thank you for participating in this interview. Prior to publishing my findings, you will
have an opportunity during the data analysis to check my interpretations of what you
said; again, at a time of your convenience. At any point during this study you are free to
withdraw from the research or have any data pertaining to you withdrawn from the
research.
Please note: This project has been reviewed by the Research Ethics Board of the
University of New Brunswick and is on file as REB 2019-062
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Appendix E- Observational Notes Template

Observation Protocol: ____________________

Date: ________________

Observation re tone of voice, non-verbal behaviour and any other changes observed
through the interview.
Descriptive Notes

Reflective Notes

(portraits of the participants’ dialogue, the
physical setting, events, or activities)

(personal thoughts such as feelings, hunches,
and impressions)
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Appendix F- Balanced Literacy Needs Assessment Document

Balanced Approach to Literacy Needs Assessment
Start Date _______ End Date _______

This needs assessment has been designed to gather information about current balanced literacy practices.
• The goal is to help you identify where you are, where you need to go, and the support required to
get you there.
•
You may be asked to share this information with a literacy lead or principal to help plan
professional learning.

Use tally marks to keep a record of how often you engage in the following over a two
week period:
Tally

Read Aloud
I chose texts for the purpose of:
fostering enjoyment
transitioning
developing interests and knowledge
modelling or ‘thinking aloud’ (reading targets, specific strategies,
comprehension)

making connections to writing instruction
supporting word work (spelling, phonics, sound/symbol
relationship)

developing oral language (vocabulary, communication skills)
engaging learners in active listening
modelling fluent and expressive reading
engaging learners in book talks and critical thinking
providing multiple readings
Shared Reading
I chose texts:
to model and develop reading strategies (word-solving,
punctuation)

to model fluency and expression
to build comprehension
to develop text awareness (directionality, voice-text match)
to develop vocabulary
to provide experience with a variety of texts
to build fluency with high frequency words
Guided Reading
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Lesson target(s):
to activate prior knowledge and discuss text’s theme
(vocabulary)

to model thinking, clarifying and questioning through the
text
to initiate a discussion after reading
to develop precise skills and strategies (based on formative
assessment)

to observe reading behaviors and dispositions as well as
take notes
Tally

Independent Reading
Independent reading time included:
learners self-selecting a variety of texts as part of their
routine
sharing and/or celebrating (with a partner, a small group or the
whole class)

conferencing with feedback that ends in clear actions for
learners
cross curricular content
Modelled Writing and Representing

small group

large group

Lesson target(s):
to model the use of tools (word wall, environmental print,
dictionary)

to model the use of supports (drawings, graphic organizers)
to model the writing process (brainstorming, drafting, revising,
editing)

to ‘think aloud’ and make explicit the writer’s internal
dialogue
to make explicit the intended audience
to develop text awareness and traits of quality writing
to develop vocabulary
to integrate the lesson with cross-curricular content
Shared Writing and Representing
Lesson target(s):
to model specific aspects of the writing process (tools and
strategies)

to ‘think aloud’ and make explicit the writer’s internal
dialogue
to encourage learners to contribute ideas and suggestions
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to give learners an opportunity to take the pen and write
text
to develop a topic related to a shared interest or experience
to demonstrate revision, editing and/or publishing
to integrate the lesson with cross-curricular content
Independent Writing and Representing
During independent writing/representing learners:
self-selected topics
used a variety of writing forms
had time to apply strategies that have been modelled
had access to and knowledge about writing tools (word wall,
dictionary)

wrote for an authentic purpose
had access to a variety of writing materials (paper, markers,
etc…)

had an opportunity to discuss their writing with peers or
the teacher
wrote for cross-curricular purposes
Tally

Word Work
Lesson target(s):
to develop an interest in words and how they work
to build phonological awareness
to build spelling ability
to build vocabulary
to build comprehension
to provide opportunities to learn using hands-on materials
to integrate and contextualize learning
to connect learning to personal and classroom word walls
Oral Language
Lesson target(s):
to clarify and extend learning
to enrich by modelling
to support using mini-lessons and social interactions
to develop language by having learners ask and answer
questions
to develop language by having learners recount experiences
to develop language by having learners express and listen to
opinions
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to develop language by having learners participate in
discussions
to share in a variety of formats (turn and talk, exploratory learning,
presentations)

Integration with content-area instruction (reading, talking,
writing)

Sustaining
Doing
Improving
Learning
Willing

Learning Scale

Knowing

I will be able to continue using a balanced literacy approach in my
classroom and could support a colleague’s knowledge of planning
and using a balanced approach to literacy.
I am regularly doing all components of balanced literacy with
learners.

6

Sustaining

5

Doing

4

Improving

I am getting better at most components of balanced literacy.

3

Learning

2

Willing

1

Knowing

I know what I need to do and am starting to use a balanced literacy
approach but I need work with some components.
I think this is worthwhile and want to expand my knowledge and
learn how to use a balanced literacy approach.
I am new to learning about the balanced literacy approach and its
benefits.
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