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Executive Summary 

The purpose of this project was to provide a review of the NLSD Building a Community 

of Learners initiative, recognizing its strengths and identifying areas for improvement. 

The specific objective was to answer the following questions:   

1. What is the perceived effectiveness of the Building a Community of Learners 

program? 

2. What is the perceived impact of the Building a Community of Learners program 

on student achievement? 

3. What supervisory and administrative practices impact the success of BCOL? 

4. To what extent is student assessment and achievement data used to inform teacher 

instructional practices? 

5. To what extent does student achievement data drive PLCs? 

6. What are the perceived barriers to student achievement in literacy and numeracy? 

7. What is the perceived effectiveness of NLSD PLCs and the RtI framework? 

Section 1 of this report is an overview of the methodology.  This review incorporates 

the perceptions of administrators, literacy and numeracy catalyst teachers, resource 

teachers, consultants, superintendents, the director, and parents and community members.  

Surveys to teachers, literacy and numeracy catalyst teachers, and administrators were 

used, as were interviews and focus groups.  This report contains both quantitative and 

qualitative data. 

Section 2 of the report includes data that answer each question.  Each is presented 

below with a brief summary. 

1. What is the perceived effectiveness of the Building a Community of Learners 

program? 

The BCOL was perceived as highly effective through the Guided Reading initiative, 

followed by math, and lastly by Response to Intervention (RtI) effectiveness. Elementary 

schools reported higher effectiveness than high schools in both reading and math.  More 

experienced teachers reported higher effectiveness in reading, math, and RtI, as well as 

overall.  The more frequent the PLC, the more effective the initiatives, and Professional 

Learning. 

Participantsô perceptions of the Guided Reading and NLSD Numeracy initiatives were 

positive overall.  They helped educators identify student learning targets, guided 

instruction, provided enhanced resources, catalyzed differentiation, created consistency 
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within the division, and provided a structure for student support.  Weaknesses in the 

system are that some teachers need more training in Guided Reading, and use Guided 

Reading as a basis to English Language Arts (ELA), and that the Numeracy Guidelines 

cause teachers to teach to the test because of strict timelines.  There is also a bottleneck of 

students referred for Tier 2 or Tier 3 interventions. 

2. What is the perceived impact of the Building a Community of Learners program 

on student achievement? 

Reading was perceived to have a significantly higher impact than Math on student 

achievement.  Educators engaged in PLCs once a month or more were perceived as 

having a higher impact on achievement than those who met less often.  Educators new to 

RtI perceived a lower impact on achievement than those with more experience.   

The Guided Reading Program and the NLSD Numeracy Guidelines were perceived to 

positively impact student achievement through revealing improvements in performance, 

creating opportunities for one-on-one instruction, encouraging and motivating students to 

learn, and increasing student engagement.  Challenges were found in finding more human 

resources for the program, in ensuring that learners do not become frustrated with the 

program, and ensuring that it is carried through with fidelity. 

3. What supervisory and administrative practices impact the success of BCOL? 

Administrative support was found to be higher in PLCs that met more than once a month, 

as was LNC support.   

Supervisory and administrative practices that aided in the implementation of Guided 

Reading or Numeracy instruction included high administrative involvement, training and 

support for the initiatives, strong communication and affirmation, consistency, and the 

type of LNC involvement. 

4. To what extent is student assessment and achievement data used to inform teacher 

instructional practices? 

Data were found to influence teaching practices more for educators with more experience 

than for educators with 1-2 years experience.  Math data were perceived to not yet 

influence teaching practices.  Educators with more PLC experience and those 

experienced with RtI reported significantly better teaching practices in reading than those 

new to PLCs and less experienced with RtI.   

The extent that data informed instructional practices was perceived through creating 

awareness of studentsô levels and the need for differentiation, the opportunities to plan for 

differentiation, using assessment as instruction, assessments for benchmarking and 

keeping track of student progress, and assessment as affirmation and confirmation of 
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sound instructional practices.  Some educators reported that they are not able to use the 

assessments to inform instructional practice.   

5. To what extent does student achievement data drive PLCs? 

The more frequent the PLC (more than once per month), the more effective the PLC was 

perceived to be.  Participants generally did not agree that it would be easier to teach 

without PLCs. 

The extent that student achievement data drives PLCs was perceived in the ways that data 

is used for planning and sharing information in PLCs, for discussing strategies, for 

helping students who are struggling, and for continuous improvement.  Challenges 

inherent in the PLC include needing a more organic structure, needing increased 

participation, needing more administrative support, and needing more time to meet as 

PLCs. 

6. What are the perceived barriers to student achievement in literacy and numeracy? 

Although it was perceived that all students benefit through regular Guided Reading and 

Math instruction, as well as through LSPs, several barriers were perceived to negatively 

impact student achievement.   

Perceived barriers include non-attendance; lack of motivation or confidence; lack of 

parental involvement; misunderstanding parent involvement or support; lack of support 

for the teacher, school, and division; lack of prerequisite skills; challenging home life; 

inappropriate material / grade level; and not enough one-on-one instruction. 

7. What is the perceived effectiveness of NLSD PLCs and the RtI framework? 

The effect of the reading and math initiatives were perceived to be the highest among all 

initiatives, seconded by RtI and the PLC. 

The PLCs and RtI frameworks were deemed both effective for some reasons, and 

ineffective for others.  They were perceived as effective due to their focus on student 

support, differentiation, and teamwork, but they were perceived as ineffective because 

there are not enough supports at Tiers 2 and 3, there is a gap in support at Tier 3, there is 

not enough time available to do the work required, and it is perceived as stressful for the 

educator. 

Section 3 of this report contains the implications, some of which include: increased 

communication to support educators, staff, students and parents about the BCOL; using 

vision and principles as the basis for communication and decision-making at the senior 

level; creating a space for educators to maintain BCOL purpose as well as professional 

judgement; involve administration more fully in PLC participation; ensuring Numeracy 
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assessments are current and Guided Reading materials are contextually and culturally 

relevant; ensuring full Resource Teacher participation in teaching, support, and training; 

ensuring consistent, relevant, and timely BCOL and differentiation training for teachers; 

maintaining opportunities for parents and community input; and taking the lead in 

innovative, reciprocal community engagement and cross-organizational initiatives.   
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Section 1.  Background 

The Northern Lights Board School Division requested a review of an initiative called 

ñBuilding a Community of Learnersò.   

NLSD began to implement Building a Community of Learners (BCOL) in 2005.  NLSD 

acknowledges the importance of the strong foundation of literacy and numeracy skills for 

student learning, achievement, and lifelong success; therefore, literacy and numeracy 

programs are the key components of the BCOL initiative.  In addition, in attempting to 

address isolation as a barrier to professional development, the BCOL includes the 

development of professional learning communities in all schools. 

Literacy is a critical component for all subjects, and is the focus of the renewed 

provincial curricula founded in English Language Arts. A balanced literacy program, 

which contains all of the components necessary for students to master oral and written 

communication, is emphasized as a foundational approach to ELA instruction.  Balanced 

literacy involves multiple approaches to instruction including language instruction 

(vocabulary, phonemic awareness, phonics, spelling) as well as reading (modeled, shared, 

guided and independent). For the Saskatchewan curriculum, this means reading, writing, 

listening, speaking, viewing, and representing. Because the success of a balanced literacy 

program depends on knowing students individually and providing a balance of direct and 

indirect instruction in all six strands, one part of the balanced literacy approach is direct, 

differentiated instruction in reading.  As each child learns to read at a different rate, the 

ability to provide differentiated instruction is evident.  Differentiated reading instruction 

at NLSD is facilitated through the BCOL through the provision of levelled books, often 

housed as collections in book rooms in each school. Through using levelled books 

through the guided reading program, teachers have the opportunity to provide many kinds 

of supports for scaffolding and extension, at a frequency that varies with grade and 

ability, allowing students to progress to higher levels of achievement.  Balanced literacy 

also requires that students are engaged and motivated, and spend time learning both 

inside and outside the classroom to appreciate and see value in their skills.  Although 

balanced literacy requires that a variety of assessment tools are used to determine student 

success, accompanying the leveled books is the expectation that all students are assessed 

using running records to determine their appropriate óreading levelô, or zone of proximal 

development in reading. 

When students develop strong literacy and math skills early, they are less likely to get 

discouraged and drop out of school later on.  As such, numeracy instruction is also a 

central focus of provincial curriculum, thus of the BCOL. Numeracy consists of the 

knowledge and skills required to effectively understand and respond to a diverse set of 
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mathematical demands and situations. Advances in technology and the sophistication of 

workplace and real life tasks have created a need for numeracy skills in education and in 

the workplace, making numeracy a central component to student success.  In addition, 

innumeracy, the opposite of numeracy, is reported to have an impact on employment, 

social, emotional, and behavioral difficulties, truancy, school exclusions, and crime 

(http://www.nationalnumeracy.org.uk/why-is-numeracy-important/index.html).   

In NLSD, core numeracy resources have been provided for all schools from grades 1 to 9. 

Instruction of numeracy content, organized into units, is aligned within a timeframe from 

grade to grade and school to school.  Formative, research-based common assessments, 

developed collaboratively through a math consultant, have been provided for each grade 

from 1 through 9 for each unit of instruction, as per a year plan.  The assessments are 

available in every school to be discussed in PLCs pre and post administration of the tests. 

Data are then entered onto the assessment website which are used to inform interventions.  

The data drives the targets for student improvement.  Schools design targets through the 

LIP that align with Division targets. 

The numeracy assessments are to be completed by each student, so as to determine their 

level of success within a unit of instruction.   Again, along with providing feedback to 

teachers, the common assessments are designed to facilitate systematic team interventions 

through PLCs when students do not learn.  Interventions are designed to occur within the 

Response to Intervention Framework, described below. 

Response to Intervention (RtI) is expected throughout NLSD.  RtI is a framework of 

instruction for all students, intervention for some students who have not learned, and 

special education supports for the fewest students.  Consisting of three tiers, RtI is 

designed to provide responsive, tiered instruction to students based on their learning 

needs.  Tier 1 consists of universal instruction and assessment at the classroom level, with 

differentiation provided through research-based, high quality core instruction.  For those 

students who display difficulties, student goals are set and measured at each assessment 

interval.  School teams follow a problem-solving process to determine interventions for 

at-risk students that will work within whole-class instructions. The classroom teacher 

implements the interventions, observations are conducted to ensure the fidelity of the 

classroom instruction, and the problem-solving team periodically reviews the progress of 

students. 

The 2nd tier is designed so that supplemental interventions may occur within or outside 

the classroom, and progress is to be monitored frequently.  For example, the classroom 

teacher may still provide core instruction, but students may be grouped into smaller units 

with targeted instruction occurring in or outside the classroom with a specialized teacher.  

Tier 2 interventions are designed so that at a certain level of progress, students ought to 

no longer require the interventions. 

http://www.nationalnumeracy.org.uk/why-is-numeracy-important/index.html
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Tier 3 interventions are designed for students who have not responded to Tiers 1 and 2 

interventions, and require more intense, explicit, and individualized instruction. 

Interventions are designed to be intensified in focus, frequency, and duration. Typically 

delivered outside the classroom, at Tier 3, instruction, strategies, and procedures are 

designed to remediate the student and help them develop compensatory strategies to 

overcome their challenges. If Tier 3 is not successful, a child may be considered as 

potentially having a learning disability. 

Literacy and Numeracy Catalyst Teachers (LNC Teachers), special education teachers, 

and other supports are available at all levels of interventions to assist teachers and 

students to achieve success. 

Professional Learning Communities (PLCs) are also expected throughout NLSD.  The 

PLCs are to be in place to support teachers when students do not learn and provide a 

forum for collegial dialogue.  The purpose of PLC meetings is to collaborate on data 

derived from common assessments, to share instructional practices, and to identify 

students for intervention.  Data derived from the guided reading program and the 

numeracy initiatives are to be used to inform instruction and PLC discussion.  Data on 

student instructional reading levels and on numeracy progress are to be entered into a 

database and used to track student progress in reading and numeracy. 

PURPOSE 

The purpose of this project was to provide a review of the NLSD Building a Community 

of Learners initiative, recognizing its strengths and identifying areas for improvement. 

Specifically, this study was designed to answer the following questions:  How are the 

teachers using the data?  Is the data driving the work of the PLCs in the Division?  What 

supervisory practices affect the success of BCOL?  What are the barriers to student 

achievement and effectiveness of the literacy and numeracy programs? 

SPECIFIC PROJECT OBJECTIVES 

The project objectives were to conduct surveys, focus groups, and interviews to answer 

the following questions: 

1. What is the perceived effectiveness of the Building a Community of Learners 

program? 

2. What is the perceived impact of the Building a Community of Learners program 

on student achievement? 

3. What supervisory and administrative practices impact the success of BCOL? 

4. To what extent is student assessment and achievement data used to inform teacher 

instructional practices? 

5. To what extent does student achievement data drive PLCs? 
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6. What are the perceived barriers to student achievement in literacy and numeracy? 

7. What is the perceived effectiveness of NLSD PLCs and the RtI framework? 

PROCESS 

1. An on-line survey was conducted with all educators and vice / assistant principals.  

These surveys included portions examining use of data and effectiveness of PLCs 

including: using the common assessments, the use of data and data collection 

templates, time allotted for PLCs, and the three tiers of RtI.  Survey questions are 

included in Appendix A. 

 

2. Focus groups were conducted with:  

a. grade 1 to 6 teachers (4): in La Loche (for La Loche); in Buffalo Narrows 

(for Buffalo Narrows, Green Lake, Beauval and the west side small 

schools); in La Ronge, (two sets, one for La Ronge and one for 

Cumberland House, Sandy Bay, Pinehouse and the east side small 

schools). 

b. grade 7 to 9 teachers (4): in La Loche (for La Loche); in Buffalo Narrows 

(for Buffalo Narrows, Green Lake, Beauval and the west side small 

schools); in La Ronge, (two sets, one for La Ronge and one for 

Cumberland House, Sandy Bay, Pinehouse and the east side small 

schools). 

c. LNC teachers (3): in Buffalo Narrows (for the west side) and two in La 

Ronge (for the east side). 

d. resource room teachers (2): in Buffalo Narrows (for the west side) and in 

La Ronge (for the east side). 

e. parents and community members (9): (in Stony Rapids, La Loche, Buffalo 

Narrows, Beauval, Green Lake, Pinehouse, La Ronge, Sandy Bay and 

Cumberland House). 

Focus group questions are included in Appendix B. 

3. Interviews were conducted with: school administrators, curriculum consultants, 

other consultants, superintendents, and the director. 

 Interview questions are included in Appendix C. 

4. This report was written incorporating the data collected.  The report is organized 

according to each research question, incorporates both quantitative data collected 

from the surveys, and qualitative data aggregated from the surveys, interviews, 

and focus groups.  Finally, the report concludes with recommendations for NLSD 

regarding the Building a Community of Learners program. 
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Section 2.  Study Data 

This section contains data collected from the surveys, focus groups, and interviews, and 

incorporates both qualitative and quantitative data.  To ensure anonymity, data has been 

aggregated.  Each research question will be answered in order, incorporating quantitative 

data and qualitative data, collected from all sources: surveys, interviews, and focus 

groups. 

1.  WHAT  IS THE PERCEIVED EFFECTIVENESS OF THE 

BUILDING A  COMMUNITY OF LEARNERS PROGRAM? 

Quantitative  Data 

Four effectiveness dependent variables were calculated: reading effectiveness, math 

effectiveness, Response to Intervention (RTI) effectiveness and overall effectiveness.   

 

Reading effectiveness was created by averaging scores across six reading effectiveness 

questions: 

1. I have a strong understanding of the components of a balanced literacy program;  

3. I have a strong understanding of the NLSD Guided Reading Assessment Guidelines;  

9. The data generated from guided reading provides me with information that I use in my 

ongoing practice;  

11. Guided reading is a key instructional approach I use in my classroom;  

12. I use a recommended major integrated resource (MIR) in ELA instruction 

(Collections of Cornerstones or Nelson Literacy or Crossroads or Sightlines); and 

17. The guided reading data assist me in the development of appropriate level 1 

interventions from students).   

 

Math effectiveness was calculated by averaging across six math effectiveness questions: 

4. I have a strong understanding of the NLSD Math Assessment Guidelines;  

10. The data generated from the Common Numeracy Tests provide me with information 

that I use in my ongoing practice;  

13. Math Makes Sense or Math Focus is the central resource in my classroom;  

14. The NLSD Numeracy Guidelines and Timeline are used in my classroom;  

16. The supports necessary to implement the Math learning Support Plans are sufficient; 

and 

18. The Common Numeracy Tests assist me in the development of appropriate level 1 

interventions for students).   

 

RTI effectiveness was calculated by averaging three RTI effectiveness questions: 
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2. I have a strong understanding of modeled, shared, and guided approaches to 

instruction;  

5. I have a strong understanding of how PLCs fit with the Response to Intervention (RTI) 

framework in NLSD; and 

6. I have a strong understanding of how to provide interventions to students who require 

extra time and support).   

 

Overall effectiveness was calculated by averaging two overall effectiveness questions: 

7. I have a strong understanding of what the LNC teacher does to support math and 

reading achievement; and 

8. I have a strong understanding of how the Saskatchewan Curriculum relate to the NLSD 

literacy and numeracy initiatives).  

 

Results 

Reading effectiveness was evaluated the most positively and was reliably higher than all 

other effectiveness scores (pôs < .001).  Overall effectiveness was rated more poorly than 

all other effectiveness scores (pôs < .001), and RtI was rated more poorly than math 

effectiveness (p < .001). 

Variable Mean Standard Deviation Standard 

Error  

Range 

Reading Effectiveness 7.60 1.74 .16 2.5 ï 10 

Math Effectiveness 7.63 1.39 .14 4.43 ï 10 

RTI Effectiveness 7.58 1.80 .15 2 ï 10 

Overall Effectiveness 7.49 2.22 .18 0 ï 10 

 

Type of School 
General.  A total of 160 participants provided data regarding the type of school in which 

they work.  Forty-five participants (28.1%) teach at a K ï 12 school, 1 participant (.6%) 

teaches in a K ï 6 school, 20 participants (12.5%) teach in a K ï 8 school, 60 participants 

(37.5%) teach in a K ï 9 school, and 34 participants (21.3%) teach in a 7 ï 12 school.  

The 1 participant teaching in a K ï 6 school was collapsed into K-8 schools.  

Reading Effectiveness.  A one-way ANOVA was conducted on mean reading 

effectiveness scores across the four different types of schools.  The main effect of reading 

effectiveness was significant, F (3, 107) = 4.72, p = .004. Post-hoc (all post-hoc 

procedures used Tukey HSD) comparisons revealed that 7 ï 12 schools demonstrated 

significantly poorer reading effectiveness (M = 6.43, SD = 1.79, SEM = .40) than K ï 6 
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(M = 8.13, SD = 1.40, SEM = .24) and K ï 9 (M = 7.91, SD = 1.53, SEM = .35), pôs < .04, 

but not compared to K ï 12 schools (M = 7.56, SD = 1.87, SEM = .31, p = .074).  

Math Effectiveness.  A one-way ANOVA was conducted on mean math effectiveness 

scores across the four different types of schools. The main effect approached 

significance, F (3, 93) = 2.29, p = .083. Grand mean of math effectiveness was M = 7.65, 

SD = 1.39.  

RtI.  A one-way ANOVA was then conducted to examine RtI across the four types of 

schools. No main effect was found, F (3, 146) < 1, p = .928. Grand mean for RtI 

effectiveness, M  = 7.58, SD = 1.80, SEM = .15.  

Years of Experience 
Years of teaching experienced ranged from 1-2 years (n = 32, 20%), to 21 years or more 

(n ï 21, 19.4%) with a total of 160 participants answering the question. Twenty-six 

participants (16.3%) reported 3 ï 5 years of experience, and 6 ï 10 years of experience 

each. Twenty participants (12.5%) reported having 11 - 15 years of experience and 25 

participants reported having 16 ï 20 years of experience (15.6%).  

Reading Effectiveness.  The main effect of reading effectiveness approached 

significance, F (5, 106) = 2.29, p = .051. Post-hoc comparisons revealed that the 

difference driving the trend was the teachers with 1-2 years experience (M = 6.75, SD = 

1.67) compared to the teachers with 21 or more years of experience (M = 8.12, SD = 

1.80), p  = .095. All other differences were non-significant, pôs > .09.  

Group Mean Standard Deviation Standard Error  

1 ï 2 years 6.75 1.67 .33 

3 ï 5 years 7.34 2.04 .45 

6 ï 10 years 7.99 1.41 .33 

11 ï 15 years 7.78 1.84 .51 

16 ï 20 years 8.13 1.14 .28 

21 years or more 8.12 1.80 .42 

TOTAL 7.60 1.74 .16 

 

Math Effectiveness.  The main effect of math effectiveness approached significance, F 

(5, 92) = 2.30, p = .052. Similar to the pattern for reading effectiveness, the difference 

between teachers with 1-2 years experience (M = 6.86, SD = 1.25) and teachers with 21 

or more years of experience (M = 8.04, SD = 1.39) approached significance, p = .082.  

Group Mean Standard Deviation Standard Error  

1 ï 2 years 6.86 1.25 .27 

3 ï 5 years   7.42 1.41 .34 
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6 ï 10 years 7.87 1.35 .32 

11 ï 15 years 7.95 1.85 .66 

16 ï 20 years 8.01 1.09 .27 

21 or more 8.04 1.33 .32 

TOTAL 7.63 1.39 .14 

 

RtI Questions.  The main effect of RtI was significant, F (5, 145) = 4.02, p = .002.  

Teachers with 1 ï 2 years of experience (M = 6.54, SD = 1.99, SEM = .35) rated RtI 

significantly more poorly than teachers with 6 ï 10 years of experience (M = 8.16, SD = 

1.35, SEM = .27, p = .007), 11 ï 15 years of experience (M = 8.03, SD = 1.74, SEM = .39, 

p = .033), and 21 or more years of experience (M = 8.16, SD = 1.70, SEM = .33, p = 

.006), but not those with 3 ï 5 years of experience (M = 7.22, SD = 1.82, SEM = .37, p = 

.687) or 16 ï 20 years of experience (M = 7.70, SD = 1.56, SEM = .33, p = .145).  

Overall Effectiveness.  The main effect of overall effectiveness was significant, F (5, 

148) = 3.10, p = .011. Teachers with 1 ï 2 years of experience (M = 6.39, SD = 2.41, 

SEM = .43) rated overall effectiveness significantly more poorly than teachers with 6 ï 10 

years of experience (M = 8.24, SD = 1.51, SEM = .30, p = .019). The comparison between 

teachers with 1 ï 2 years of experience and those with 11 ï 15 years of experience (M = 

8.07, SD = 1.75, SEM = .39) approached significance (p = .07) as well as those with 16 ï 

20 years of experience (M = 8.04, SD = 1.79, SEM = .37, p = .055). All other 

comparisons were non-significant, pôs > .30.  

Frequency of PLC 
Four groups reflecting the Frequency of PLC were created: more than once a month (16 

participants or 10% of respondents), once a month (n = 93, 58.1%), once every two 

months (n = 29, 18.1%), less than once every three months (n = 22, 13.8%).  No 

significant main effects were found between frequency of PLC and demographic data. 

Experience with PLC 
A total of 27 (16.9 %) participants reported being new to PLCs, 36 (22.5%) reported that 

they have been in 1 to 2 PLCs before, and 97 (60.6%) participants had been in 3 or more 

PLCs before.  

Reading Effectiveness.  A significant main effect of reading effectiveness was found, F 

(2, 111) = 3.44, p  = .036.  Participants who were new to PLCs reported significantly 

lower reading effectiveness than those who had been in 3 or more PLCs, p = .037. No 

differences found between those who had been in 1 ï 2 PLCs and those in 3 or more 

PLCs, p = .381, or between 1 ï 2 PLCs and those new to PLCs, p = .550 
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Group Mean Standard Deviation Standard Error  

New to PLCs 6.77 1.57 .37 

1 ï 2 PLCs 7.33 1.81 .39 

3 or More PLCs 7.88 1.70 .20 

TOTAL 7.60 1.74 .16 

 

Math Effectiveness. No main effect of math effectiveness, F (2, 97) = 1.93, p = .151. 

Grand mean = 7.63, SD = 1.39, SEM = .14. 

RtI.  A significant main effect to RtI was found, F (2, 150) = 7.26, p = .001.  Post-hoc 

comparisons revealed that participants were who were new to PLCs reported poorer RtI 

effectiveness than those who had been in 3 or more PLCs, p = .001, but not those who 

had been in 1 ï 2 PLCs before, p = .101.  No significant differences were found between 

those who were in 1 ï 2 PLCs before and those in 3 or more, p = .291. 

Group Mean Standard Deviation Standard Error  

New to PLCs 6.44 1.83 .37 

1 ï 2 PLCs 7.40 1.88 .33 

3 or More PLCs 7.93 1.65 .17 

TOTAL 7.58 1.80 .15 

  

Overall Effectiveness.  No main effect of overall effectiveness, F (2, 153) = 2.14, p = 

.121. Grand mean = 7.49, SD = 2.22, SEM = .18. 

Experience with RtI  
A total of 64 participants (40%) reported being new to RtI, 39 (24.4%) reporting having 1 

ï 2 years of experience with RtI, and 57 (35.6%) reported having 3 or more years 

experience with RtI. 

Reading Effectiveness. A main effect of reading effectiveness was found, F (2, 111) = 

6.16, p = .003.  Those who were new to RtI reported poorer reading effectiveness than 

those with 1 - 2 years experience, p = .03, as well as those with 3 or more years of 

experience, p = .004.  Those with 1 ï 2 years experience did not show any differences in 

reading effectiveness when compared to those with 3 or more years of experience,  p = 

.909. 

Group Mean SD SEM 

New to RTI 6.93 1.77 .26 

1 ï 2 years experience 7.94 1.49 .28 

3 or more years experience 8.12 1.64 .27 

TOTAL 7.60 1.74 .16 
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Math Effectiveness. A significant main effect of math effectiveness was found, F (2, 97) 

= 3.45, p = .036.  Those who were new to RtI demonstrated poorer reading effectiveness 

than those with 1 ï 2 years of experience, p = .044, but no differences when compared to 

those with 3 or more years of experience, p = .139. No differences were found between 

those with 1 ï 2 years of experience with RtI and those with 3 or more years experience, 

p = .698. 

Group Mean SD SEM 

New to RtI 7.21 1.36 .22 

1 ï 2 years experience 8.10 1.39 .30 

3 or more years experience 7.80 1.33 .22 

TOTAL 7.63 1.39 .14 

 

RtI Effectiveness.  A main effect of RtI effectiveness was found, F (2, 150) = 20. 53, p < 

.001.  Those who were new to RtI showed significantly poorer RtI effectiveness than 

those with 1 ï 2 years experience, p < .001, and those with 3 or more years of experience, 

p < .001. No differences were found between those with 1 ï 2 years experience and those 

with 3 or more years of experience, p = .154. 

Group Mean SD SEM 

New to RtI 6.54 1.89 .25 

1 ï 2 years 

experience 

7.83 1.46 .23 

3 or more years 

experience 

8.45 1.37 .18 

TOTAL 7.58 1.80 .15 

 

Overall Effectiveness.  A main effect of overall effectiveness was found, F (2, 153) = 

12.30, p < .001.  Those who were new to RtI showed significantly poorer overall 

effectiveness than those with 1 ï 2 years of experience, p = .003 and those with 3 or more 

years of experience, p < .001. However, no differences were found between those with 1 

ï 2 years of experience and those with 3 or more years of experience, p = .609. 

Group Mean SD SEM 

New to RTI 6.46 2.51 .33 
1 ï 2 years experience 7.88 1.91 .31 

3 or more years experience 8.29 1.60 .21 

TOTAL 7.49 2.22 .18 
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Descriptive Survey Data 

Chart 1.1 represents comparative means to the Perceived Effectiveness of the BCOL 

(perceived understanding) statements from the survey. Although all responses revealed 

high mean scores, the chart allows for comparison of these means. Survey statements for 

each of the perceptions are included on the horizontal axis. 

 

Chart 1.2 illustrates responses to perceived level of supports and interventions.  Again, 

although all responses garnered positive means, the chart allows for comparison of these 

means. 
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Qualitative Data  

Qualitative data were collected through interviews with senior administrative staff, 

consultants, and principals and some assistant/vice principals, when available.  Focus 

groups were conducted with classroom teachers, literacy and numeracy catalyst teachers, 

and resource teachers.  In addition, focus groups were conducted with parents and 

community members.  Some data were also provided in the surveys.  Data from all data 

sources were aggregated for this report. 

Participants were asked to respond to several questions designed to collect perceptions of 

the effectiveness of the BCOL program, including: 

¶ How effective is Guided Reading in improving teaching and learning? 

¶ How effective is the NLSD Numeracy initiative in improving teaching and learning? 

¶ What is the most valuable information that you have gotten from Guided Reading?  

¶ What is the most valuable information that you have gotten from the NLSD 

Numeracy initiative? 

¶ What would add to its value? 

¶ In what ways have the Guided Reading Program and the NLSD Numeracy Initiative 

been the most valuable for your work as an educator? 

 

The interview and focus group questions were semi-structured, allowing the participants 

to discuss those that resonated with them, while still serving the needs of the study.  

Several themes emerged as participants discussed their perceptions of the effectiveness of 

the BCOL program, which have been separated into Perceptions of Effectiveness of 

Guided Reading, and Perceptions of Effectiveness of NLSD Numeracy Guidelines.  The 

themes are included in Table 1.1. 

Perceptions of Effectiveness of the 

Guided Reading Program 

Perceptions of Effectiveness of the NLSD 

Numeracy Guidelines 

Identifying Student Learning Targets Guiding Instruction 

Providing Enhanced Resources Providing Enhanced Resources 

Catalyzing Differentiation Catalyzing Differentiation 

Catalyzing Collaboration Creating Consistency within the Division 

Catalyzing Cross-Curricular Reading 

Instruction 

Providing a Structure for Student Support 

Providing a Structure for Student Support  
  

Needing More Training Causing Teachers to Teach to the Test 

Using Guided Reading as Entire Program Causing a Stall at Tier 2 or Tier 3 

 Causing Frustration with Timelines 

Table 1.1.  Data Themes from Perceived Effectiveness of the BCOL Program 
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PERCEPTIONS OF EFFECTIVENESS OF GUIDED READING 

Identifying Student Learning Targets.  Common to most respondents was that the 

Guided Reading Program provided a starting point for determining appropriate 

instruction for each student or groups of students.  In addition to a starting point, because 

reading assessment is regular, targeted instruction is ongoing, which results in teachers 

continuously working toward targets.  Teachers reported that most students appear to be 

motivated by the assessment.  That is, not only do teachers use the assessment results for 

targeting instruction, but students also use their scores for goal setting.  This was noticed 

through observations of students knowing their reading levels and identifying their own 

reading targets (observations taken throughout the study at the schools).  One 

administrator mentioned, ñthe students like the guided reading levels é it is a concrete 

way for them to gauge their progress.ò  It was also noted that the initiative helps teachers 

deal with reading difficulties that may have been concealed before.  Greater awareness 

opens conversations among teachers and administrators, which are a start to addressing 

problems. 

 

Providing Enhanced Resources.  Teachers praised the abundance of Guided Reading 

materials that the division provides for every school.  Teachers recognized the Guided 

Reading materials as ñrelevant, appropriate, levelled resources which help provide 

instruction and guided practise for students at the just right level for each and every 

studentò.  Although some teachers, NLC, and administrators said that even more 

culturally relevant guided reading materials would be helpful, the resources allow 

teachers to immerse themselves in instruction without worrying about conducting a 

search prior to every lesson. Frequently mentioned was that even through Guided 

Reading instruction occurs routinely everyday, there are always enough books, which 

simplifies reading instruction.  ñThe resources available at our school have provided 

structure, continuity and accountabilityò.  In addition, teachers reported feeling a comfort 

in knowing that the books and strategies target studentsô zones of proximal development.  

ñThe assessment practise of reading records and comprehension assessment allow me to 

have a clear picture of what my students are or are not doing as good readers and guides 

my instruction as well as helps me ensure my students are receiving instruction and 

practice at an appropriate level for them.ò  In almost every school, guided reading 

resources were housed in separate book rooms.  These rooms were valued and used 

regularly, despite in different formats from school to school.  Tensions were reported in 

some schools where the rooms were policed by various staff, which created barriers 

between teachers and LNCs.  For the most part, however, the book rooms were used 

fluidly by teachers, LNCs, and at times some administrators, as key resource houses for 

teaching students how to read. 
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Catalyzing Differentiation.  The Guided Reading 

program, originally stemming from the work and success 

at one school, and then spreading throughout the division, 

was reported as helping teachers confidently provide 

appropriate differentiated instruction.  Teachers reported 

that the resources themselves provide them with ideas and 

ways to differentiate for multiple groups.  For some, the 

program helps them organize their classes and daily 

activities so that students are always receiving instruction 

appropriate to their reading levels.  Teachers also reported 

that using the strategies within the Guided Reading 

resources assists them in teaching students not only 

reading, but to practice how to work independently, to 

respect one another, and to practice problem-solving 

skills.  Noted was how helpful the program was for 

struggling students, in that it provides a curriculum-

aligned approach for all students to succeed.  Through the 

process of differentiation, teachers discussed an increase 

in their own ability to build studentsô skills through 

working one-on-one with students or groups of students in 

ñmore individualized, intensive waysò, which allows 

students a better opportunity to develop comprehension 

skills.  For some teachers, guided reading was interpreted 

as an opportunity to ñconduct meaningful formative assessmentò.  In addition, the 

scheduled block time ensures that individualized instruction happens almost every day. 

Teachers also reported that the Guided Reading Program helps them to become better 

teachers through developing strategies that have naturally become part of the teachersô 

repertoire.  As such, because of the longevity of the BCOL Initiative, teachers who have 

been at NLSD over several years have noticed an improvement in their own skills.  One 

teacher commented that ñbecause Guided Reading and the Math Initiative have been 

ongoing in the division for some years now, it has become easier for me to work with 

students who are at a frustrational level.ò  

 

Catalyzing Collaboration.  Recognized by teachers, administration, and more senior level 

staff was that both the Guided Reading and the NLSD Numeracy Guidelines have the 

potential to catalyze professional development within the school.  A teacher asserted that, 

ñthe collaborative way in which we analyze the results from these initiatives has been 

excellent for my professional development. It provides meaningful data for our staff to 

use, and I believe it helps us all become more reflective educators. I enjoy having a 

variety of levelled texts available for use in the classroom. Our LNC is a great resource, 

and our librarian is also very helpful when it comes to locating and/or selecting 

ñNow that I am working for 
Northern Lights, the information 
gained from guided reading 
gives me extra time to do both 
reading and math interventions 
for the students that need it.ò  

 

ñGuided Reading gives a place 
to start with the student and 
move up in reading. The 
Numeracy Initiative is a 
guideline to where I should be 
in teaching math at specific 
times in the year; however, is 
sometime restrictive when more 
time is needed.ò 

 

ñThe book rooms and guided 
reading process make reading 
instruction easy.ò  

 

ñThe Guided Reading program 
allows me to be able to know 
the approximate grade level my 
students are working on, so that 
I can adapt materials and 
strategies as needed in other 
subject areas.ò 
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appropriate textsò.  Also reported was that collaboration is critical across the division, 

especially because of the differences in studentsô readiness to learn and abilities.  

Through collaboration, teachers and LNCs are able to learn new strategies quickly, and 

are able to apply them ñon the flyò when working with students. 
 

Catalyzing Cross-Curricular Reading Instruction.  Teachers reporting seeing potential 

for using the Guided Reading strategies across the curriculum, which not only benefits 

students, but allows the teacher to be able to reinforce reading strategies and success on 

many occasions.  Although this practice was discussed in a couple of focus groups, it is 

just developing, and not yet wide-scale.  Teachers mentioned, however, that from time to 

time, they see or hear students use the reading strategies in other subject areas, further 

illustrating the potential and impact of the Guided Reading initiative.   
 

Needing More Training. There was a difference in the perceptions between School 

Division Consultants and Teachers when discussing training for Guided Reading.  

Although consultants felt as though they are training often, because of the number of 

first-year teachers in the division, this training is required on an ongoing basis.  Although 

LNCs are being trained in teaching using the Guided Reading approach, teachers reported 

needing more.  In addition, depending on the LNCôs experience, training, and comfort 

level with the program, sometimes training for teachers is limited.  A new teacher 

reported that ñGuided Reading is not something I was trained to teach in university. I 

need specific PD on how to teach reading. This should be coming from someone with 

more experience than the LNCsò.  An experienced teacher described that ñI find for new 

teachers here, there is no training in such things as how to do a running record or how to 

effectively run guided reading groups in the classroom. More training is necessary for all 

of us in both Guided Reading and balanced literacy.ò  In addition, because of the high 

turnover of new teachers throughout the division (perceived at the school and division 

office levels), teachers and administrators are calling for continuous training.  A school 

principal relayed the message that administrators who donôt have a mastery of the 

program are potentially a weak point for their students.  The administrator felt that ñall I 

can do is equip classrooms. I donôt equip teachersò.   

Although the Guided Reading initiative is highly valued throughout the division, there is 

also recognition that the diversity of students served throughout NLSD requires 

additional training and experiences.  Reported was that the program cannot just be used at 

face value but rather has to be integrated with other strategies that work, such as 

management and engagement strategies:  ñGuided Reading is a very structured and 

regular part of every instructional day. It takes, however, a more seasoned teacher to go 

outside of this program to assess and instruct on the needs of a diverse group of students.ò   

Throughout the data collection phase, it became quickly apparent that Guided Reading is 

conducted differently throughout almost every school, with varying success.  While 
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teacher autonomy is important, success appeared to be reported more often in those 

schools which blocked Guided Reading time.  The reasons for this was: time for Guided 

Reading would not be missed, it usually engaged more staff than just the teachers (and 

sometimes included administrators), it was treated as a priority, and it allowed for more 

discussions based on commonalities.  Some senior administration and school 

administration referred to the blocked approach as ñusing the program with fidelityò, 

noting that if Guided Reading is going to work, it must be executed in ways that are not 

piecemeal. In some schools, however, Guided Reading is being used as a predominant 

part of the English Language Arts (ELA) program rather than just a part of the Balanced 

Literacy Approach, whereas in other schools, the concept of Balanced Literacy is 

understood: ñGuided Reading is a practice that is the main focus in the school. Although 

it is a valuable program, in ELA, all areas need to be addressed - not just Guided 

Reading.ò  Another teacher confidently asserted, ñhaving the guided reading levels is a 

great starting point when creating a balanced literacy program. It should not be the 'be all 

and end all' of a Language Arts program but a component of a larger balanced program.ò  

 

PERCEPTIONS OF EFFECTIVENESS OF NLSD NUMERACY GUIDELINES 

The NLSD Numeracy Guidelines originated a few years ago in an effort to improve 

student learning outcomes in numeracy for all students. Guiding principles, including that 

all students can learn, that all students deserve to be taught curriculum, and that students 

ought not suffer as a result of transiency, among others, appear to underpin the 

Guidelines.  The design, based on curriculum, was intended to ensure that no students 

ñslipped through the cracksò. Combined with RtI, the Numeracy Guidelines are designed 

to target students who are behind so that they can catch up with their classmates and 

proceed through the curriculum.  

A number of benefits (including unintended benefits) were reported throughout this 

studyôs data collection process, as were a number of tensions (also including those 

unintended).   

Guiding Instruction.  Several participants explained that elements of the Numeracy 

Guidelines are helpful in guiding instruction.  Those teachers who are just developing 

their skills in math instruction reported that it is a useful guiding tool.  In addition, it is 

intended to be aligned to the curriculum, which increases teachersô confidence in using it: 

ñThe division-generated assessments have, for the most part, been in line with provincial 

curriculum expectations and the perceived 'key concepts' that I would be inclined to 

highlight in assessments that I generate.ò  

For those experienced in teaching math, the NLSD Numeracy Guidelines provide a 

guideline for what they should be teaching at different times in the year.  ñThe numeracy 
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initiative has helped teachers to keep on track and not spend months on one concept but 

to ensure that we are covering all objectives in the curriculum.ò Participants reported that 

the NLSD Numeracy Guidelines help to quickly identify those students who require 

additional supports, and that without the Guidelines, those students may be missed or 

identified much later.  In addition, depending on how the Guidelines are used, students 

can become aware of where they are, which can serves as a motivational tool for some.  

Overall, teachers reported that Guidelines help to eliminate gaps in learning.  Many 

teachers realized that the BCOL initiative has been a strong form of professional 

development, and this has had an effect on student learning: ñ- I believe that my 

development as an educator through the use of these programs has directly affected my 

students' achievement.ò 

Providing Enhanced Resources.  Participants described an appreciation for the resources 

that come with the NLSD Numeracy Guidelines.  Teachers use the resources to 

differentiate instruction, adapt instruction, or create individual programming for students. 

Especially noted were the rigorous timeline, textbooks, practice tests, and the literacy and 

numeracy catalyst teachers (LNC) support.  ñThe NLSD Numeracy Initiative has given 

me the resources (time, textbooks, practice tests, LNC support) to have a strong and 

content-rich math program.ò 

Catalyzing Differentiation.  Teachers reported that the NLSD assessments allow teachers 

to know which students understand individual concepts, and which students require 

further instruction.  This gives teachers the opportunity to intervene at the classroom 

level, or to arrange for further interventions (Tier 1 or Tier 2).  Common helpful 

interventions at the classroom level include providing individualized instruction, 

grouping students for small group instruction, or grouping students that understand a 

concept with ones that perhaps are struggling, creating a system where students help 

students. 

 

Creating Consistency within the Division.  Participants elaborated that the NLSD 

Numeracy Guidelines are extremely helpful for working with students who move from 

one school to another within the division.  Typically, students who are transient struggle 

and become out of sync from the rest of the class, or miss concepts as they move from 

school to school, but the division-wide guidelines prevent this from happening because 

every teacher is to be working at the same place in the curriculum at any given time of 

the year. ñThe division timetable for numeracy ensures that I cover all the areas and 

outcomes in math, and keeps me from getting stuck or bogged down for too long on one 

unit. It is also helpful in regards to ensuring that transient students who come and go 

throughout the year within NLSD schools are experiencing the whole math curriculum.ò 

Not only did teachers report that it helps with student transition, but it also was noted that 

if a teacher moved from school to school, Math would be the same. 
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The NLSD Numeracy Guidelines were perceived to be less effective, however, for three 

reported reasons.  These reasons are that the NLSD Numeracy Assessments appear to 

cause some teachers to teach to the test, they create a bulk of students who require Tier 2 

Interventions, and/or they result in teacher and student stress because of tight timelines.   

 

Causing Teachers to Teach to the Test.  Participants in the study reported that some 

teachers óteach to the testô.  This practice was described as a method of reducing the 

number of required Math objectives by teaching only what is on the NLSD Math 

Assessments rather than teaching all of the concepts in the curriculum.  This practice 

appears to take place when teachers feel that their students wonôt score well on the 

assessments if all curricular concepts are taught.  Teachers who admitted to this practice 

explained that they felt fearful in reporting that their students were not doing well, 

perceiving that administration would see this as a reflection of the teacherôs skills.  

Because a number of teachers at NLSD are first year teachers, this fear is exacerbated 

because these teachers fear dismissal.  A further complication to this phenomenon occurs 

when the LNC moves from the role of colleague and adopts the role of supervisor, 

demanding that the teacher submit Math assessment scores.  To avoid any perceived 

negative consequences, teachers teach to the test, enabling them to report accurate results 

on those concepts which are taught.  Despite teachers reporting that they suspected that 

some of their colleagues knowingly falsify data, no further data on falsification was 

uncovered.  

 

Causing a Stall at Tier 2 or Tier 3.  Some teachers 

shared that because many students require supports in 

Math, that there are at times too many students 

requiring Tier 2 interventions, and in schools where 

Tier 2 interventions are done by the LNC teacher, 

students do not receive the supports they need.  

Noteworthy is that there is variance among schools in 

terms of who conducts Tier 2 interventions.  In some 

schools, the teachers and LNCs share this 

responsibility; in others, the resource teacher also steps 

in.  In addition to this problem, teachers, LNCs and 

Resource Room teachers reported that in many cases, 

students who require Tier 3 interventions are often 

provided with Tier 3 intervention materials, but 

expected to work independently: ñNLSD numeracy 

initiative is a step in the right direction, however, it 

places most students in need of intensive, one on one 

interventions, (especially those who are not literate) in 

ñThe numeracy initiative has been 
invaluable not only in helping me 
as educator, but in encouraging 
students who struggle in math. It 
allows them to learn where they 
are and to see their own growth 
immediately. I find that this is not 
as true for Guided Reading.ò 

ñI like how the numeracy tests are 
standardized and that students 
who come from an NLSD school 
are typically on the same topics 
when they come to our school-I 
know what they've done, are doing, 
and where to go next.ò 

 ñThey provide a strong structure to 
ensure all students receive 
instruction at their level, that 
curriculum is delivered and 
students that need further supports 
have a system when these are 
ensured. This requires all staff to 
work together and learn from each 
other to deliver the best program 
for each child.ò 
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a place of independent work. Work at instructional level is not independent work...Our 

math program minimizes work with students that struggle the most.ò  This concept will 

be discussed further in the Response to Intervention section later in this report.  

 

Causing Frustration with Timelines.  Lastly, some participants admitted that the NLSD 

Guidelines are too rigorous for the pace at which their students learn, or that the 

assessments need a revision, both which cause stress and frustration for the teacher, and 

at times, the students.  Shared was that the pacing caused teachers to teach ñquantity and 

not qualityò, with students being unable to retain the concepts that they learned.  Teachers 

acknowledged that they donôt have enough time to teach the entire Math program because 

sometimes students need more time on specific topics, and that time is just not available.  

Teachers shared that they ñfind it frustrating at times, having to move on or test even 

though I know my students are not yet readyò.  It appears that by trying to conform to the 

rigor of the program, teachers find a need to give up a degree of professional autonomy 

(inferred as better judgement) in order to adhere to the division expectations.   Some 

reported that the NLSD Math Assessments have great potential, but that the assessments 

timeline requires revision:  ñI disagree somewhat with the allotted time for some unitsò, 

and ñThe Numeracy has been really good but we do not have enough time to teach it 

properly the way it should be taught. This is hard if you have different levels of students.ò  

Some teachers, as well as some members of senior administration, shared concerns that 

the Numeracy Guidelines ought to be revamped more frequently in order to reflect an 

outcomes-based curriculum.  In addition to the outcomes-based approach, teachers who 

realized that their autonomy has been somewhat eroded, indicated that they ñwould like 

more freedom in the order of the units and the timeline. I feel pressured to test before the 

students are ready, and there are some units that I want to spend more time on. I feel I 

should be trusted as a professional to make some of those instructional decisions.ò 

 

Some interviews with curriculum consultants and superintendents revealed that it is a 

misunderstanding that the BCOL Numeracy Guidelines take precedent over professional 

judgement, but rather that teachers ought to make decisions in their role as professionals.  

This message, however, did not appear to be interpreted in the same way at the school 

level.  In fact, in some schools, the LNC took on the role of reporter of data, and even 

though the LNC is a teacher and ought to be collegial in nature, in some schools, the LNC 

assumed a supervisory role.  For example, teachers reported that even though they knew 

their students werenôt ready to be tested, teachers conducted the assessments anyway 

because they didnôt want their name on the list that the LNC would send out, indicating 

who did not submit assessment scores.  At the same time, some LNCs made comments 

that it was difficult to work with teachers who didnôt submit data on time, and they felt 

their role was to be ñthe heavyò, feeling pressure to report all data either from their school 
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administration, or the consultants.  This interpretation of the requirement to report data 

eroded the collegial relationship required in professional, collegial environments.   

 

Parents and community membersô overall perceptions of the BCOL was positive.  

Comments shared included that they were grateful that NLSD provided direction in ELA 

and Math, two areas deserving of focus.  Parents were also grateful for the opportunity to 

share their perceptions through the focus group, noting that they felt valued that NLSD 

would want to hear their opinions about the work that they do at school.  Many members 

of the parent and community focus groups, in fact, made a specific request that their 

words of thanks be passed on to NLSD for arranging the focus groups and giving them a 

chance to share their opinions. 

Parents made several comments that the Guided Reading program was having a positive 

effect on their childrenôs learning.  Parents observed that children seemed to have more 

books to read in their bags, and for some children, they were heavily motivated to read 

them at home.  When asked to recall how they know about the reading program, parents 

mentioned that Guided Reading is talked about at school/community events, and that 

their children often report when they ñgo up a levelò.  In some schools, reading contests 

are held, and the prizes are books.  Parents described that the books have become a 

valued part of their libraries at home, both as a motivator and as a reward.   

Although they appreciated the focus on Math, parents did share frustration with the new 

approach (Math Makes Sense/Math Focus).  They said that the old math was more basic 

but the way the new math is designed makes it 

inaccessible to parents.  They reported being unable to 

help their children, and empathized with their children, 

sharing in their frustrations.  They conceded that the way 

that Math is now taught makes it ñhard to help the kids 

at home because the wording is confusing and hard to 

understandò.  One parent, struggling to help her child, 

asked, ñis this Math or is this Language?ò 

Despite the challenges inherent in the initiative, common 

to the vast majority of surveys, interviews, and focus 

groups was that, despite some revision being required, 

the NLSD Numeracy Guidelines Initiative was a strong 

asset for NLSD in that it helps teachers and students focus on learning goals.  ñNLSD 

numeracy initiative is a step in the right directionéThe math initiative is the most 

hopeful news we've had on the math front. It should not be discarded, but it does need to 

have its weaknesses addressed.ò 

ñAs a teacher that only teaches 
Learning Support Plans, I have 
watched my students feel success 
in math for the first time in their 
lives. I believe that the Numeracy 
program is necessary in order to 
prevent 'gaps' in learning before 
they reach the high school level.ò 

 

ñNo one is excluded, everyone is 
working on the same materials 
and concepts, but at their own 
level. This allows for whole class 
instruction and the use of a 
variety of similar manipulatives.ò 
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Section 1 Summary.  The BCOL was perceived as highly effective through the Guided 

Reading initiative, followed by math, and lastly by Response to Intervention (RtI) 

effectiveness. Elementary schools reported higher effectiveness than high schools in both 

reading and math.  More experienced teachers reported higher effectiveness in reading, 

math, and RtI, as well as overall.  The more frequent the PLC, the more effective the 

initiatives, and Professional Learning. 

Participantsô perceptions of the Guided Reading and NLSD Numeracy initiatives were 

positive overall.  They helped educators identify student learning targets, guided 

instruction, provided enhanced resources, catalyzed differentiation, created consistency 

within the division, and provided a structure for student support.  Weaknesses in the 

system are that some teachers need more training in Guided Reading, and use Guided 

Reading as a basis to English Language Arts (ELA), and that the Numeracy Guidelines 

cause teachers to teach to the test because of strict timelines.  There is also a bottleneck of 

students referred for Tier 2 or Tier 3 interventions. 
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2.  WHAT  IS THE PERCEIVED IMPACT ON STUDENT 

ACHIEVEMENT? 

Quantitative Data  

Three variables were created that reflected perceived impact on achievement:  

Reading impact on achievement was generated by averaging three questions:  

20. I know that literacy has improved my school as a result of Guided Reading;  

21. Literacy has improved in my school as a result of the leveled texts and book rooms; 

and 

24. All studentsô literacy levels are assessed through Guided Reading.  

 

Math impact on achievement was calculated by averaging two questions:  

22. Numeracy has improved as a result of the use of Math Makes Sense/Math Focus; and 

23. Numeracy has improved as a result of the use of NLSD Guidelines and timeline. 

 

General impact on achievement used a single question:  

29. Differentiation through planned interventions has helped my students achieve.  

 

Reading impact on achievement was rated significantly more positively than math impact 

on achievement, p < .001.  General impact on achievement was also rated more positively 

than math impact on achievement, p < .001.  No significant difference was found between 

general and reading impact on achievement, p = .763. Reading impact on achievement 

was positively correlated with Math impact on achievement, r (111) = .65, p < .001, and 

more strongly correlated with General impact on achievement, r (112) = .76, p < .001.  

Math impact on achievement was also positively correlated with General impact on 

achievement, r (123) = .66, p < .001. 

Variable Mean Standard  

Deviation 

Standard 

Error  

Range 

Reading Impact on Achievement 7.02 2.01 .19 1 ï 10 

Math Impact on Achievement 6.00 2.53 .22 0 ï 10 

General Impact on Achievement 7.08 2.19 .19 0 ï 10 
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Type of School 
No main effects were found between any of the achievements and type of school. 

Years of Experience 
No main effects were found between any of the achievements and years of experience. 

Frequency of PLCs 
Reading.  No main effect of reading impact achievement, F (3, 115) = 1.97, p = .123. 

Grand mean = 7.02, SD = 2.01, SEM = .19, range = 1 ï 10. 

Math. A significant main effect of math impact achievement was found, F (3, 134) = 

3.52, p = .017.  The difference between those engaged in PLCs more than once a month 

and those engaged in PLCs once every two months was marginally significant, p = .060, 

as was the difference between those engaged in PLCs more than once a month and those 

engaged in PLCs less than once every three months, p = .082.  All other comparisons 

were non-significant.  The main effect of PLC frequency was significant, however the 

paired comparisons were only marginally significant. An examination of the means 

among groups with marginally significant differences indicates that engaging in PLCs 

more than once a month provides benefit to math achievement and that engaging in PLCs 

once every two months or less frequently results in the poorest math achievement.  More 

frequent PLCs seem to benefit math achievement. 

Group Mean SD SEM Range 

More than once a month 7.23 2.24 .62 1 ï 10 

Once a month 6.34 2.57 .29 0 ï 10 

Once every two months 5.12 2.40 .47 1 ï 10 

Less than once every three 

months 

5.13 2.24 .50 1 ï 10 

TOTAL 6.01 2.53 .22 0 ï 10 

 

General.  A significant main effect of general impact achievement, F (3, 135) = 3.46, p = 

.018. Participants who engaged in PLCs more than once a month reported significantly 

better general achievement than those who engage in PLCs less than once every three 

months, p = .019.   Participants who engaged in PLCs once a month also reported 

significantly better general achievement than those who engaged in PLCs less than once 

every three months, p = .037.  Results suggest that engaging in PLCs at least once a 

month significantly improves overall/general achievement. 
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Group Mean SD SEM Range 

More than once a month 8.00 1.82 .51 4 ï 10 

Once a month 7.21 2.02 .23 1 ï 10 

Once every two months 7.21 2.25 .46 2 ï 10 

Less than once every three months 5.74 2.58 .59 0 ï 10 

TOTAL 7.08 2.19 .19 0 ï 10 

 

Experience with PLCs 
No main effects were found between any of the achievements and experience with PLCs. 

Experience with RTI 
Reading.  A significant main effect of reading impact achievement was found, F (2, 115) 

= 3.39, p = .037.  The difference in reading impact achievement was marginally 

significant between those who were new to RtI and those who had 1 ï 2 years of 

experience with RtI, p = .06. No significant differences between those who were new to 

RtI and those with 3 or more years experience with RtI, p = .078.  No significant 

differences were found between those with 1 ï 2 years experience and those with 3 years 

or more experience with RtI, p = .917.  

Group Mean SD SEM 

New to RTI 6.35 2.03 .33 

1 ï 2 Years Experience 7.47 1.66 .31 

3 or more years experience 7.28 2.09 .30 

TOTAL 7.01 2.01 .19 

 

Math.  No main effect of math impact achievement, F (2, 134) = 2.10, p = .127. Grand 

mean = 6.00, SD = 2.53, SEM = .22. 

General.  A significant main effect of general impact achievement, F (2, 135) = 3.44, p = 

.035.  Participants who were new to RTI reported poorer general impact achievement 

than those with 1 ï 2 years of experience, p = .035, but not than those had 3 years or 

more experience, p = .173.  No significant differences were found between those with 1 ï 

2 years experience with RTI and those with 3 or more years experience, p = .672.  

Group Mean SD SEM 

New to RTI 6.49 2.32 .33 

1 ï 2 Years Experience 7.67 1.74 .29 

3 or more years experience 7.27 2.23 .32 

TOTAL 7.08 2.19 .19 
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Descriptive Survey Data  

Chart 2.1 reveals responses to perceived level of improvements.  Slight differences allow 

for comparison of perceived improvements. 

 

 

Chart 2.2 reveals responses to perceived assessment and intervention practices. 

Differences allow for comparison of perceived assessment and intervention practices. 
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Chart 2.3 reveals responses to perceived interventions and improvement. Differences 

allow for comparison of perceptions. 

 

 

Qualitative Data  

Participants were asked to respond to questions designed to collect perceptions of the 

impact of the BCOL initiative on student achievement.  These semi-structured questions 

included: 

¶ What impact has guided reading instruction and assessment had on student 

achievement? Describe. 

¶ What impact have Math Makes Sense/Math Focus or the common numeracy 

assessments had on student achievement? Describe. 

¶ What features of Guided Reading have the greatest effect on student achievement? 

¶ What features of the NLSD Numeracy Initiative have the greatest effect on student 

achievement? 

¶ What, in your opinion, is the impact of the Guided Reading and the NLSD Numeracy 

Initiative on student achievement? 

 

The interview and focus group questions were again, semi-structured, allowing the 

participants to discuss those that resonated with them, while still serving the needs of the 

study.  The themes that emerged as participants discussed their perceptions of the BCOL 

program on student achievement are included in Table 2.1.  All themes were common to 
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both Guided Reading and the NLSD Numeracy Initiatives, therefore data will be 

presented under the same headings. 

Perceptions of Impact of the Guided Reading Program and the NLSD Numeracy 

Initiative on Student Achievement 

Revealing Student Improvement 

Working Well One-on-One 

Encouraging for Students 

Increasing Student Engagement 
 

Requiring More Hands on Deck 

Causing Frustration among Learners 

Requiring Fidelity 

Table 2.1.  Themes: Perceptions of Impact on Student Achievement 

Throughout this study, there was overwhelming support for both the Guided Reading and 

the NLSD Numeracy Initiatives because of their perceived effect on student achievement.  

Although participants (teachers, administrators, consultants, superintendents, senior staff, 

and parents) identified areas requiring improvement, overall support was positive.  As 

noted in the quantitative data presented above, participants responded more positively 

about the Guided Reading initiative than the Numeracy initiative, however, both received 

positive scores.  This is perhaps because the Guided Reading program is somewhat more 

universal, has been around a little longer, and is more familiar to teachers: ñNumeracy 

achievement is slower but had a later start than the reading programò.  Support for the 

programs did not vary according to type of school, or teachersô years of experience, 

however, as will be discussed later, the more frequent 

the PLCs met, the more teachers responded positively to 

the impact of the Numeracy initiative. Data from each 

theme will now be discussed. 

Revealing Student Improvement.  Teachers responded 

that Guided Reading has helped students improve in 

their reading.  Although slow for some (óbaby stepsô was 

mentioned), the overall result in improved reading is 

having an effect on student learning across the 

curriculum.  Teachers noticed that for every year that the 

initiative is used, there is improvement in student 

learning: ñWe have seen a significant improvement in 

the reading and comprehension levels at our school. As 

we continue with the BCOL initiative we see more 

improvement each yearò.  Participants mentioned that 

different components of learning to read effected a 

ñOver the past few years I have 

seen an increased ability in 

students reading ability. 

Comprehension is now starting 

to progress.ò 

ñGuided Reading (when done 

properly) is helping our students 

become better readers and 

comprehending what they are 

reading.ò 

ñI think that these programs 

have had a tremendous effect 

on students reading and math 

ability. Previously, students 

could read fluently but struggled 

with comprehension. Students 

are much better with 

comprehension now.ò 
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positive change more quickly than others.  Fluency, for example, is easier for the students 

than is comprehension.  Encouraging for teachers is that comprehension is slowly starting 

to improve. 

There were variations in approaches to teaching reading throughout the division.  Most of 

these variations were found in the ways in which the school or classroom reading 

initiatives and routines were structured.  Some schools chose to block Guided Reading 

time so that everyone read together at the same time.  Benefits of this approach were that 

it was sometimes easier to concentrate resources and get everyone engaged.  In addition, 

reading was rarely missed. Other schools chose to leave it up to individual teachers.  

Although teachers indicated that they enjoyed this autonomy, guided reading progress 

was perceived to be slower. 

There were also variations in how well teachers and LNCs engaged in interventions.  

Some teachers spoke about Tier 1 interventions in the classroom, noting that Guided 

Reading was a form of Tier 1 intervention: ñGuided Reading improves literacy skills as 

students are able to read books that are at their level and work with peers to complete 

comprehension activities. This, in part, assists student achievementò.  Many teachers 

understood that Guided Reading is just one part of a Balanced Literacy program, and 

cautioned against overusing the approach.  Teachers admitted that too much Guided 

Reading means there is less focus on the other strands of the curriculum, such as writing.  

Nonetheless, teachers confirmed that there has been success in the classroom and 

attributed the success partly to the Guided Reading program, but also to increased skills 

in differentiation. 

Others commented that despite the successes, it is important to continue to increase 

supports for differentiation, because differentiation is difficult to achieve in extremely 

diverse classrooms: ñSince I began working with NLSD (n years ago), in my school I 

have seen literacy and numeracy levels greatly improve. We are still far below where 

we'd like to be, but there has been obvious and continued improvement. With that said, 

classroom teachersô expectations for differentiation and planning have increased, so it has 

been difficult for us as well. Smaller class sizes and larger staffing allotments are needed 

to provide our students with the direct support they require.ò   

Teachers, LNCs, and some resource room teachers commented that although both reading 

and math have improved, they perceived that there have been greater improvements in 

reading than in Math. Guided Reading and reading instruction have stood the test of time, 

but the new approach to a perceived ólanguage-dependentô Math is challenging for 

students. There also appears to be a different philosophy used for Reading (it is 

acceptable that students read at their own level) than Math (all concepts must be taught).  

This isnôt inherently problematic, but may account for some of the reported challenges.  

Teachers said, ñReading achievement has improved. Math achievement has improved, 
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but not as much as readingò.  Discovered was that expectations with the Numeracy 

Guidelines are resulting in teachers feeling inclined to teach all the material, but are 

unable to ensure that all concepts are learned.  One participant explained, ñI believe that 

the numeracy initiative is a good idea with a great potential, however, I do not feel it is 

truly effective the way it is working (or not working) now. I do like the timeline, as I feel 

it is important and does help to keep me on track to ensure that we get to all units, 

although I do not agree with all of the time allotments for each unit. I sometimes feel as 

though I am doing my students a disservice by having to give tests for concepts I know 

they are not ready to be tested on, just to get the test completed by a due date.ò  This 

concept was frequently shared.  Teachers felt forced to adhere to a perceived strict 

timeline, and abandon their professional discretion and take more time for difficult 

concepts.  ñWe have to push through to meet the test timelines. Itôs hard to go back and 

cover it later when the next timeline comes up so fastò. Teachers articulated that the 

Numeracy Guidelines trump their professional judgement, so they deliver the assessments 

on time even though students are struggling with concepts. 

Lastly, teachers explained a belief that local context and level of community engagement 

play a factor in student readiness to learn, often quoting that students in some 

communities are different learners than in other communities, which affects their ability 

to learn.   

 

Parents and community members reported an appreciation for the efforts that teachers at 

NLSD were making to ensure that students are learning.  Although they realized that not 

all news was good news, parents shared that knowing that the school was working on 

helping their child was more important: ñAt the end of the year it makes you more 

confident that theyôre at their right levelò.  Some parents said that they liked helping their 

child with reading, especially knowing which level they needed to get to.  Parents 

communicated that it is time that the schools make sure 

that students know everything they need to know before 

they finish school.  Bothersome was the practice of ñno 

matter how smart or not smart you are, you graduateò, 

because it offers students a false sense of accomplishment.   

 

Working Well One-on-One.  Teachers and LNCs echoed 

that the one-on-one or small group time with students was 

one of the reasons that both Guided Reading and the 

Numeracy Initiatives resulted in success.  They reported, 

ñsmall group reading support is key in improving 

literacyò.  Also appreciated was that the Guided Reading 

program is comprehensive, with a collection of strategies 

that can be used with individual students, in areas in 

ñThe Guided Reading program 

and the NLSD Numeracy Initiative 

is crucial to student achievement 

because it allows for 

individualized, small group and 

whole group instruction.ò 

ñGuided Reading is a 

comprehensive program that 

allows the teacher one-on-one 

interaction and small group 

interaction with students where 

they need it the most, reading and 

literacy. GR has had a positive 

influence on our students reading 

levels.ò 

ñThe impact is great. It is probably 

the best way to go.ò 
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which students need the most help.  Teachers recognized the success of Vygotzkyôs 

constructivism of working with students at their instructional levels.   Because the 

initiative has been in the division for a few years now, the improvements are noticed both 

at the elementary and high school levels. 
 

Encouraging for Students.  Participants appeared relieved to report that students were 

encouraged by both the Guided Reading and the Numeracy Initiatives.  Again, because 

the programs target studentsô instructional levels, students are able to practice without 

getting frustrated.  Because the programs are levelled, students use the levels to set goals, 

and they take pride in achieving those goals.  Because goal attainment is celebrated, 

students feel valued and competent, and ñstudents become recognizedébefore they fall 

through the cracks and are just pushed alongò, and helps them to become stronger, 

confident students.  One participant mentioned, ñI think it kept some students in school 

that would normally drop outò.  Consistent, intensive instructional-level intervention was 

reported as a key to impacting student learning.  

 

Although teachers reported that the initiatives are 

encouraging for students, there is variance in how each 

initiative is delivered at each school.  In one school, the 

practice of allowing students reading the top of their 

grade level to read beyond their grade level is 

discouraged by the LNCs.  As a result, high achievers 

are unable to move ahead once they reach the top of 

their grade level.  The teachers acknowledged that high 

achievers ñreceive less instruction as the focus tends to 

be on students who are having difficulty. It would 

benefit these students much more to move ahead at the 

appropriate level read with others at that level.ò   
 

Increasing Student Engagement.  Another way in which Guided Reading was 

specifically recognized as impacting student learning is through increased student 

engagement.  Teachers specified that the materials themselves and the strategies that 

teachers use keep students interested in the material.  The students were reported to enjoy 

working with other students, to be more responsible for their own growth, and to be more 

participative in their education.  ñStudents care about their achievement as they 

endeavour to move up levels.ò  Teachers and LNCs noticed that Guided Reading is 

especially helpful and motivating for those students who want to learn.  Because of the 

levels in both initiatives, ñstudents have become more interested in reading and math. 

Students want to go up in reading levels as fast as possible. Students put forth more effort 

as they know they are being levelled and tested constantlyò.   

 

ñGuided reading is the most 
intensive reading practice the 
students have. It's at their level 
and thus encourages them to 
continue with their reading.ò 
 
ñI have seen students feel 
success and pride in themselves 
when they achieve a certain 
level. It is a chance to 
differentiate and meet the 
students at where they are at, so 
they feel like they are able to do 
the work. This enhances their 
willingness to work.ò 
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Requiring More Hands on Deck.  Along with 

reporting success from the initiatives, all groups of 

participants (teachers, LNCs, resource teachers, 

consultants, and senior administration) reported 

that the initiatives require engaged people in the 

school to do the work.  When school schedules are 

structured to allow for more hands on deck, the 

initiatives appear to work well.  Because of 

variances in how schools run the programs, there 

are variances in perceptions of success.   

 

Teachers reported a lack of time and appropriate 

supports, explaining that the program would work 

if there was more time or more help. ñI find it near impossible to do unless it is on my 

prep time, and then I am spending hours after school, in the evenings, at home, and on the 

weekends to prep instead. The support for the students on the individualized programs is 

severely lacking. Due to all these reasons, student achievement is not as high as it could 

be.ò  Teachers reported that although some students can work independently, others 

struggle, so without more help in the classroom, when teachers are working in small 

groups, those without direct instruction are likely not learning much.  ñGuided Reading is 

a good program but requires a lot of extra trained workers in the school. The school that I 

am at is struggling to find extra hands.ò  Respondents reported that they could focus more 

on both areas if more help was available. 

 

Causing Frustration among Learners.  Although both the Guided Reading and the 

Numeracy initiatives serve as motivators for some students, participants reported that the 

initiatives could also serve as de-motivators for other students, especially those who 

struggle.  In some schools, students clearly know their reading levels, so they know who 

in the class is ahead, and who is behind the others.  Teachers admitted that students 

sometimes feel stupid if they are unable to complete an assessment, if they are pulled out, 

or if they are recognized as behind others, or as needing supports.  ñI think the programs 

are great if the child is able to score adequate marks and make regular progress. For the 

majority, the programs have a positive impact. However, if one child is having trouble 

making progress thenéthey may become so discouraged that their self-esteem may be 

damaged.ò  As a result, teachers believed that some students just donôt buy-in to the 

program, acting as though they donôt care, possibly in an attempt to protect themselves 

from feeling incompetent in a system where goal-setting and attainment are praised.   

 

Requiring Fidelity.  Teachers, LNCs, and administrators made several references to the 

fact that the impact that Guided Reading and the Numeracy initiatives have on student 

ñStudents get frustrated and feel 

stupid if they do not know how to do 

the test even if - in class - they can 

do the work without any problem.ò 

ñThe guided reading program when 

done with fidelity works and has 

improved students reading.ò 

ñIt is difficult to get students to buy 

into these programs. I think the 

teachers do a lot to get the students 

excited and prepared, but the 

students need to meet half way.ò 
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learning is directly related to the consistency with which the initiatives are implemented.  

There were a variety of reasons presented as to what derails consistency, which can be 

inferred from the direct quotes as follows: 

 

ñIf used consistently and taught with fidelity it will have a greater impact. 

There needs to be more involvement from administration to ensure this is 

being done.ò 

ñIt works if the LNCs do their job and help ALL their students in ALL 

classrooms. Not just the ones they want to work in. There is no accountability 

to know if they are reaching all the students.ò 

ñGuided Reading-positively impacts students whose teachers are utilizing the 

program properly.ò 

ñThese initiatives only work if the teachers implementing the initiatives are 

honest in their delivery and implementation of the programs.  Teachers have 

to be educationally accountable.ò 

 

Although the BCOL initiative implementation allows for local autonomy at the school 

level, and participants echoed that they wished they had more leeway in implementing 

the initiatives (especially the Numeracy Guidelines), participants shared words such as 

implemented properly, used consistently, used with fidelity, and others, indicating that 

they perceived a one-best-way to implement the work.   

 

Section 2 Summary.  Reading was perceived to have a significantly higher impact than 

Math on student achievement.  Educators engaged in PLCs once a month or more were 

perceived as having a higher impact on achievement than those who met less often.  

Educators new to RtI perceived a lower impact on achievement than those with more 

experience.   

The Guided Reading Program and the NLSD Numeracy Guidelines were perceived to 

positively impact student achievement through revealing improvements in performance, 

creating opportunities for one-on-one instruction, encouraging and motivating students to 

learn, and increasing student engagement.  Challenges were found in finding more human 

resources for the program, in ensuring that learners do not become frustrated with the 

program, and ensuring that it is carried through with fidelity. 
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3.  WHAT  IS THE IMPACT OF SUPERVISORY AND ADMIN  

PRACTICES ON BCOL SUCCESS? 

Quantitative Data  

Five different measures of the impact of supervisory and admin practices on BCOL 

success were calculated.  Division support was calculated by averaging the scores across 

these six questions: 

32. I receive sufficient division support for the guided reading;  

33. I receive sufficient division support for the math program and assessment;  

44. Division personnel are integrally valuable in the development of PLCs in our school;  

45. Division personnel are integrally valuable in the development of guided reading in 

our school; and 

46. Division personnel are integrally valuable in the improvement of math instruction in 

our school). 

 

Assessment data were calculated by averaging the following two questions:  

35. The assessments available in the Math Makes Sense/Math Focus resource as well as 

the NLSD common assessments are sufficient for the instruction of numeracy in my 

classroom; and 

37. I received sufficient support in understanding how to enter assessment data and track 

student progress on the divisionôs database). 

 

Math support was calculated by averaging the following two questions:  

36. We need more resources for adequate instruction of numeracy in my classroom; and 

38. I received sufficient support to implement math Learning Support Plans). 

 

Administrative support was calculated by averaging the following three questions:  

39. Our school administration is integrally valuable in the development of PLCs in our 

school;  

40. Our school administration is integrally valuable in the development of guided reading 

in our school; and 

41. Our school administration is integrally valuable in the improvement of math 

instruction in our school). 

 

LNC support was calculated by averaging the following two questions:  

42. The role of the LNC teacher is integrally valuable in supporting reading interventions 

planned in the PLC for my students; and 

43. The role of the LNC teacher is integrally valuable in supporting numeracy 

interventions planned in the PLC for my students). 
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Division support was rated as significantly poorer than all other types of support (pôs Ò 

.001).  Math support was rates significantly poorer than Assessment data support (p < 

.001).  Administrative support was rated significantly more poorly than assessment data 

support (p < .001). LNC support was rated significantly more positively than all other 

supports (p < .001).  Math support was rated significantly more poorly than 

Administrative support (p < .001).  

 

Variable Mean Standard  

Deviation 

Standard 

Error  

Range 

Division Support 5.91 2.37 .22 0 ï 10 

Assessment Data Support 6.75 2.01 .19 1 ï 10 

Math Support 6.12 2.09 .20 0 ï 10 

Admin Support 6.54 2.95 .25 0 ï 10 

LN Coach Support 7.49 2.62 .23 0 ï 10 

 

All variables were significantly positively correlated, pôs Ò .001.  

 

 Division 

Support 

Assessment 

Data Support 

Math Support Admin 

Support 

Assessment 

Data Support 

r (99) = .51**     

Math 

Support 

r (93) = .55**  r (102) = .38**    

Admin 

Support 

r (112) = .66**  r (108) = .49**  r (103) = .44**   

LN Coach 

Support 

r (108) = .56**  r (108) = .31*  r (102) = .37**  r (125) = .32**  

*p =.001, **p < .001 

 

Type of School 
No main effects were found between admin practices and type of school. 

 

Years of Experience 
No main effects were found between admin practices and years of experience. 

 

Frequency of PLCs 
Division support.  No main effect of division support, F (3, 112) = 2.17, p = .095. Grand 

mean = 5.91, SD = 2.37, SEM = .22, range = 0 ï 10.  
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Assessment data.  No main effect of assessment data, F (3, 109) = 2.51, p = .063. Grand 

mean = 6.75, SD = 2.00, SEM = .19, range = 1 ï 10.  

Math support.  No main effect of math support, F (3, 104) < 1, p = .674.  Grand mean = 

6.11, SD = 2.09, SEM = .20, range = 0 ï 10. 

 

Admin support.  A main effect of admin support was found, F (3, 137) = 6.44, p < .001. 

Participants who engage in PLCs more than once a month reported significantly better 

admin support than participants who engage in PLCs less than once every three months, p 

= .006. Participants who engaged in PLCs once a month reported significantly better 

admin support than those who engaged in PLCs less than once every three months, p < 

.001.  Participants who engaged in PLCs every two months reported significantly better 

admin support than those who engaged in PLCs less than every three months, p = .037. 

All other comparisons were non-significant. 

 

Group Mean SD SEM 

More than once a month 7.64 2.58 .78 

Once a month 7.04 2.90 .32 

Every 2 months 6.37 2.13 .41 

Less than every 3 

months 

4.13 3.20 .71 

TOTAL 6.54 2.95 .25 

Range = 0 ï 10. 

 

LNC support.  A main effect of LNC support, F (3, 13) = 3.62, p = .015.  Participants 

who engaged in PLCs more than once a month reported significantly better LNC support 

than participants engaged in PLCs less than once every three months, p = .034.  

Participants who engaged in PLCs once a month reported significantly better admin 

support than those who engaged in PLCs less than once every three months, p = .027.  All 

other comparisons were non-significant. 

 

Group Mean SD SEM 

More than once a month 8.50 1.50 .42 

Once a month 7.82 2.45 .28 

Every 2 months 7.00 2.90 .63 

Less than every 3 

months 

5.97 3.03 .69 

TOTAL 7.49 2.62 .23 

Range = 0 ï 10. 

 
No other main effects were found between admin practices and experience with PLCs. 
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Descriptive Survey Data  

Chart 3.1 reveals responses to perceived level of supports and success.  Differences of 

means in perceptions among statements allows for comparison. 

 

Chart 3.2 reveals responses to perceptions of administrative supports.  Differences of 

means in perceptions among statements allows for comparison. 
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Chart 3.1: Supports and Initiative Success 
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Chart 3.2: Perceptions of Administrative Supports 
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Qualitative Data  

Similar to all other questions, qualitative data were collected through interviews with 

senior administrative staff, consultants, and principals and some assistant/vice principals, 

when available.  Focus groups were conducted with classroom teachers, literacy and 

numeracy catalyst teachers, and resource teachers.  In addition, focus groups were 

conducted with parents and community members.  Some data were also provided in the 

surveys, and aggregated into the results below to protect the anonymity of the 

participants. 

Participants were asked to respond to several questions designed to collect perceptions of 

supervisory and administrative practices on BCOL, a sample of which are included 

below: 

¶ What level of support have you received / do you provide for the implementation 

Guided Reading? 

¶ What level of support have you received / do you provide for the implementation of 

the NLSD Numeracy initiative, including Learning Support Plans? 

¶ How have you designed the PLC structure(s) in your school? Describe the schedule. 

¶ How are the minutes completed? Adhered to?  

¶ How do you maintain the master schedule of Interventions? 

¶ What supports and monitoring do you consider essential in the implementation and 

maintenance of balanced literacy, including Guided Reading and curriculum-based 

math instruction? 

¶ What supports and monitoring do you consider essential in using leveled books and 

Math Makes Sense / Math Focus? 

¶ How have you increased your assessment knowledge/expertise? 

¶ What supports are essential in the function and purpose of PLCs? 

¶ What supervisory or administrative practices best help you in the implementation of 

Guided Reading or Numeracy Instruction? 

 

The themes derived from the semi-structured interview, focus group, and survey 

questions have derived the themes, included in Table 3.1.   

 

Supervisory and Administrative Practices that Best Help in the Implementation of 

Guided Reading or Numeracy Instruction 

Administrative Involvement 

Training and Support for Each Initiative 

Strong Communication and Affirmation 

Consistency 

LNC Involvement 

Table 3.1.  Data Themes from Supervisory and Admin Practices  
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Administrative Involvement.  Most frequently mentioned throughout the study was the 

need for administrative involvement in the implementation of the BCOL initiative.  

Administrative practices that were hailed as effective were found to be through both 

direct instruction, as well as through indirect supports.  Direct instruction included 

administrators modeling guided reading and math instruction.  Having skilled modelers 

was perceived as a form of priority setting, which influenced all staff in the school.  

Administrators who made themselves available to teachers, who avoided judgement, and 

who listened to concerns and helped teachers work through implementation problems 

were noted as key to the success of BCOL.  Other positive administrative supports 

included encouraging time for team planning and team teaching, providing continuous 

communication of expectations, procedures, and 

deadlines, participating in regular, short meetings, 

provision of resources, providing time for PLC meetings, 

providing positive reinforcement, and overall supervision 

of the program.  In addition, other helpful roles included 

examining assessment data and assisting in its analysis, 

attending workshops with teachers, ordering materials, 

discussing student progress with teachers, and simply 

maintaining honest interest and providing authentic 

guidance to teachers.   

In some schools, administrators made themselves 

available for guided reading sessions so that they could 

work with students, both at Tier 1 and Tier 2, lessening 

the load on teachers.  A few administrators participated in instruction, and others engaged 

in the practice of observing teachers and providing constructive feedback on teacher 

performance.  The correlation seemed to be quite simple: If administrators understood the 

initiative and were involved, the initiative was perceived to be well supported. ñOur 

principal pulls the guided reading levels throughout the year from teachers and as an 

LNC teacher, we sit down together and go over the files, to figure out where students are 

and what teachers can work on in their classrooms. Our principal also helps to create my 

LNC intervention schedule!ò 

 

As much as administrative involvement was appreciated, participants were also very clear 

about needing more administrative help when it was perceived to be absent.  Some 

teachers and LNCs reported that administration was neither involved in planning nor 

implementation, and that this was problematic for the staff.  School teams wanted 

administration to be active and involved.  Teachers reported feeling overwhelmed when 

administration ñoffers little or no support related to guided reading or numeracy 

instructionò.  Those same teachers mentioned that if administration were more involved, 

perhaps there would be more consistency in scheduling, and the initiative would be 

ñOur administration models 

guided reading and math 

intervention.ò 

ñThe administration sets aside 

time for each student to have 

Guided Reading each week as 

well as Numeracy instruction 

and Math remediation.ò 

 

ñHonest interest and guidance 

from administration makes 

these programs more valued 

and successful.ò 
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prioritized by all staff in the school. Lack of administrative involvement in some schools 

included no involvement in terms of programming or participation, a key essential for the 

success of the program. 

Interviews with administrators revealed that there was great variance in their involvement 

with BCOL.  Most administrators who maintained a teaching role in the school reported 

being involved in both Guided Reading and the Numeracy Initiative.  The coherency of 

BCOL at the school level was also reported to be stronger, 

largely due to the fact that the administration understood the 

work involved, and the potential of the program.  In larger 

schools, especially those in which administration did not 

have much of a teaching role, or did not teach at the grade 

levels in which BCOL is largely implemented, there 

appeared to be gaps in BCOL coherency.  That is, 

administrators were aware of specifics of the initiative, but 

the responsibility to lead the work and to collect and review 

data fell on the shoulders of the LNCs.  As a result, some 

teachers perceived that their administration was not 

committed to the initiatives.  As mentioned above, 

problematic was when the LNCs were placed in charge of areas that were perceived to 

require administrative support, and the cost was heavy: ñThe LNCs are the ones 

organizing and running the PLCs. They are the ones doing the pullout interventions for 

students. It is rare to have administration sit in on any PLCs. Unfortunately the PLCs are 

not effective, since other staff are not coming prepared with necessary material, such as 

completed data and/or classroom intervention plans. The time for the PLC does not 

always coincide with the monthly staff meetings. Then there are times when the staff 

meetings require more time and PLCs do not occur. Administration is still confused about 

what a PLC is and how it should operate.ò 

 

Training and Support for Each Initiative.  Teachers responded that although BCOL 

has been in place for a number of years, teachers still required support in several areas.  

Most frequently mentioned was specific support for the NLSD Numeracy Initiative.  

Teachers (and some LNCs) expressed confusion regarding what a Learning Support Plan 

(LSP) should look like, and how it should be delivered to students.  Aggravating this 

confusion was the current, somewhat common practice of providing LSPs for students, 

but expecting students to work on them independently, when the student actually needed 

further assistance and intervention.  Teachers reported working with multiple students 

with LSPs and being overwhelmed by the demand that this created.  ñIt is hard to plan for 

20 children who all need remediation on the same test in different areas.ò  These teachers 

reported feeling inept in their ability to deliver Tier 1, Tier 2, and Tier 3 interventions for 

many students in one classroom.   

ñGood solid scheduling would be 

beneficial. It would also be nice 

if admin would inspect guided 

reading files. It would also be 

nice if admin would help analyze 

data in both areas.ò 

ñHaving the support of 

administration is essential for 

the success of this program.ò 

ñThey have little participation in 

either programming.ò 
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Frequently requested was a need to learn more about collaborative approaches to teaching 

(either through workshops, direct coaching, books, or videos).  Mentioned was the need 

to philosophize what these approaches may look like or the effect that they could have on 

teacher learning.  Instead of practicing co-teaching, modeling strategies, or team-

teaching, classroom teachers and LNCs reported often taking turns working with 

students, or more often, reported situations where the classroom teacher would stay in the 

classroom to work with the larger group while the LNC would work with students at Tier 

2. Teachers reported knowing that there is a better way to work collaboratively, but were 

unsure of how to begin.   

 

Middle years teachers reported a need to learn more about Guided Reading at the Middle 

Years level.  Some of the teachers perceived that their students didnôt like the program, 

and although the teachers thought there was a better way that it could be delivered, they 

were again unsure of that way.  Differentiation strategies at the high school level were 

also frequently mentioned as lacking.  Teachers requested the opportunity to watch 

someone model strategies or have them modeled in their classrooms.  Some LNCs 

reported not knowing many of these strategies and reported being unable to help teachers.  

Instead, to try to be as helpful as possible, some LNCs would attempt to provide as many 

Tier 2 interventions as possible, or pull out those students requiring Tier 2 and Tier 3 

interventions so that the teacher could ñhave a break and work with the rest of the 

students in the classò.  Throughout this study, many focus group discussions centered on 

the challenges of working with students who are reading significantly below grade level.  

One teacher spoke up and said, ñIôm high school trainedéI donôt know how to teach a 

student to read and I am scared to tell anyoneò.  In addition, demand for BCOL was 

expressed at the high school level.  There was a perception that additional supports were 

being provided for students at lower grades only, when intensive supports for reading and 

math were also greatly needed at the high school level.  

 

Strong Communication and Affirmation .  Many participants expressed a need for 

strong communication in terms of expectations, procedures, and deadlines.  These 

expectations, although rigorous, were perceived as a support that prioritized the initiative 

and enabled teachers to stay on track.  Teachers, LNCs, and some administrators valued 

regular meetings and the understanding that came with them.  Especially helpful were 

meetings in which teachers and LNCs could participate in discussion.  This will be 

further discussed later in this report.   

 

Lastly, some participants in the study felt that they were maybe doing things well, but 

desired direction, affirmation, and support.  Suggestions included having meetings where 

the entire staff could engage in discussions to be on the ñsame pageò, engaging in mock 

run-throughs to experience what the initiative might look or feel like when properly 

implemented, and rather than simply looking at data, having regular check-ins to ensure 
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that the processes are what they ought to be.  Teachers thought that reviewing the process 

for guided reading at the beginning of each school year would be helpful, even for repeat 

teachers.  One participant stated that they only learned that they were  ñproperly doingò 

guided reading after four years of being in the division. 

 

Consistency.  Consistency was interpreted as a valuable 

administrative support for teachers and LNCs. Valued were 

the timelines and weekly schedules, monthly PLCs, regular 

discussion of intervention strategies, and the consistent 

provision of resources, including time.  A major facilitator of 

consistency that was reported was having regularly blocked 

guided reading time.  Although some participants preferred 

to schedule guided reading on their own, this autonomy 

appeared to catalyze a loss of guided reading occasions in 

individual classrooms.  Problematic was when the guidelines 

appeared to change.  Perhaps this was due to modifications at 

the division level, but mentioned were changes in approaches 

directed by administration or the LNCs.   

 

LNC Support.  Throughout the division, the perceptions of 

LNC support varied.  This appeared to be, in part, due to the 

structure of the role of the LNC within the school, but also 

depended on the LNCôs skills, the way the initiatives were being rolled out in the school, 

and teachersô perceptions of the LNCôs skills. 

 

In situations where the teachers and LNC communicated well, and where the LNC 

worked with the teacher as well as working with the students, the role of the LNC was 

generally perceived as supportive, both in and out of the classroom: ñOur LNC team is 

crucial to the continuation of Guided Literacy and Guided Math in our classrooms. Those 

teams help teachers to keep up to the adaptive dimension and intervention for students 

who find it challenging to keep up to instruction for a variety of reasonsò.  Some of this 

supportive work was described as LNCs helping in the classroom during instruction time, 

assisting the teacher with strategies to help individual students or groups of students, 

assisting during Guided Reading blocked-time, and, at times, pulling out students or 

groups of students for interventions. 

 

Perceived as less effective was when the BCOL program was turned over to the LNC to 

schedule and manage.  Having the LNC lead the initiative without active administrative 

presence resulted in what appeared to be a separation of the role of LNC and teacher to 

one where the LNC took on a perceived supervisory role over the initiative.  Depending 

ñThe best way to help would 

to be more consistent. The 

requirements for 

intervention seem to 

constantly change. The LNC 

does not have enough time 

for all that is required.ò 

ñThe numeracy timeline 

allows me to see how 

quickly I must teach the 

material. Our monthly 

Middle Years Math PLC 

gives me an opportunity to 

discuss intervention 

strategies and duties. There 

are intervention periods 

allotted in our current 

schedule, giving me the time 

to do numeracy / literacy 

intervention.ò 
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on the relative age and experience of the LNC, this was often problematic.  In most of 

these cases, teachers perceived the LNC as not useful, as not understanding the 

complexity of the teachersô job, and as someone in the school that the teacher needed to 

avoid. In some schools, teachers perceived the support of each LNC differently, serving 

as a reflection that the individual characteristics of the LNC may matter as much as the 

role of the LNC: ñOur LNC for literacy is always available to assist with implementation 

of Guided Reading as well as a balanced literacy program. Our LNC for numeracy, 

however, is completely unapproachable and unhelpful.ò 

 

Teachers and LNCs also discussed the role of tutors as a support in classrooms.  

Discussed was that some tutors are fantastic supports, while others are not.  Benefits of 

the tutor model included having more help with small group instruction and having 

assistance with management.  Problems surfaced, however, with what appeared to be the 

use of tutors for interventions.  Teachers and LNCs claimed that ñtutors were behindò, 

and that tutors lacked knowledge of strategies for interventions: ñI think that it is 

beneficial that our paraprofessionals also work in this program, however, I feel that many 

would benefit from further training in the process as well as the wide range of skills that 

can be addressed through the process (thereby possibly making it more effective for 

students)ò.  While it was unclear that tutors ought to be expected to conduct 

interventions, their support in the classroom appeared to vary greatly.  

 

Section 3 Summary.  Administrative support was found to be higher in PLCs that met 

more than once a month, as was LNC support.   

Supervisory and administrative practices that aided in the implementation of Guided 

Reading or Numeracy instruction included high administrative involvement, training and 

support for the initiatives, strong communication and affirmation, consistency, and the 

type of LNC involvement. 
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4.  TO WHAT  EXTENT DOES DATA  INFORM INSTRUCTIONAL 

PRACTICES 

Quantitative Data  

Three variables reflecting teaching practices were calculated: reading teaching practices 

(calculated by averaging across the following three questions: 48. I have a strong level of 

expertise in Guided Reading instruction; 49. I need to learn more about teaching Guided 

Reading; 51. The time it takes to track student achievement in guided reading is 

appropriate), math teaching practices (calculated by averaging across the following 2 

questions: 50. I use the data generated from the NLSD common math tests to construct 

interventions for students; 52. The time it takes to track student achievement in Math is 

appropriate) and overall teaching practices (calculated by averaging across the following 

five questions: 55. I am a better teacher as a result of using student achievement data; 56. 

My teaching practices have changed as a result of guided reading; 57. My teaching 

practices have changed as a result of the math assessments; 58. I learned more about what 

I need to work on as a result of math data; 59. I use interventions to assist students at 

risk). 

Reading teaching practices were rated significantly more poorly than math teaching 

practices (p < .001) and overall teaching practices (p < .001), but no differences were 

found between math teaching practices and overall teaching practices (p = .267). Math 

and overall teaching practices were significantly positively correlated, r (104) = .63, p < 

.001, and accounted for 39.7% of variance in scores. 

 

Variable 

 

Mean 

Standard  

Deviation 

Standard 

Error  

 

Range 

Reading Teaching Practices 5.83 2.27 .19 0 ï 10 

Math Teaching Practices 7.14 1.88 .19 1 ï 10 

Overall Teaching Practices 7.12 2.37 .18 1.40 ï 10 

 

Type of School 
Reading teaching practices.  No main effect of reading teaching practices, F (3, 136) = 

1.48, p = .224. Grand mean = 5.84, SD = 2.28, SEM = .19, range = 0 ï 10.  

Math teaching practices.  A significant main effect of math teaching practices, F (3, 

115) = 2.75, p = .049. Post-hocs revealed that those in a K ï 8 school reported marginally 

significant increase in math teaching practices compared to those in 7 ï 12 schools, p = 

.08. All other comparisons were non-significant.  
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Group Mean SD SEM Range 

K ï 8 7.77 1.82 .30 1 ï 10 

K ï 9 7.39 1.92 .44 4 ï 10 

K ï 12 6.76 2.19 .33 2 ï 10 

7 - 12 6.30 2.03 .53 1 ï 9.5 

TOTAL 7.13 2.06 .19 1 ï 10 

 

Overall teaching practices.  No main effect of overall teaching practices, F (3, 109) < 1, 

p = .699. Grand mean = 7.11, SD = 1.89, SEM = .18, range = 1.40 ï 10.  

 

Years of Experience 
Reading teaching practices.  A significant main effect of reading teaching practice was 

found, F (5, 137) = 3.22, p = .009. Participants with 1 ï 2 years of experience reported 

significantly poorer reading teaching practices than participants with 3 ï 5 years 

experience, p = .011, and participants with 21 years or more experience, p = .025. All 

other comparisons were non-significant.  

 

Group Mean SD SEM Range 

1 ï 2 years 4.60 2.32 2.32 0 ï 10 

3 -5 years 6.67 2.13 2.13 1.50 ï 10 

6 ï 10 years 6.20 2.18 2.18 2.50 ï 9 

11 ï 15 years 5.67 2.09 2.09 3 ï 10 

16 ï 20 years 5.55 1.80 1.80 3 ï 8.50 

21 years or 

more 
6.55 2.45 2.45 

.5 ï 10 

TOTAL 5.83 2.27 2.27 0 ï 10 

 

Math teaching practices.  No main effect of math teaching practices was found, F (5, 

115) = 1.33, p = .257.  Grand mean = 7.14, SD = 2.05, SEM = .19, range = 1 ï 10.  

Overall teaching practices.  No main effect of overall teaching practice, F (5, 110) = 

1.49, p = .199. Grand mean = 7.12, SD = 1.88, SEM = .18, range = 1.40 ï 10.  

 

Frequency of PLCs 
Reading teaching practices.  No main effect of reading teaching practice, F (3, 137) < 1, 

p = .724.  Grand mean = 5.83, SD = 2.27, SEM = .19, range = 0 ï 10. 

Math teaching practices.  No main effect of math teaching practices, F (3, 115) = 1.29, 

p = .281. Grand mean = 7.14, SD = 2.05, SEM = .19, range = 1 ï 10.  

Overall teaching practices.  No main effect of overall teaching practices, F (3, 110) = 

1.19, p = .316. Grand mean = 7.12, SD = 1.88, SEM = .18, range = 1.40 ï 10.  
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Experience with PLCs 
Reading teaching practices.  A main effect of reading teaching practices, F (2, 137) = 

6.59, p = .002 was found.  Those who were new to PLCs reported significantly poorer 

reading teaching practices than those who had been in 3 or more PLCs, p = .003. All 

other comparisons were non-significant.  

 

Group Mean SD SEM Range 

New to PLCs 4.45 2.11 .47 0 ï 9 

Been in 1-2 PLCs 

before 

5.36 2.05 .39 2.5 ï 10 

Been in 3 or more 

PLCs 

6.28 2.34 .24 0 ï 10 

TOTAL 5.83 2.27 .19 0 ï 10 

 

Math teaching practices.  No main effect of math teaching practices, F (2, 115) < 1, p = 

.526. Grand mean = 7.14, SD = 2.27, SEM = .19, range = 0 ï 10. 

Overall teaching practice.  No main effect of overall teaching practice, F (2, 110) < 1, p 

= .758.  Grand mean = 7.12, SD = 1.88, SEM = .18, range = 1.40 ï 10. 

 

Experience with RTI 
Reading teaching practices.  A main effect of reading teaching practices was found, F 

(2, 137) = 12.35, p < .001. Those who were new to RtI reported significantly poorer 

reading teaching practices than those with 1 ï 2 years experience with RtI (p = .001), as 

well as those with 3 or more years of experience with RtI, p < .001.  Those with 1 ï 2 

years of experience with RtI reported significantly poorer reading teaching practices than 

those with 3 or more years of experience with RtI, p < .001.  

Group Mean SD SEM Range 

New to RtI 4.63 2.21 .32 0 ï 9.50 

1 ï 2 years experience with RtI 6.40 1.92 .32 3 ï 10 

3 or more years experience with 

RtI 
6.55 2.12 

.29 1.50 ï 10 

TOTAL 5.83 2.27 .32 0 ï 10 

 

Math teaching practices.  No main effect of math teaching practices, F (2, 115) = 1.62, 

p = .202. Grand mean = 7.14, SD = 2.05, SEM = .19, range = 1 ï 10. 

Overall teaching practices.  No main effect of overall teaching practices, F (2, 110) = 

1.52, p = .223.  Grand mean = 7.12, SD = 1.88, SEM = .18, range = 1.40 ï 10. 
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Descriptive Survey Data  

Chart 4.1 reveals responses to perceived levels of intervention practices. Differences 

allow for comparison of means. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Chart 4.2 reveals responses to perceived levels of effect on instructional practices. Slight 

differences allow for comparison of means. 
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Qualitative Data  

 

Qualitative data were collected through interviews with senior administrative staff, 

consultants, and principals and some assistant/vice principals, when available.  Focus 

groups were conducted with classroom teachers, literacy and numeracy catalyst teachers, 

and resource teachers.  This question was not largely discussed with parents and 

community members.  Some data were also provided in the surveys, and aggregated into 

the results below to protect the anonymity of the participants. 

Participants were asked to respond to several questions designed to collect perceptions of 

the extent that data informs instructional practices, a sample of which are included below: 

 

¶ How have you used data to inform instruction? 

¶ How is guided reading data used in your PLC?  To improve instruction and learning? 

¶ How have you used the numeracy assessments to inform instruction? 

¶ How well do the math assessment guidelines / timeline help in your work? 

¶ How have you used data from Guided Reading to guide your work as a school 

leader? 

¶ How have you used data from the NLSD Numeracy initiative to guide your work as a 

school leader? 

¶ How is guided reading data used to inform instruction?   

¶ How has your school used the numeracy assessments to inform instruction? 

 

The themes derived from the semi-structured interview, focus group, and survey 

questions have derived the themes, included in Table 4.1.  These themes are listed 

according to how frequently they were mentioned or discussed through all data collection 

tools. 

 

Extent that Data are Used to Inform Instructional Practices 

Creating Awareness 

Planning for Differentiation 

Using Assessment As Instruction 

Used for Benchmarking and Keeping Track 

Used as Affirmation / Confirmation 
 

Not Able to Use for Instruction 

Table 4.1.  Data Themes from Extent that Data are Used to Inform Instructional Practices  
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Creating Awareness.  Teachers, LNCs, and some administrators reported that the data 

from the BCOL assessments allowed teachers to know specifics about student learning 

which led to a progression of being aware of individual 

student needs, recognizing a need for differentiation, and 

in the end, helping to improve instruction. Common 

comments included:  ñKnowing where students are has 

helped me become a better teacher. I can do a better job 

of planning for differentiationò.  Teachers reported that 

knowing made them feel more efficacious.  These 

comments revealed that teachers derived information 

from the BCOL assessments that they perceived they 

would normally not have.  This following statement from 

a teacher illustrates the progression from awareness to a 

change in practice: ñWhen I started to collect math data I 

came across many students who were not understanding 

the math. After seeing this I changed the way I was 

teaching them. I also started to work on extra sheets and 

practice outside of math makes sense. For guided reading 

I started to work closer with the students who were at a 

lower levelò. 

 

Planning for Differentiation.   Once teachers and LNCs 

knew specific student achievement levels, they could engage in planning differentiated 

instruction.  Teachers recognized that instruction needed to be individualized or 

differentiated to meet the individual needs of students.  Knowing that differentiation 

needed to occur did not always make it happen for every child, since time, demand, and 

pedagogical issues created barriers (which will be discussed later).  Overall, however, 

instructional planning was impacted through the use of data.  This planning included 

alterations to instruction for the entire class: ñStudent math data from grade nine shows 

me how to adjust/focus my high school math curriculaò, as well as planning for 

individualized instruction: ñI can plan my whole class and small group instruction to 

address those difficultiesò.  Some teachers stated instead that the data could only be used 

as a ñcompassò ï a general indicator of areas needing improvement, and that the 

assessments reveal places that need to be further explored and discussed. 

 

Teachers also reported that planning for differentiation catalyzed collaboration with other 

teachers, indicating that the initiative requires ñthat we all have a sense of needing to 

collaborate as a team to provide supports for all studentsò.  

 

ñIt definitely helps me focus on 

which students need adaptations 

in the classroom: who might need 

extra help; what kind of class-

wide interventions/teaching 

strategies might be beneficial to 

the largest number of students; 

which students may need one on 

one support, etc.ò 

 

ñI use all of this data to guide my 

instruction, not just guided 

reading math tests.ò   

 

ñStudent achievement and the 

assessment data drive the what 

you need to teach. It is a bit time 

intensive sometimes, but the 

benefits to students are great.ò 

 

ñI am better able to differentiate 

instruction and meet the individual 

needs of the students in my 

class.ò 
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Using Assessment as Instruction.  An interesting phenomenon was noticed through the 

data collection process for this study.  Teachers reported that not only did they derive 

data from the assessments, but that the assessments themselves provided them with quick 

interventions that they could use during the instruction process.  One teacher mentioned, 

ñstudent assessment data helps to create some of the information used in my teaching. 

Strategies that were used in assessments that work can be used in regular instruction.ò  

Teachers also noticed that the assessment drove them to finding new ways to teach 

material if the majority of the class didnôt do well on an assessment. 

 

Used for Benchmarking and Keeping Track.  The data 

derived from assessments were reported as an asset in 

helping teachers set targets for individual students.  ñThe 

assessment data can be used as a jumping point so 

students are able to work from where they are capable.ò  

Teachers reported that the data allowed them to make 

carefully planned next steps.  In addition, the data helped 

teachers set targets for students: ñThe assessment data 

informs me of where the students are at and what they 

need to learn to get to the next levelò.  Having this 

information empowered teachers to action.  The data were 

also used for LNC benchmarking.  LNCs reported that the 

data provided to them from teachers is often the first 

information that the LNC receives, which then provides 

the LNC a place from which to start working. 

 

Used as Affirmation / Confirmation.  Teachers and 

LNCs reported that some of the data from the assessments 

confirmed what they already knew, and that, because of 

this, it was affirmation of this knowledge.  There were differences, however, in the value 

of this data.  Some teachers perceived this confirmation as unnecessary: ñwe've always 

had similar data using the MIR assessment toolsò, while others used it as affirmation or 

ñvalidationò to affirm if  what they already knew about the students was accurate.  It also 

affirmed their efforts as they enjoyed seeing the progress made.  ñSince following the 

guidelines, I have had four students get on to their own individualized math programs, 

which has greatly benefitted them.ò  Many teachers and LNCs insisted, however, that the 

data from Guided Reading and the NLSD Numeracy Initiative should never be used in 

isolation, but instead in combination with other data to guide instruction.  In addition, 

teachers were affirmed through witnessing studentsô success.   

 

ñI am concerned about those 

who are behind. It is quite 

challenging to keep a lot of 

young students occupied while 

you work with a few. There just 

aren't 3 levels of students in a 

class. Finding some time to 

work with those who struggle is 

tough. Iôd like to spend more 

time helping those who aren't 

progressing. When I consider 

the data I sometimes come up 

with different activities to try in 

an attempt to reach those who 

didn't catch on before. The 

data does impact me. It is a 

constant concern and a 

constant motivating factor.ò 

 

ñInterventions give kids extra 

time but not always as much 

time as needed.ò 
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Not Able to Use for Instruction.  Some teachers reported that the data werenôt very 

useful.  In asking further questions, it appeared to be a product of teachersô sense of 

helplessness due to the task facing them.  Some reported that the data arenôt helpful 

because the student issues that caused the lower scores were not going away.  These 

issues included attendance. 

 

Others dismissed the data primarily because they felt the assessments, especially the 

NLSD Math assessments, were in need of revision. One teacher felt that they were only 

accurate to curriculum about 10% of the time. Another stated, ñthe math common 

assessments need to be updated. Using the math makes sense chapter tests would be more 

relevant to the curriculumò. Others still said that the nature by which students are tested 

when they are not ready (mentioned previously in this report) creates conditions in which 

students fail:  ñOften you have to give the students a test before they are ready. They do 

not tell you anything you did not already know. They may allow people in offices to 

crunch numbers in a flashy way but do not do much to inform much elseò.   

 

Section 4 Summary.  Data were found to influence teaching practices more for educators 

with more experience than for educators with 1-2 years experience.  Math data were 

perceived to not yet influence teaching practices.  Educators with more PLC experience 

and those experienced with RtI reported significantly better teaching practices in reading 

than those new to PLCs and less experienced with RtI.   

The extent that data informed instructional practices was perceived through creating 

awareness of studentsô levels and the need for differentiation, the opportunities to plan for 

differentiation, using assessment as instruction, assessments for benchmarking and 

keeping track of student progress, and assessment as affirmation and confirmation of 

sound instructional practices.  Some educators reported that they are not able to use the 

assessments to inform instructional practice.   
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5.  TO WHAT  EXTENT DOES STUDENT ACHIEVEMENT DATA  

DRIVE PLCS? 

Quantitative Data  

Student Data and PLCs 
Four questions were averaged to create a PLC effectiveness score  

61. Teaching and learning decisions in our school are made in alignment with student 

learning data;  

62. PLCs are too restrictive to give time to analyze data;  

64. Opportunities are provided for staff members to discuss student learning results 

during PLC meetings; and 

66. A collaborative PLC process exists for us to share student learning data), M = 6.64, 

SD = 1.64, SEM = .14, range: 1.50 ï 10.  

Question 63 ñIt would be easier for me to teach if we didnôt have PLCsò was answered by 

142 participants, M = 2.94, SD = 2.99, SEM = .25, range: 0 ï 10.  Overall, the majority of 

participants strongly disagree that teaching would be easier without PLCs.  Additional 

results suggest that PLCs completed more often (e.g., more than every three months or 

less) lead to better outcomes.  

Frequency of PLCs 
PLC effectiveness.  A main effect of PLC effectiveness was found, F (3, 134) = 6.37, p < 

.001.  Those who engaged in PLCs more than once a month reported significantly better 

PLC effectiveness than those who completed PLCs less than every 3 months, p < .013, 

and those engaged in PLCs once a month reported significantly better PLC effectiveness 

than those who engaged in PLCs less than every three months, p < .001. Finally, those 

engaged in PLCs every two months also reported significantly better PLC effectiveness 

than those engaged in PLCs less than every 3 months. All other comparisons were non-

significant. In sum, engaging in PLCs more often than less every 3 months leads to more 

positive PLC effectiveness ratings. 

Group Mean SD SEM Range 

More than once a month 6.92 1.28 .36 4.25 ï 9 

Once a month 6.96 1.59 .18 2.25 ï 10 

Every 2 months 6.42 1.21 .23 3.00 ï 8.50 

Less than every 3 

months 

5.10 2.08 .54 1.50 ï 10 

TOTAL 6.64 1.64 .14 1.50 - 10 
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Descriptive Survey Data  

Chart 5.1 contains perceptions of the use of PLCs. Perceptions of survey statements allow 

for comparison of means. 

 

 

 

 

 

 

 

 

 

 

 

Chart 5.2 contains perceptions PLC processes. Perceptions of these processes allow for 

comparison of means. The qualitative data reveals further details.  
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Qualitative Data  

 

Participants were asked to respond to questions designed to collect perceptions of the 

extent that student achievement data drives PLCs.  The following are an example of types 

of questions that were used: 

¶ What are the main functions of the PLC(s) in your school? 

¶ In what ways has guided reading data / Math assessment data driven your PLC(s)? 

¶ What are the challenges in using data in PLCs? 

¶ What is generally discussed in PLCs? 

¶ What do teachers generally discuss during PLCs? 

¶ In what ways has student achievement data driven school PLCs? 

¶ From the forms and reports that you receive, how do you perceive achievement data 

are used to drive PLCs? 

 

The semi-structured interviews and focus groups allowed the participants the opportunity 

to discuss points that resonated with them.  The themes that emerged as participants 

discussed their perceptions of the extent that student achievement data drives PLCs are 

included in Table 5.1. 

Extent that Student Achievement Data Drives PLCs 

Useful for Planning and Sharing Information  

Useful for Discussing Strategies 

Useful for Students Who are Struggling 

Continuously Improving 
 

Need for Organic Structure 

Need More Participation 

Need More Administrative Support 

Need More Time 

Table 5.1. Data Themes from Perceptions of Impact on Student Achievement 

 

Most of the data collected for this question came from teachers and LNCs.  Although 

administrators discussed PLCs, and some led them, the administrative role in the PLC 

varied from regular participation to non-involvement.  In some cases, administrators led 

the PLCs but because many schools had multiple PLCs, administration was not present at 

all meetings, and the leadership task was often deferred to the LNC.  As a result, the 

discussions in focus groups and some interviews revealed existing tensions as individuals 

in different roles had different expectations of the PLC.   Each theme discovered will be 

presented with benefits first and challenges following. 
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Useful for Planning.  Teachers, LNCs, and administrators 

reported that one of the benefits of the PLCs was that the 

structure was helpful in planning for student success.  In some 

schools, the PLCs provided time for teachers to plan together.  

Noted was that because of the addition of the LNC role, there 

was more than one educator working with each student, so the 

PLC served as a time and place when appropriate plans could 

be made together.  The PLC time created time to discuss each 

student so that teachers were able to reflect on discussions 

and set in motion requirements needed to meet student needs. 

In some cases, the PLC was used by the LNC as a structure to 

inform teachers of student progress, which in turn, helped 

teachers to plan. 

 

Useful for Discussing Strategies. Some teachers reported 

that a major benefit of PLCs was having the opportunity not 

only to discuss student needs, but to share expertise in order 

to better help students with learning problems in reading and 

math.  Discussions held with all teachers during PLC times 

were reported to help teachers fill their ñtoolboxesò with 

strategies that they could use to work with students.  Teachers 

likened the PLC experience to effective professional development.  Especially helpful 

was when groups were given enough time to collaborate on ideas and brainstorm 

solutions, and then planning for and achieving as a team. 

 

Useful for Students who are Struggling. Some participants indicated that the purpose of 

PLCs was to ñfocus on those students who are at riskò.  Some participants explained that 

the purpose was to discuss only those students in need of Tier 2 and 3 intervention, and to 

organize them on an intervention schedule: ñwe focus on students who need help and 

then refer themò.  Others saw two purposes of the PLC, with first priority being to 

identify struggling students and determine who will be scheduled for interventions and/or 

what steps will be taken to help these students, and then, time permitting, the next step 

was to share strategies and discuss which strategies worked with students and which 

didnôt appear to work for struggling students.  

 

  

ñThey are key to 

professional and 

instructional development 

when clear goals are 

identified.ò 

ñThey allow me and the 

other Grade 4 teacher to 

work together, and help one 

another in areas that we 

may not be teaching the 

best we can.ò 

ñPLCs help because you get 

to discuss strategies with 

grade alike teachers and 

build your own toolbox of 

strategies in the process, 

gaining new ones from the 

PLC meetings.ò 

ñIt is a great time to 

collaborate with the LNC 

staff. The info exchanged 

helps guide instruction and 

planning.ò 
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Continuously Improving.  Throughout this study, different 

participants had different perceptions as to the purpose and 

structure of PLCs.  Some stated that they had to follow a certain 

format, while others stated that their PLCs were more loosely 

structured.  These different perceptions influenced whether or not 

participants thought PLCs were effective. Common, however, was 

the idea that PLCs were more helpful if 

they were used to share best practices 

with one another than if they were used 

to only report on data or to share 

information.  In schools where the PLC 

was reported as ñproperly functioningò, 

teachers perceived PLCs as opportunities 

for everyone to contribute: ñAt our PLC 

meetings, grade (level) teachers, LNC 

teachers, Special Education teachers, and 

administration meet to discuss the diverse needs of our 

students and how we can meet them. Part of this discussion 

includes data, but there is other valuable information shared, 

tooò. Repeatedly emphasized was that the key to successful 

PLCs is the opportunity for discussion: ñWe discuss strategies 

that work for certain teachers and share ideas that might work 

with students who having difficulties. We discuss ideas to 

bring up reading levels. We discuss who might need 

intervention, etc.ò 

 

Need for Organic Structure.  Although the PLC was 

appreciated by most participants, they also mentioned that the 

PLC structure did not always meet their needs. Small fixes that 

were suggested included spending more time discussing 

strategies and approaches to units, using less time for 

reporting, and putting measures in place that prevented staff 

meetings from running into PLC time.  In addition, participants 

wanted the PLC to be a place where all could learn from one 

another.  Frequently mentioned was the paperwork requirement 

that accompanied PLCs and its effect on the way the meetings 

progressed.  Teachers mentioned that the PLCs in practice 

differed from what teachers knew to be true in theory.  They 

expressed a need for the PLCs to be ñmore student oriented 

and not filled with redundant paperworkò.  Although teachers 

ñThe PLCs keep 

everyone informed and 

up to date. They also 

give us the opportunity 

to share best practices 

with one another.ò 

 ñOur PLC meetings are 

continuously improving 

and becoming more 

effective and useful.ò 

ñTheyôre useful in that I 

sometimes get new 

ideas and help with 

math intervention, and I 

learn what other 

teachers are trying, 

what works what 

doesn't.ò 

ñI think it provides us with 

a forum to discuss board 

driven indicators but we 

are so focused on the 

forms we need to fill out 

that it lacks any organic 

conversations on 

strategies, at-risk 

students and possible 

solutions.ò 

ñThe current PLCs are 

geared to fulfilling the 

needs of NLSD and 

administration. We spend 

considerable time using 

them up for staff 

meetings and filling out 

the forms for NLSD 

requirements. If the PLCs 

were used for what they 

were designed for, then 

they would be extremely 

effective and useful. 

There is great potential 

here to improve the 

professional lives of 

teachers if these PLC's 

were not so restrictive 

and that we be trusted as 

professionals to carry 

them out as a learning 

tools to improve teaching 

through a cohesive, 

collaborative approach.ò 

ñOur PLCs are repetitive 

and don't seem to be as 

useful as they could be. 

Sharing of resources and 

data is essential for PLCs 

and I find this is an area 

where my school is 

lacking.ò 

 

 



Building a Community of Learners – Program Review  56 
 

and LNCs appeared to understand the need for accountability, many perceived that it 

blocked progress.  The following comment summarizes many: 

 

ñI believe PLCs can be a very useful time for professional growth and can have 

significant impacts on teacher effectiveness and student achievement. I do not, 

however, feel that this is currently the case in our school. From everything I have 

read about the PLC process, and from personal experience in PLCs elsewhere, I 

am under the understanding that PLCs are supposed to be directed by the people 

involved in them, not prescribed by someone elseéI completely understand the 

need to account for the time spent in PLCs, however, I think teachers, and our 

students, would benefit more from this time if we were given more freedom and 

professional trust to use this time to address our specific needs. I feel that we 

should have more time to discuss issues, brainstorm possible solutions, share 

ideas, and explore current research, as it seems like we currently have very little, 

if any, time for these valuable endeavours. It currently feels like our PLC time is 

for filling  out prescribed paperwork.ò 

 

Some schools found a way around the operating guidelines and were using the PLC in 

ways that the collective staff wanted to: ñThe format for the PLCs was restrictive at first 

but with new, more open ended guidelines provided by the LNC they are more productive 

- suited to meeting student needsò.   One participant whose PLC wasnôt operating quite 

right conceptualized something that could work better: ñI would like to see a PLC form 

with fewer sections to fill out, and instead have spaces where my PLC can share and 

voice successful strategies, student data, and any concerns.ò  

 

Need More Participation.  It was suggested that PLC time would be more effective if 

teachers, LNCs, and administration participated more wholeheartedly.  Teachers and 

LNCs reported that there are some PLC members who don't contribute to the process, 

which causes frustration and blocks progress.  The same participants said that this 

problem diminishes when administration is in attendance.  Secondly, engagement is 

sometimes a challenge, but part of the cause of disengagement was reported to be the 

paperwork.  Thirdly, teachers commented that when others are not engaged, sometimes 

only one or two people do all of the talking, which creates a problematic cycle of 

disengagement.  If the PLC is used for data reporting only, it appears that the person 

doing the most talking is often the LNC who uses the PLC time to ñget the information 

they need to know and who they need to intervene with. It does not help my teaching or 

the learning for my studentsò.  Lastly, some LNCs commented that if the teachers could 

sort their data ahead of time, the process would be more time-efficient: ñmuch of the time 

is wasted in identifying the students who need intervention, when the time should be 

spent on coming up with strategies or other ways to approach the concept.ò 



Building a Community of Learners – Program Review  57 
 

Some PLC problems continue to be the result of geographic spread, so the idea of a 

grade-alike PLC is impossible.  The only PLCs that may work for smaller areas are either 

on-line PLCs or cross grade PLCs.   

 

Need More Time.  Participants commented that there is not enough PLC time to 

complete the work to a point where it benefits students.  Reported was that there is ñnot 

enough time set aside to share strategiesò.   When a rigid PLC structure is adhered to, ñwe 

have time to discuss scores, but not teaching strategies or where we are finding successò.  

Those who have experienced success in PLCs shared that it is through dialogue that 

learning takes place, and without enough time, dialogue is hampered. More time is 

desired: ñwould like to have more time so that (the PLC) can be useful to collaborate with 

other teachers to develop better lessons, but we always seem to have nowhere NEAR 

enough time. Sometimes we barely get through all the data, since there's math and 

reading assessments for all the students!ò  Frequently mentioned was that there is ñnot 

enough time and suggestions on how to fix the problems. It seems there is only enough 

time to discuss what the problem isò; therefore, individual teachers must develop their 

own solutions.  

 

Need Support from Administration.  One of the key factors in the success of the PLCs 

was whether or not a member of the school administration was present at the meetings. 

Without administration there, teachers perceived that there were limitations to their 

success: ñI like the ideas we share, though I often feel our concerns are raised but go 

nowhere. There are no administration or LNC that sit in on our PLC so the concerns don't 

often go past our minutes. I like the collaboration and discussions we have and I have 

tried to implement different suggestionsò.  Administrative presence sets an expectation 

for the rest of the staff that PLCs are important.  In addition, teachers reported that PLC 

times must be prioritized. Without prioritization, PLC times get taken up by other things: 

ñThe less successful meetings tend to occur on days when administration has taken time 

from PLC schedule for other purposes such as large group meetings or introduction of 

new technology. On these days we are rushed in our PLCs.ò 

 

Along with setting priorities, administrative presence also reduces some of the challenges 

with engagement:  ñAs a teacher who fully understands the process and purpose of PLCs, 

I find them potentially invaluable to improve teaching within my school. The problem 

comes from teachers who are uncooperative, set in their ways, unsupportive of each 

other, and view the PLC as an inconvenience rather than an opportunity.ò   

 

Lastly, administrative support was perceived as needed not only at the school level but 

also as a mediator between the school and the division.  There appeared to be a gap 

between how teachers perceived the division wanted PLCs to function, and how teachers 



Building a Community of Learners – Program Review  58 
 

thought the PLCs should function: ñWe need to discuss student learning more often. 

Presently we do not get enough time. Much of our PLC time is spent meeting the needs 

of Central Office or local administration, not actually practically discussing the needs of 

the students. Often the concerns we bring up are dismissed because they do not meet the 

expectations perceived by admin or central officeò.  If administration was more involved 

(and again, in some schools they are), then the schoolsô concerns could have a stronger 

voice at the division level. 

 

Interesting to note is that although participants stated that recording minutes from the 

PLC was a burden, the quantitative data revealed otherwise, indicating (through cross-

tabulation) that participants who recorded data also reported that they perceived their 

PLCs to be successful.  Specifically, there was a strong positive correlation between PLC 

effectiveness and the degree to which participants agreed that PLC minutes were kept, r 

(100) = .56, p  < .001, which accounts for 31.4% of the variance in scores. The reason for 

this could be that those schools that have PLCs report minutes and notice success more 

often. Regardless, further investigation would be appropriate. 

 

Section 5 Summary.  The more frequent the PLC (more than once per month), the more 

effective the PLC was perceived to be.  Participants generally did not agree that it would 

be easier to teach without PLCs. 

The extent that student achievement data drives PLCs was perceived in the ways that data 

are used for planning and sharing information in PLCs, for discussing strategies, for 

helping students who are struggling, and for continuous improvement.  Challenges 

inherent in the PLC include needing a more organic structure, needing increased 

participation, needing more administrative support, and needing more time to meet as 

PLCs. 
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6.   WHAT,  IF  ANY, BARRIERS EXIST IN  YOUR 345$%.43ȭ 

ABILITY  TO ACHIEVE IN  LITERACY AND MATH?  

Descriptive Survey Data  

Participants were asked to respond to items measuring perceived barriers to NLSD 

studentsô ability to success in literacy and math.   There were 12 statements used to 

access these perceptions, based on a Likert scale of 0 (strongly disagree) to10 (strongly 

agree).  The statements are listed in Table 6.1. 

 

Table 6.1.  Statements to Access Perceptions of Barriers 

All of my students benefit regularly from guided reading instruction.  

All of my students benefit regularly from using Math Makes Sense/ Math Focus instruction.  

Most of my students benefit from the Math Makes Sense/ Math Focus without additional help.  

Students on Learning Support Plans benefit from an individualized math program.  

My students' needs are too varied to benefit from the guided reading program. 

My studentsô needs are too varied to benefit from Math Makes Sense/ Math Focus.  

Student attendance is a barrier to literacy and numeracy achievement.  

Students' lack of prerequisite skills are a barrier to literacy and numeracy achievement.  

Student transiency is a barrier to literacy and numeracy achievement.  

Student commitment is a barrier to literacy and numeracy achievement.  

Other barriers to learning need to be addressed before literacy can be improved.  

Other barriers to learning need to be addressed before math can be improved.  

The data in this section is analyzed according to three categories, being Benefit through 

Instruction (Chart 6.1), Effect of Need (Chart 6.2), and Specific Barriers (Chart 6.3). 

 

Benefit through Instruction 
Participants felt 

strongly (M=8.43, 

SD=2.46) that 

students benefitted 

regularly from guided 

reading, as well as felt 

strongly that students 

benefitted from Math 

Makes Sense/Math 

Focus (M=7.94, 

SD=2.7).  In addition, 

students on individual 

Learning Support 

Plans were also 

perceived to benefit (M=8.15, SD=2.62). All three sets of responses followed a normal 
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distribution.  Responses were relatively split in all groups (agree, neutral, and disagree) 

that most students benefitted from Math Makes Sense/Math Focus instruction without 

any additional help (M=6.5, SD=2.84, with a relatively flat distribution).  This 

information is visible in Chart 6.1.  

 

Effect of Need 
Participants were asked to indicate whether or not they perceived their studentsô needs as 

being too varied to benefit from the Guided Reading Program and separately, the Math 

Makes Sense or Math Focus program. As indicated in Chart 6.2, there was strong 

disagreement that studentsô needs were too great to benefit from Guided Reading (M=4.3, 

SD=3.17).  Note that SD is influenced by 8.8% of respondents choosing óneutralô.  In 

comparison, a bi-modal distribution resulted from participantsô responses to the statement 

that studentsô needs are too varied to benefit from Math Makes Sense or Math Focus 

(M=5.43, SD=3.49).  The high SD results from peaks at 0 and at 8.    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Specific Barriers 
Participants provided their perceptions of specific barriers to student learning.  Of the 

responses, the most highly rated was student attendance (M=9.42, SD=2.52).  Second 

was student prerequisite skills (M=8.89, SD=2.52), followed by student commitment 

(M=8.48, SD=2.81). Transiency, although rated highly as a barrier to learning (M=7.90, 

SD=2.86), was rated the least highly of all barriers (including óothersô) (see Chart 6.3). 
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Qualitative Data  

Qualitative data were also collected through interviews with senior administrative staff, 

consultants, and principals and some assistant/vice principals, when available.  Focus 

groups were conducted with classroom teachers, literacy and numeracy catalyst teachers, 

and resource teachers.   

Participants were asked to respond to several questions designed to collect perceptions of 

barriers that exist to students achieving in literacy and math, a sample of which are 

included below: 

 

¶ What are some challenges to doing Guided Reading? Math instruction? 

¶ What are some challenges in using NLSD Common Reading Assessment (running 

records and comprehension)? NLSD Common Math Assessment? 

¶ What are the challenges or hurdles in participating in PLCs? 

¶ What are barriers to the effective use of RtI? Challenges in providing interventions? 

¶ What are some challenges, if any, to student reading achievement? 

¶ What are some challenges, if any, to student math achievement? 

¶ What are some challenges to using reading or math assessments at school? 

Themes from this data are included in Table 6.1.   
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Barriers that Exist in Studentsô Ability to Achieve in Reading and Math  

Lack of Attendance 

Lack of Motivation / Confidence 

Low Parental Involvement / Support 

Misunderstanding Parental Involvement / Support 

Lack of Support for the Teacher and School  

Lack of Prerequisite Skills 

Challenging Home Life 

Inappropriate Material / Grade Level 

Not Enough One-on-One Instruction  

Table 6.1.  Data Themes from Barriers that Exist in Studentsô Ability to Learn 

 

Lack of Attendance.  Although it was not always mentioned as the sole barrier, and was 

frequently reported as inextricably tied to other barriers, attendance was mentioned as one 

of the greatest barriers to studentsô achievement in literacy and math.  Poor attendance, 

often linked to lower parental support for learning, was described as a cyclical problem, 

since it is the cause of many other problems, such as falling behind, feeling inadequate, 

losing motivation, etc. Attendance was also labeled as the symptom to other major causes 

ñsuch a poor housing, poverty, lack of job opportunities, cultural values, etc.ò 

Teachers, LNCs, and administrators commented that those with attendance problems are 

usually the students who need the most help: ñstudents on LSPs are usually the ones with 

poor attendance. Students with low guided reading levels are usually the ones with poor 

attendance. (These are) students who are not progressing in reading or math, or the ones 

who simply show up in body to class, but do not make an effort to try.ò  The flipside is 

ñif students are in the building and attending intervention sessions, 9 times out of 10 they 

will experience success.ò   

Lack of Motivation/Confidence. Some students lack the motivation to be accountable 

for their own education and success. This is identified through wasted class time, poor 

attendance, and incomplete assignments, even when support is offered.  Some of this 

confidence is a result of what they have experienced in the past as learners: ñStudents are 

apprehensive about math by the time they enter my classroom, I spend a lot of time 

showing them they can do math and be successful at it. This becomes a barrier to many of 

them. Although students attendance and transiency can be and are issues, I find that the 

biggest barrier is their previous experiences of schoolsò.  Another barrier that was 

discussed is studentsô own self-conscious feelings as being the one in need of help and 

dealing with a mindset that ñLSP booklets are for dumb kidsò.   

 

Low Parental Involvement / Support.  Parentsô and guardiansô perceptions of education 

were recognized as playing a major role in student success and in how students perceive 
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the importance of their education. Participants commented that if students have parents 

who don't care about education and openly share their opinions with their children then it 

makes it hard for teachers to try to explain the importance of education to the children. 

Some participants perceived that in ñmany homes education is not a priority. I am finding 

that many students are up playing games all night and either 

not coming to school or too tired to even be able to think. 

Parenting needs to be given back to parents. Accountability 

for teachers has been a focus and now I believe that parents 

need to be held accountable. As well as high expectations for 

our students in the north, they deserve betterò.  Parental 

support through helping their children with homework would 

be beneficial but ñthere is often no one to practise reading 

with them or to help them with math homework at homeò.  

Comments that were shared often revealed an understanding 

that there are other barriers that cause lack of attendance, 

however, attendance was most frequently noted without 

mention of its causes. 

 

Misunderstanding Parent/Community Involvement. 

Parents and community members repeatedly expressed 

gratitude to NLSD for wanting to hear their opinion, at every 

site.  Mentioned was that they felt that their opinions werenôt 

often welcomed, but that the focus group was a good way to 

ask them questions.  Attendance varied at each site, with 

some as few as four and others as many as ten. Much of the 

information that was shared included how parents and 

community members see schools and their involvement with 

schools.  Because of the promise to ensure anonymity, all 

parentsô opinions are collated; therefore the opinions are as 

varied as the people they represent.  As a result, they may 

appear to contradict one another; however, out of respect, 

they ought to all be shared.  It is appropriate to describe a 

collection of their perceptions here. 

 

Negative Feelings on Both Sides.  Some parents felt 

negativity toward the schoolôs involvement in their lives.  

They felt that teachers judged them, and that teachers and 

administrators are not very friendly toward them.  The result 

is that parents then judge the teacher, but the parent wasnôt 

sure who judged first.  One parent shared her feelings about 

ñAttendance is a huge 

issue. The at-risk students 

are not at school to receive 

intervention. 'Intervention' 

time is often spent 

completing missed tests 

(which end up being too 

hard because the student 

missed so much 

instruction time).ò 

ñAttendance is the biggest 

barrier in my classroom. 

The students who are not 

progressing are the ones 

that don't attend regularly 

or only attend half days.ò 

ñThere are other barriers 

faced by some of our 

students as well, including 

social and family issues 

(broken homes, foster 

homes, alcohol/drug 

abuse, other abuses, 

poverty, etc.), hunger, self-

esteem issues, seeing 

value in education, etc.ò 

ñRegular attendance, 

nutrition, sleep 

patterns/needs, housing 

difficulties, more need for 

pre-school math, literacy, 

communication 

experiences, need for 

more of varied resource 

materials, need more 

computers, software 

learning games 

technological materials, 

many student behaviour 

problems, lack of 

community/parent 

volunteer involvement.ò 
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the SCC. She decided to join, and all there was to do was fundraising, and it was not nice 

to be on because she felt she was judged.  ñIt was a tough place to be, because I am 

Aboriginalò.  Parents explained that it takes time for a teacher to get to know the 

community, and they understood that, but they felt little hope because teacher turnover 

was a constant: ñTeachers will come in and out, and the children are the ones that suffer.  

They leave and who suffers? The kids.ò  Also shared was that being new to a community 

is very difficult for a teacher, and the parents knew it.  One parent commented that the 

communities are harsh because of the relationships between the school and the 

community.  The parent was sure that it affected teacher performance.  ñBetter 

communication might end the blame game, where itôs everyone elseôs fault.ò   

 

Adjusting to the New Way of Life. Parents and some grandparents who practice traditional 

upbringing expressed that it was challenging to adjust to the new way of life.  One 

family, who enrolled their students for the first year after home-schooling and raising 

them ñthe traditional way ï in the bushò felt that although her children have strong morals 

now, and have the teachings that they wanted them to have, that the school might not 

think highly of their children because they arenôt reading as well as they should be.  She 

wishes that the school would see that raising them in the traditional way is valuable too, 

and that her children are better off for it: ñI donôt feel respected and I donôt understand 

why they get treated that way and itôs allowed by the staff. If NLSD wants to make a 

difference, they need to hire people who can understand ï who can respectò.  

 

During this conversation, one parent shared that a school in the division puts photos of 

children and their families in the halls so that parents feel comfortable going.  This also 

made students feel comfortable, because the school was more like home.  ñItôs like 

getting greeted at the door.  And it feels good to be greeted at the doorò. 

 

Wait Until Theyôre Ready.  Parents engaged in a conversation about the concept of óbeing 

behindô.  Although they expressed an understanding that there is a system of moving 

through from grade to grade, they shared that they didnôt understand why the school 

would choose to fight with children who didnôt want to learn.  ñIt makes me wonder 

about school ï If you wait for when theyôre ready, they will learnò.  Parents suggested 

teaching things that were more relevant to Northern students so that students could see 

the value.  At the same time, however, parents added that it is a shame if the child doesnôt 

learn that theyôre moved along anyway.   

 

Caring Teachers. Parents expressed that they know that teachers care, but that they 

wanted to emphasize that caring makes all the difference.  They said kids need to see that 

teachers care.  ñMany students donôt have parental support and they come to school and 

they donôt have support eitherò.   
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Parents wondered how much teachers knew about the North before arriving, and whether 

or not they realized that ñthey should be here because they want to be hereò.  They 

communicated that a good message to teachers would be to know that caring is part of 

learning.   

 

Organizations Working Together.  Although there was much variation from community 

to community, during several focus groups, parents explained that if the school and 

community organizations would work together more, including the town, that maybe they 

could make a difference for kids.  In a couple of the communities, strong connections and 

progress were being made, and because of the success in those places, parents and 

community members wanted it in their communities as well.  In others, there is perceived 

disconnect between the school and community, and organizations within the community.  

One parentôs statement provided a good example: ñThey are told that reading is 

important, and so I wish I had some tools for my child for literacy ï there is no library or 

bookstore here.ò  Another parent wished for a support network for parents, or maybe a 

place where they could learn how to prepare their kids for school. ñThere is lots of 

talking, but nobody does anythingò.  

 

In communities where the school is better linked to the community, there was a feeling 

that everyone was working in the same direction.  One parent commented that he could 

see that.  He said, ñeverybodyôs trying.  We are doing the best we can.  Parents need to be 

involved.  It is a need.ò  

 

Personal Experiences.  Parents wanted to share that even though residential schools 

predominantly directly affected the grandparents of students currently in schools, that the 

effects linger today, and that some are quite profound.  An Elder shared that she doesnôt 

want teachers to forget that the parents of these children did not have the same upbringing 

as they might have if they would have had parents living at home, so all of their children 

arenôt experiencing strong upbringing either.   

 

ñIt is only with compassion and an attempt to understand that we will all get 

better together.  And it is good to just talk about it.  Talk about it.  That is 

how we build understanding.  And part of our job is to reassure students, and 

parents too.  Reassure them that they can trust the schools.  That school is a 

safe place.  In return, I hope that schools donôt have tunnel vision when they 

look at us.  We get discouraged when it comes to culture.  You have to have 

an open mind.  Weôre all on the same team, but we donôt have tools.  We 

need holistic approaches.  We canôt compartmentalize who is doing what.  
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We need to work together so the kids are functioning and successful 

anywhereò. 

 

Some schools invite Elders to come in and share spirituality and understanding.  They 

feel welcome in the schools.  And schools are opening up, ñdoing things like the Cree 

Anthem, and Cree Prayer, first thingò.  There is recognition of the connection between 

language and spirituality.  This gives hope.   

 

Opening up the school to the culture was mentioned as a 

benefit, as was the school opening up to the community.  

Parents spoke of the need for broader celebrations, where 

learning is the focus, and where students are publicly awarded.  

ñWe need to make a big dealò.   

 

Lack of Support for the Teacher, School, and Division.  Not 

all of the barriers were perceived to stem from the child, but 

instead existed within the school.  Explained was that 

sometimes schools donôt do everything they can do to ensure 

that students are engaged.  At times, student engagement and 

motivation is a matter of low priority, especially when students 

attend infrequently.  Making small changes like ensuring 

materials are relevant, as well as ensuring that guided reading 

time started together, on time, would be beneficial. Once 

students are able to confront their fears and see real life 

applications to the material, learning was reported to improve. 

ñAnother barrier might sometimes be a lack of teacher 

consistency with literacy and numeracy programs and 

learning.  The greatest barrier of these issues is when people 

see barriers as reasons not to deliver curriculum or to remediate students at levels 1, 2 and 

3. You must try to do both and this requires a lot of support and understandingò.  

 

In addition, ensuring that curriculum is relevant and exciting will provide students with 

ñreasons to want to learn. It can't be boring. Hands on, feeling of accomplishment is a 

reward that keeps them trying.ò Despite all of the perceived barriers, one respondent 

illustrated a philosophy of believing that all students can learn: ñAll students can achieve 

success in literacy and numeracy. Schools need to create ways to go around over or under 

the perceived barriers and create a measurable ongoing learning experience that expects 

successò. One teacher commented that by listening and thinking about whom they were 

serving, they saw the issues in a different way: ñThere is a bit of a negative attitude to 

math because the Math Program is so abstract. It needs to be more practical and in line 

ñI want them to know that 

weôre doing all we can for 

them to go to school every 

day.ò 

 

ñPlant a seed in their head 

that books are important.ò 

 

ñMy hope is that they read, 

write, and understand.ò 

 

ñGrade levels matter, 

because if you scrape by, 

people look down on you.ò 

 

ñSchools canôt have all the 

responsibility.  Itôs too much 

for schools, parents have to 

share.ò 

 

ñI want my kids to do well 

and graduate.ò 

 

ñI donôt want them to be like 

me and drop out.ò 
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with student experience. With both Math and Literacy, many students struggle with 

symbols. They can hear and understand most things but when it comes time to write or 

read they struggle. I can tell them a story and they get it. But if you give them a sheet of 

questions they don't get it. I think this is partly because the students come from and Oral 

Tradition, and we expect them to do well in a Written Tradition. We need to spend less 

time on TESTS and more doing and talking about real life practical things in the students 

world.ò 

Participants felt that Math Makes Sense is not student friendly, ñstudents are all over the 

map in their learning and reading levels. In my class of boys, I find they range from 

Grade K-5. Attendance and behaviour are other issues faced within the classroom. There 

needs to be major support put in place for the students who are failing and far behind.ò 

 

Lack of Prerequisite Skills.  Teachers felt that some ñstudents 

lack the skills necessary to experience success at their grade 

level without extensive adaptations madeéand many of these 

students also have poor attendance patternsò.  Because of class 

sizes and other studentsô needs, teachers stated that it was 

difficult to help students catch up.  Teachers and LNCs also 

discussed a phenomenon of ólearned helplessnessô, where 

students give up before they try, perhaps from fear of failure.  

For some students rich in their First Nations language, English 

as a second language is a learning barrier.   Educators shared 

words such as ñlack of respect for schoolò, however, parents 

often shared that there was a lack of understanding by the 

school toward the community.  As stated earlier, one Elder 

shared that ñthere is a feeling that parents get when they come 

to school and that feeling takes time to go awayò.  

 

Challenging Home Life.   Respondents in this study at most 

levels commented that studentsô support at home played a large 

role in whether or not students could be successful at school.  

Although the issues were labelled in different ways, many 

participants felt that for the most part, student ability was not 

the barrier, but rather challenges surface as a result of social 

issues, lack of parental support at home and at school, and a 

general lack of respect for and poor attitude about school and 

it's importance in life.  In some homes, students assumed a lot 

of responsibilities, which affected their ability to perform at 

school or to attend at all.  

 

ñThere is a lot of pressure 

placed on the classroom 

teacher to meet numeracy 

timelines, and with such 

poor attendance from some 

students, I feel that we are 

forced to move students 

along with the pace of the 

class. I don't believe that 

students benefit from this. 

What strategies can we put 

in place for low attenders?ò 

ñBarriers.... imply stopping 

students from learning. 

There are few barriers that 

are really barriers. The 

following impede learning: 

Home situations from 

nutrition, to sleepless nights, 

to no boundaries, to fighting 

parents; Learned attitudes 

towards learning: Learned 

helplessness, weak delayed 

gratification, no frustration 

tolerance, no understanding 

of the link between effort 

and learning; No social 

contract with school: where 

there is no trust in a school, 

and no expectation that one 

goes to school to work there 

is no expectation that school 

is then about learning.ò 
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Inappropriate Grade Level / Materials.  Although there are interventions in place for 

students, one of the barriers that teachers and LNCs experienced was that it is extremely 

challenging to work with students who are substantially behind their grade level.  At a 

point, materials become inappropriate for studentsô grade level, which causes them to be 

embarrassed.  ñSome students are elevated to a grade level which they are not capable of 

working in at the time, but with supports could achieve some success, both working at 

their own pace, and with learning programs that address their skills developmentò.  Some 

reported that the studentsô levels are lower then the actual textbook. They need to work 

on basic skills when they first enter the classroom and then move onto the textbook.ò One 

teacher reported the NLSD Numeracy Assessments as a barrier, referring to the need to 

assess students when they are not ready.   
 

Not Enough One-on-One Instruction.  Teachers and LNCs, as well as administration 

reported that there wasnôt enough time for teachers to be able to work with all students 

who require one-on-one instruction.  Because of the numbers of students in classrooms 

and those needing tier 2 or 3 interventions, the possibility of providing one-on-one 

support for all who need it, for as long as they needed it, was not realistic. ñOne teacher is 

responsible for teaching up to 5 different Math levels in class and teaching students with 

guided reading levels 7-27 in one classroom. Teachers are spreading themselves thin 

trying to differentiate instruction. If we group students by ability for literacy and 

numeracy activities throughout the day, this would be more manageable for one teacher 

to address an entire classroom of students, rather than have to run back and forth to teach 

different lessons as part of one guided reading / math session.ò 

 

Section 6 Summary.  Although it was perceived that all students benefit through regular 

Guided Reading and Math instruction, as well as through LSPs, several barriers were 

perceived to negatively impact student achievement.   

Perceived barriers include non-attendance; lack of motivation or confidence; lack of 

parental involvement; misunderstanding parent involvement or support; lack of support 

for the teacher, school, and division; lack of prerequisite skills; challenging home life; 

inappropriate material / grade level; and not enough one-on-one instruction. 
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7.  WHAT  IS THE PERCEIVED EFFECTIVENESS OF PLCS AND 

RTI  FRAMEWORKS? 

Quantitative and Descriptive Survey Data  

This final question required that participants respond to items measuring perceived 

effectiveness of NLSD PLCs and the RtI framework.  There were 13 items designed to 

collect these perceptions, based on a Likert scale of 0 (strongly disagree) to 10 (strongly 

agree).  These statements are listed in Table 7.1.   

Table 7.1. Statements to Access Perceptions of Effectiveness of PLCs and RtI 

Frameworks 

The RtI framework helps me focus on students who need more assistance.  

We are very good at working together to improve student learning.  

Interventions are used mostly for students with Learning Support Plans.  

Interventions are used for my entire class.  

Tier 2 interventions are sufficient and beneficial for my students.  

Tier 3 interventions are sufficient and beneficial for my students.  

Our PLCs keep me focused on what I need to do for all learners.  

Our LNC regularly attends my PLC.  

We plan for PLCs but are sometimes just too busy.  

PLCs assist us in engaging in collective inquiry on issues of teaching and learning.  

Interventions would work if we just had more time.  

I am skilled at developing Tier 1 interventions for my students.  

 

PLC effectiveness M = 6.64, SD = 1.64, SEM = .14, range = 1.50 ï 10. 

Variable Mean Standard Deviation Standard 

Error  

Range 

Reading Effectiveness 7.60 1.74 .16 2.5 ï 10 

Math Effectiveness 7.63 1.39 .14 4.43 ï 10 

RtI Effectiveness 7.58 1.80 .15 2 ï 10 

Overall Effectiveness 7.49 2.22 .18 0 ï 10 

PLC Effectiveness 6.62 1.67 .16 1.50 ï 10 

 

Paired samples t-tests revealed that PLC effectiveness was rated significantly more 

poorly than reading effectiveness, t (103) = -6.54, p < .001, math effectiveness, t (92) = -

6.81, p  < .001, RtI effectiveness, t (131) = -7.55, p < .001, and overall effectiveness, t 

(133) = -6.75, p < .001.   

All variables were also significantly positively correlated. 
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 Reading 

Effectiveness 

Math 

Effectiveness 

RtI 

Effectiveness 

Overall 

Effectiveness 

Math 

Effectiveness 

r (94) = .75*    

RtI 

Effectiveness 

r (112) = .75*  r (97) = .61*    

Overall 

Effectiveness 

r (112) = .59*  r (98) = .58*  r (151) = .74*   

PLC 

Effectiveness 

r (108) = .52*  r (93) = .54*  r (132) = .50*  r (134) = .51*  

 

The data that follows in analyzed according to two categories: Effectiveness of RtI (Chart 

7.1) and Effectiveness of PLC Frameworks (Chart 7.2). 

Effectiveness of RtI Framework 
All responses to the RtI Questions were positively oriented, indicating that participants 

felt the RtI framework was effective.  The means, although positive, are relatively lower 

than other questions (i.e.: benefit of Guided Reading Instruction), perhaps indicating less 

certainty and consistency. Details can be inferred through the responses from the 

qualitative data.   

Chart 7.1 includes data revealing that most participants felt that they were generally 

skilled at developing Tier 1 interventions for their students (Mean=7.59, SD=2.31), with 

a normal 

distribution.  

Many felt that 

they would 

benefit from 

having more 

time for 

interventions 

(M=7.19, 

SD=3.07).  The 

high SD comes 

from a bi-modal 

distribution with 

peaks at 10 

(strongly agree) 

and 5 (neutral).  
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Tier 2 interventions were perceived to be more effective (7.35, SD=2.34) than tier 3 

interventions (M=6.72, SD=2.91).  In fact, responses to the statement on tier 3 

interventions were tri-modal, with peaks at 8 (agree), 5 (neutral), and 0 (strongly 

disagree).  The RtI framework is perceived as helping respondents to focus on students 

who need assistance (M=7.58 SD=2.50), however there appears to be discrepancy in how 

interventions are used.  A flatter distribution reveals that many perceive interventions are 

used for the entire class, however a high number are neutral and some disagree. In 

addition, a tri-modal distribution indicates a spread in distribution for perceptions that 

interventions are used mostly for students with Learning Support Plans (M=5.77, 

SD=3.12).  

Chart 7.2 contains information about the effectiveness of the PLC framework. 

Participants indicated that they are good at working together to improve student learning 

(M=7.52, SD=2.66), and that the LNC regularly attends the PLC (M=8.42, SD=3.62).  

Note that 42.5% completely agree, 11.9% completely disagree, resulting in a higher SD.  

Participants felt that PLCs keep them focused (M=7.32, SD=2.90) and that PLCs assist in 

engaging in collective inquiry (M=7.32, SD=3.07) (flatter distribution, but peaking from 

neutral to agree (5-8).  A flat distribution revealed that participants have differing 

perceptions in response to planning for PLCs but are just too busy (M=4.91, SD=3.67).  
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Qualitative Data  

The questions designed to collect participantsô responses to the effectiveness of the PLC 

and RtI frameworks include: 

¶ What is the most valuable outcome of PLCs and the RtI framework? 

¶ Describe ways in which the PLC has been used for RtI. 

¶ In what ways is RtI used to impact student achievement? 

How have you provided RtI for students? 

¶ What is the most valuable outcome of PLCs and the RtI frameworks? 

¶ How has the PLC improved student learning? 

¶ In what ways is RtI used to impact student achievement? 

What strategies are used at your school to keep PLCs or the RtI framework going? 

¶ What have you noticed as the most valuable outcome of PLCs and the RtI 

frameworks? 

Themes from the data are included in Table 7.1 

 

Effectiveness of PLC and RtI Frameworks 

Focus on Student Support 

Provide Differentiation 

Depends on Teamwork 
 

Not Enough Supports at Tier 1 and 2 

Gap in Support at Tier 3 

Not Enough Time 

Table 7.1.  Effectiveness of PLC and RtI Frameworks 

Focus on Student Support: Participants felt that the RtI framework provides a structure 

of student support.  The system helps teachers (and administration) focus in on where 

students need help, and creates an opportunity for teachers to design strategies to help.  

Noted is that it is an excellent model to identify and help students, and its purpose is to 

assist as many students as possible that need it: ñIt is a clear structure to ensure students 

are seen for their supports. It creates accountability for everyoneéit is easy to show 

parents what the effects areò.  Also perceived was that the system is effective for students 

with minor gaps in their knowledge, but for larger gaps, it takes a long time, or 

sometimes doesnôt work.  Limitations mentioned are time, student motivation, and type 

of support provided.  Participants said more LNC support would be beneficial over tutor 

support, or possibly more extensive tutor training for explicit teaching strategies.  ñRtI 

ensures that all students experience some level of success in school and so that no one 

student gets left behind. I find it is working quite effectively in my classroom and in our 

school.ò 
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Provide Differentiation.  RtI is perceived as an effective system for differentiation.  

Perceived was that RtI is designed to provide appropriate instruction for all students, and 

for those who struggle, additional supports are to be available.  Differentiation is a 

common word at NLSD, and data from the surveys, interviews, and focus groups reveal 

that it is also a common working concept.  It is seen as a system designed ñto help 

students bridge the gap between what they know and what they should know at this stage 

of their school career. I think it is a good thing to keep trying to engage students in 

intervention, as some benefit greatly from one-on-one work.ò Voiced was that RtI gives 

students a space to learn at their own pace, because ñit makes it acceptable for them to 

work at the level they needò.  Also mentioned through 

interviews and focus groups was a realization of success. 

As teachers worked with RtI (especially Tiers 1 and 2), 

they found it to be very effective. Providing teachers with 

literacy and numeracy catalyst teachers as well as LNC 

support was viewed as key to the progress made over the 

past years.  

Depends on Teamwork.  The PLC and RtI frameworks are 

highly dependent upon a system of communication that is 

effective and responsive.  It requires teamwork - educators 

getting together to discuss data and opportunities for 

students to get the help that they need. This system ensures 

that ñno child slips through the cracks in the educational 

systemò because all in the school are aware of the studentsô 

needs.  It was noticed that was that PLCs and RtI were 

starting to move teachers out of their isolated classrooms to 

a collaborative model where all work together on issues.  

ñIt has allowed me to assist in helping students as part of a 

team approachò.  Teachers appreciated no longer working 

in isolation: ñNot to work in isolation is very important to 

me.ò  Working collaboratively means that time is set aside 

for teachers to meet ï a practice that is challenging to do 

otherwise: ñThey have allowed us to monitor studentsô 

progress more closely than we would have in the past and 

to discuss what steps we will take when student's aren't 

progressing. They have also brought us together for the 

purpose of collaborating and problem solving, looking for 

solution, sharing ideas and strategies.ò  Also appreciated 

was the opportunity to work on academics with 

administration ï something that was new to many.  

ñAll in all, I am very satisfied 

with the way that my principal 

and LNC have structured and 

implemented the NLSD 

Guided Reading Program and 

Numeracy Initiative. Our PLCs 

are becoming increasingly 

productive, and I believe our 

students will benefit from this.ò 

ñProviding students the 

supports they need to 

successfully achieve 

outcomes. As for 

effectiveness- students are 

definitely receiving some of 

the supports and interventions 

needed, but there is never 

enough time and manpower to 

be as effective as we would 

like.ò 

ñI am aware of ways to do Tier 

1 interventions, but finding the 

time to fit it in doesn't always 

happen. I need help 

implementing, not developing. 

Tier 1 is important to help all 

that struggle and that need 

some intervention in certain 

areas...At Tier 2 there is help 

from the LNC for those that 

tend to struggle on a more 

regular basiséTier 3 seems 

to be that impossible step. It 

seems impossible to get some 

students that you know need 

that daily help; to get them 

that assistance or help is 

outside of my control.ò 

 

. 
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Important to success was that schools were able to move the concept from theory to 

practice, and this was challenging at times: ñThese programs require teachers to be 

accountable for all of their students, and in theory provide supports for all students who 

show great need. I say 'in theory' because I feel that a lot of teachers go through the PLC 

and intervention motions without using them as effectively as possible. In my school, 

both Guided Reading and the Numeracy Initiative are closely monitored by the LNCs 

which is I think the main reason for their success. Our LNCs work hard to ensure that 

things are done properly and according to the timeline. If all teachers would buy in to the 

process and PLCs, the Community of Learners program would be very effective.ò  In this 

case, and in others, was evidence of a staggered sense of teamwork.  This evolved from 

disconnects between how interventions were intended to happen and instead of staff 

working together, students moved through a system of working with one teacher and then 

going to another with no communication in between.  This disconnect chipped away at 

the wholistic design of the system, and a silo-to-silo system taking its place.  The costs 

are high.  One teacher admitted that ñI don't really know if it is effective or not. The only 

thing I see is that the students go once and come back with a higher score on the math 

test. I don't know if that is all that is being done with them or notò.  

 

Not Enough Supports at Tiers 1 and 2.  Many 

respondents (interviews and focus groups) commented 

that RtI is developing throughout the division.  Since its 

inception, schools have come to use it in ways that show 

measurable benefit. Reported, however, was that more 

supports are needed at Tiers 1 and 2.  Teachers, LNC, and 

some administrators revealed increasing knowledge as to 

how to use RtI and PLCs to benefit students, but were 

quick to admit that the numbers of students requiring 

assistance often taxed the system, and made it less 

effective than it needed to be:  ñRtI helps students who 

need the extra assistance or differentiated instruction, but 

too many students need this assistance, which results in 

students getting intervention often months after a unit is 

over, and this seems counter productive.  Solving this 

problem was obvious to many.  Teachers, LNCs, and 

administrators requested more LNC supports.ò  Some of 

this bottleneck at Tier 2 was reported to be possibly 

because teachers were placing too many students at Tier 2 

because they didnôt have enough of a repertoire of Tier 1 

interventions: ñTeachers don't fully understand how 

students move from Tier 1 to Tier 2 and they are placing 

ñI feel that the RtI model is 

wonderful in theory, but it is 

unrealistic in terms of having 

enough man-power or hours in the 

day to deliver it effectively.ò 

ñThe purpose of RtI is for students 

to receive the supports they need 

in order to be successful at their 

personal level while trying to 

assist them in becoming grade 

level academic achievement. I find 

that in my school it is a process 

that has come a long way in the 

past few years BUT has a long 

way to go. We need more people 

who can help students in this 

area...maybe even hiring some 

Teacher Assistants (not Tutors) 

for some classrooms. Then that 

way they are not designated to 

one student but can work with 

many. Like I said we need more 

time, people and support from 

division and gov't to make the RtI 

successful!!!ò 
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way too many students into Tier 2 expecting that LNCs will work with them and then 

they don't have to work with these students in the classroom because the LNC is working 

with them.ò  Better communication and understanding is required. 

In addition, because RtI and PLCs are being discussed throughout the division, a ópull upô 

effect is developing in the high schools, where high school teachers are wanting more at 

the secondary level: ñAs far as the high school students in our school, the RtI program is 

extremely underused. Currently there are no students in my courses who have a learning 

support program that I am aware of. I do try to use interventions in the classroom (which 

I suppose would be considered tier 1) when I personally notice students who are falling 

behind or need help with a conceptò.  

Gap in Support at Tier 3: As stated above, educators in the division have moved the RtI 

initiative forward and have addressed many issues in order to benefit students, but 

especially emphasized was a gap at the Tier 3 level.  Data gathered from surveys, 

interviews, and focus groups revealed evidence that the Resource supports are largely 

absent from the PLC and RtI processes.  Although some schools were the exception, 

supports from the Resource area were perceived as largely ineffective, resulting in a stall 

at Tier 3. Perhaps this is due to requirements of the resource teachersô jobs, perhaps due 

to different role perceptions, or perhaps its due to lack of communication between the 

division and schools, or within the schools.  Nonetheless, the result is a gap at tier 3. The 

following quotes tell the story: 

ñI have not experienced Math interventions as a result of low test marks from my 

students' math tests. I have worked with LNC to do key math assessments on up to 

8 of my 21 students. Tier 2 intervention has been somewhat effective in the 

classroom, as many students are now on LSP's. Tier 3 support has not been as 

effective as it can be, as the Resource Teacher has been absent for quite some 

time. In order for this program to be effective in schools, effective communication 

needs to take place between the classroom teacher, LNC, Resource Teacher, and 

Administration (as well as any tutors or additional support staff).ò 

ñRTI helps provide a framework for who/what/when a student needs support in 

their learning. Its effectiveness has been extensive in tier 1 and 2, however, I feel 

we lack in our ability to fully support tier 3 students.ò 

ñStudents put into tier III lose intervention from tier II.ò 

ñI find that the Tier 1 and Tier 2 are effective. However, the Tier 3 are almost 

never dealt with. Our special Ed department is too busy filling out paperwork to 

interact with students and aide teachers.ò 

ñI do not see a lot of work being done in the third tier.ò 
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ñGenerally it seems the resource teacher's jobs have changed to be a more 

administrative position. RtI seems to put more onus on the teacher when more 

support is needed.ò 

ñThe purpose of RtI is to provide appropriate instruction for all of our students. 

Part of that model requires supports from Student Services. Our school division 

struggles, I think, to provide those supports in a consistent manner.ò 

ñThe RtI model is fantastic, however; speaking from a school/LNC perspective, it 

is frustrating because when students are not succeeding in my Tier 2 

interventions...they do NOT go to Tier 3. I have no support from the Resource 

Teachers at my school. There are about 3-4 students who have maxed out in 

interventions with me, and I have asked for support and some type of 

programming from special ed and was denied...so the student is with me for the 

year, struggling and I do not have the expertise nor the time to address the gaps 

the student's have (we are talking 6-7 years of gaps).ò 

ñLNCs and Resource seem to work in 2 different worlds. Resource doesn't seem to 

have any idea of how to get students support that I feel they need. Resource 

doesn't seem to want to work with the identified students. They seem to be doing a 

lot of paperwork, but to what extent I don't know.ò 

ñMovement into Tier three leaves horrific holes in programming and leaves 

teachers with more questions to ask than answers and support given. Tier two 

intervention disappears, and suddenly the weakest members of our staff are given 

to the students who struggle the most. Extremely problematic. Our Tier two 

students work with LNC who helps develop programming for them in numeracy. 

Our tier 3 students receive no such support.ò 

Not Enough Time.  Participants reported that the RtI and PLC 

frameworks are effective, but that teachers and LNCs donôt have 

enough time to complete all of the interventions that students 

need.  This was noticed across the board, but especially 

regarding the math initiative.  As a result, teachers reported 

resentment to having to fill out paperwork when they donôt have 

enough time to spend with students: ñI would like to see the 

required time limit/paper work to be less. I find that the child 

who really needs help has to wait far too long and doesn't get 

help fast enoughò, while at the same time noting that more time 

would allow schools to address more interventions as well as the 

reporting mechanisms: ñI think it would be very effective if we 

had more time and personnel to work with students who need it 

ñRtI is effective but time is 

usually our enemy; 

especially in math.ò 

ñMost students at one time or 

another will need intervention 

help with some of their work. 

The trick is always lack of 

time. We do our best as a 

team to get the help out as 

quickly and as specific as 

possible.ò 

ñI see the RTI model as a 

way to help our students at 

all levels. However, I feel like 

we do not have enough time 

in a day to help all the 

students that require help.ò 

We need to meet regularly to 

discuss what is happening 

and this is not happening in 

our school. ñ 
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most.ò  Also reported was that there wasnôt enough time for the LNC to do the work, and 

as a result, teachers perceived the LNC as helping some and not others: ñMake LNCôs 

accountable to their time and work with ALL students. Not be tutors to certain classes. 

Work in all of them.ò 

Stressful for the Teacher.  Some participants said that RtI and PLCs move the focus of 

the problem away from its source and onto the teacher.  Struggling with the initiatives, 

one teacher communicated that his perception is that the purpose was not to help students, 

but to cause stress. ñThe purpose of RtI was to create more stress for teachers and place 

roadblocks in front of students who actually need more help, by placing the onus on 

teachers to prove that they have helped. RtI rapidly became about teacher accountability 

and not about student achievement. While they are not mutually exclusive, and not both 

important, the focus on teacher accountability actually decreased teaching effectiveness.ò  

Teachers reported that they are unable to meet the needs of all students, but are feeling 

stuck between doing what they know the students need (even if at a slower pace) and 

what the division is calling for, so some may resort to a survival tactic: ñThe numeracy 

initiative of timelines is very stressful on teachers and students are not understanding or 

retaining the information being taught to them. They don't have enough time to explore 

and understand each topic. Plus with the time constraints, teachers are starting to 'teach to 

the test' and cutting out lessons that are not on the NLSD assessment tests.ò  Depending 

on how RtI is structured in the school, also reported was that the initiatives cause stress 

for the LNC teachers: ñI feel that the onus is often put on the LNCs to be accountable for 

interventions, which is unrealistic with all of their responsibilities.ò  In addition, some of 

the new teachers reported that they were not provided with enough information, and felt 

stressed that they didnôt understand: ñI have been here for two years. If I didn't know 

what RTI was from other school, I would have no idea. NLSD has provided me with 

absolutely no PD around thisò. 

Section 7 Summary.  The effect of the reading and math initiatives were perceived to be 

the highest among all initiatives, seconded by RtI and the PLC. 

The PLCs and RtI frameworks were deemed both effective for some reasons, and 

ineffective for others.  They were perceived as effective due to their focus on student 

support, differentiation, and teamwork, but they were perceived as ineffective because 

there are not enough supports at Tiers 2 and 3, there is a gap in support at Tier 3, there is 

not enough time available to do the work required, and it is perceived as stressful for the 

educator. 
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Section 3.  Implications 

 

1. The NLSD BCOL initiatives received positive perceptions overall, however, not all 

participants were aware of the strengths and appropriateness of the initiatives given the 

context of the division and people it serves.  Given the high turnover of staff and the 

promise of the BCOL, directed, purposeful, and consistent communication ought to be 

created and shared throughout the division and its communities. 

 

2. The most important work of senior administration is to communicate a consistent, 

directed message for all NLSD staff.  It is recommended that NLSD engage in an 

authentic vision-setting exercise, followed by the creation of principles, which ought to 

serve and guide their work.   Subsequently, all decision-making and initiatives should be 

aligned to the vision and principles rather than to the people and positions, serving as a 

model for all decision-making and initiatives at the school level.  

 

3. Educators working for NLSD are certified professionals, trained to make professional 

judgements and decisions.  Provisions ought to be clearly articulated through the BCOL 

to ensure that its purpose and integrity are maintained, but also to ensure that teachers do 

not abandon their professional judgement in order to meet initiative requirements. 

 

4. The Professional Learning Community construct was reported to be an integral part of 

the perceived success of BCOL despite its dual role and variations in its 

conceptualization and execution.  NLSD ought to instead consider using data walls for 

the reporting and collection of data, and consider the primary function of the PLC as an 

opportunity for teachers to dialogue and capitalize on collaboration and teacher learning.  

NLSD ought to also consider increasing PLC time. 

 

5. Administrators and supervisors were reported as significantly advantageous to the 

BCOL initiative when they were involved in the PLC process.  NLSD should consider 

immersing all administrators in authentic PLC and action research training, and require 

that they participate as committed and fully participating members of PLCs. 

 

6. While participants in this study reported that the NLSD Numeracy Initiative was 

challenging, most indicated that it would be a mistake to lose them, but instead suggested 

that they be revised.  NLSD ought to revise the Numeracy Guidelines and Assessments to 

better reflect the context of the learners and the outcome-based curriculum.  The 

Assessments must also be reviewed on a regular basis, with yearly changes being 

reported to the schools. 
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7. Collegiality and learning together are pillars of the BCOL.  NLSD senior staff and 

school administrators must ensure that the role of the LNC is collegial and not perceived 

by teachers as supervisory. 

 

8. Collegiality and learning together are pillars of the BCOL.  LNC teachers ought to 

want to work with teachers, engage in collaborative teaching practices and problem 

solving, and serve as strategy catalysts in order to best take advantage of the promise of 

BCOL. 

 

9. The success of BCOL is dependent upon the contribution of everyone in the school.  

Resource teachers were perceived to be absent in BCOLôs execution, despite being 

experts in their field.  The role of the Resource teacher ought to capitalize on their 

expertise, and ought to include that of supporting teachers in the classroom by providing 

active, sustained, and engaging instruction for students who are referred for Tier 3 

interventions despite the outcomes of the referrals. 

 

10. The success of BCOL is dependent upon the contribution of everyone in the school.  

Resource teachers were largely absent in BCOLôs execution.  The role of the Resource 

teacher ought to include training and co-teaching with tutors to ensure that they 

understand the depth of the strategies required for instruction at Tier 3. 

 

11. NLSD experiences high teacher turnover from year to year due to various factors.  

Even though training is provided for staff, some consultants and educators perceived that 

it is not enough.  NLSD ought to invest in consistent teacher training for BCOL through 

consultant support, rather than rely on LNCs for training. 

 

12. The BCOL made teachers aware of the need for differentiation, however teachers 

wanted more training in differentiated instruction related to both Reading and Math.  

NLSD ought to provide targeted professional development in areas requested by teachers 

(through their PLCs) in order to best serve the needs of teachers and students in the 

school. 

 

13. Educators, students, and parents praised the book rooms supporting the Guided 

Reading program.  Continued efforts ought to be made to ensure that the books are 

culturally and contextually relevant. 

 

14. Hearing about the success of the initiatives within BCOL created a demand for the 

initiatives and resources at the high school level.  Resources ought to be sought in order 

to support the BCOL for both Numeracy and Literacy at all grade levels. 
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15. Parents and community members lauded NLSD for providing parents and community 

members the opportunity to share their opinions.  It was a strong indicator of value and 

trust.  NLSD and schools should make it a priority to collect opinions in ways that make 

the parents and community members feel welcome and comfortable, and then ought to 

make changes and celebrate changes based on those opinions.  

 

16. Parents and community members are a critical part of student achievement.  NLSD 

should consider broad, innovative, and intensive community engagement initiatives 

targeted at reciprocal understanding and service. 

 

17. NLSD families, parents, and communities are an integral part of studentsô education.  

NLSD schools ought to take the lead in directed community-engagement initiatives that 

reach out and are family-centric versus school-centric.   

 

18. NLSD and NLSD schools ought to take the initial lead in engaging community 

organizations in cross-organizational initiatives to better support families. 

 

19. Parents and community members in those communities which frequently celebrated 

student success by giving books and educational prizes to students which further supports 

the initiatives ought to continue that practice. 

 

~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ 
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For each item indicate how strongly you agree on a scale of 0 (completely disagree) to 10 

(completely agree). SELECT n/a IF NOT APPLICABLE.   

Section 1  

1. I have a strong understanding of the components of a balanced literacy program. 

2. I have a strong understanding of modeled, shared, and guided approaches to instruction. 

3. I have a strong understanding of the NLSD Guided Reading Assessment Guidelines. 

4. I have a strong understanding of the NLSD Math Assessment Guidelines. 

5. I have a strong understanding of how PLCs fit with the Response to Intervention (RTI) 

framework in NLSD. 

6. I have a strong understanding of how to provide interventions to students who require 

extra time and support. 

7. I have a strong understanding of the role of the LNC teacher in supporting math and 

reading achievement.  

8. I have a strong understanding how the Saskatchewan Curriculum relates to the literacy 

and numeracy initiatives.   

9. The data generated from guided reading provides me with information that I use in my 

ongoing practice. 

10. The data generated from the Common Numeracy Tests provide me with information that 

I use in my ongoing practice. 

11. Guided reading helps me prioritize areas of instruction in my classroom. 

12. The Common Numeracy Tests help me prioritize areas of instruction in my classroom. 

13. Guided reading assessment gives our PLC data for communicating about teaching and 

learning. 

14. Common Numeracy Tests give our PLC data for communicating about teaching and 

learning. 

15. Guided Reading is a key instructional approach I use in my classroom. 

16. I use a recommended major integrated resource (MIR) in ELA instruction (Collections or 

Cornerstones or Nelson Literacy or Crossroads or Sightlines) 

17. Math Makes Sense or Math Focus are the central resource in my classroom. 

18. The NLSD Numeracy Guidelines and Timeline are used in my classroom.  

19. I have to adapt the NLSD Numeracy Guidelines and timeline in order to use them in my 

classroom.  

20. The resources and supports necessary to implement the math Learning Support Plans are 

sufficient. 

21. There are sufficient leveled books available for guided reading instruction. 

22. The data provided by Guided Reading are instructionally valuable and relevant.  

23. The data provided by the Common Numeracy Tests are instructionally valuable and 

relevant. 

24. The Guided Reading data assist me in the development of appropriate interventions. 

25. The Common Numeracy Tests assist me in the development of appropriate interventions. 

 

In what ways have the Guided Reading Program and the NLSD Numeracy Initiative been the 

most valuable for your work as an educator? 
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Section 2 

 

1. Literacy has improved in my school as a result of Guided Reading. 

2. Literacy has improved in my school as a result of the leveled texts and book rooms. 

3. Numeracy has improved as a result of the use of Math Makes Sense / Math Focus. 

4. Numeracy has improved as a result of the use of the NLSD Guidelines and timeline. 

5. All studentsô literacy levels are assessed through Guided Reading assessments 
(running records and comprehension). 

6. Only students who are at risk for literacy are assessed through the Guided Reading 

assessments. 

7. Guided reading in small groups is a way to differentiate instruction for students. 

8. All studentsô numeracy skills are assessed through the major integrated resources and 
the NLSD Common numeracy chapter tests. 

9. Only students who are at risk for numeracy are assessed through the major integrated 

resources and the NLSD Common numeracy chapter tests. 

10. PLCs assist me with planning intervention in literacy to improve student 

achievement. 

11. PLCs assist me with planning intervention in numeracy to improve student 

achievement. 

12. Differentiation through planned interventions has helped my students achieve. 

 

What, in your opinion, is the impact of the Guided Reading program and the NLSD Numeracy 

Initiative on student achievement? 
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Section 3 

 

1. Reading and/or math interventions for identified students occur in our school. 

2. I receive sufficient division support for the guided reading. 

3. I receive sufficient division support for the math program and assessment. 

4. The time that is set aside for PLCs is appropriate for us to discuss best practices and 

plans for interventions. 

5. The time that is set aside for PLCs is too short for us to discuss best practices and 

plans for interventions. 

6. The time that is set aside for PLCs is too long for us to discuss best practices and 

plans for interventions. 

7. The assessments available in the Math Makes Sense /Math Focus resource as well as 

the NLSD common assessments are sufficient for the instruction of numeracy in my 

classroom.   

8. We need more resources for adequate instruction of numeracy in my classroom. 

9. I received sufficient support in understanding how to enter assessment data and track 

student progress on the divisionôs database. 

10. I received sufficient support to implement math Learning Support Plans. 

11. Our school administration is integrally valuable in the development of PLCs in our 

school. 

12. Our school administration is integrally valuable in the delivery of guided reading in 

our school. 

13. Our school administration is integrally valuable in the improvement of math 

instruction in our school. 

14. The role of the LNC teacher is integrally valuable in supporting reading interventions 

planned in the PLC. 

15. The role of the LNC teacher is integrally valuable in supporting numeracy 

interventions planned in the PLC. 

16. Division personnel are integrally valuable in the development of PLCs in our school. 

17. Division personnel are integrally valuable in the development of guided reading in 

our school. 

18. Division personnel are integrally valuable in the improvement of math instruction in 

our school. 

 

What supervisory or administrative practices best help you in the implementation of the Guided 

Reading or Numeracy Instruction? 
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Section 4  

 

1. I have a strong level of expertise with the Guided Reading Assessments. 

2. I need to learn more about how to assess Guided Reading. 

3. I use the data generated from the NLSD common math tests to construct 

interventions for students. 

4. The time involved in tracking student achievement in guided reading is appropriate. 

5. Tracking student achievement in guided reading is too time-consuming. 

6. The time involved in tracking student achievement in guided reading is appropriate. 

7. Tracking student achievement in math is too time-consuming. 

8. I collaborate with LNC teachers and other teachers when analyzing the data. 

9. Our schoolôs professional development focuses on teaching and learning data. 

10. Sufficient time is provided to facilitate collaborative work in our school. 

11. Our staff has the opportunity to analyze data and share the results of our practices. 

12. Guided reading assessments are used to inform instruction in the classroom. 

13. Common math assessments are used to inform instructional decisions in the 

classroom. 

14. I am a better teacher as a result of using student achievement data. 

15. I learned more about my students as a result of the guided reading data that I collect. 

16. I learned more about my students as a result of the math data that I collect. 

17. My teaching practices have changed as a result of guided reading. 

18. My teaching practices have changed as a result of the math assessments. 

19. I learned more about what I need to work on as a result of math data. 

20. I use interventions to assist students at risk.  

 

Describe the extent that student assessment data impact your work. 
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Section 5 

 

1. Student learning data is discussed during every PLC meeting.   

2. Teaching and learning decisions in our school are made in alignment with student 

learning data. 

3. PLCs are too restricted to give time to analyze data. 

4. I prefer to analyze data on my own. 

5. I prefer to analyze data in my PLC. 

6. It would be easier for me to teach if we didnôt have PLCs. 

7. Opportunities are provided for staff members to discuss student learning data during 

PLC meetings. 

8. Our PLCs meet regularly and consistently. 

9. A collaborative PLC process exists for us to share student learning data. 

10. We keep track of minutes in our PLCs. 

11. We stick to the tasks and duties listed in the minutes. 

12. We plan to stick to the duties in the minutes, but it is often difficult. 

13. Time is provided to facilitate data analysis during the PLC meeting times. 

14. Our PLC is time set aside to collaboratively analyze multiple sources of data. 

15. All members of the PLC(s) ensure that commitments from the meetings are fulfilled. 

 

 

Describe your PLCôs skillfulness in using data to inform teaching. 
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Section 6 

 

1. All of my students benefit regularly from guided reading instruction. 

2. My students have too many challenges to benefit from guided reading instruction. 

3. All of my students benefit regularly from using Math Makes Sense/ Math Focus 

instruction. 

4. Most of my students benefit from the Math Makes Sense/ Math Focus without 

additional help. 

5. Students on Learning Support Plans benefit from an individualized math program. 

6. My studentsô needs are too varied to benefit from the guided reading program. 

7. My studentsô needs are too varied to benefit from Math Makes Sense/ Math Focus. 

8. Student attendance is a barrier to literacy and numeracy achievement. 

9. Studentsô lack of prerequisite skills are a barrier to literacy and numeracy 
achievement. 

10. Student transiency is a barrier to literacy and numeracy achievement. 

11. Student commitment is a barrier to literacy and numeracy achievement. 

12. Curriculum needs to be addressed before literacy can be improved. 

13. Curriculum needs to be addressed before math achievement can be improved. 

14. Other barriers to learning need to be addressed before literacy can be improved. 

15. Other barriers to learning need to be addressed before math can be improved. 

 

 

List / describe any barriers that you perceive exist in your studentsô ability to achieve in literacy 

and math. 
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Section 7 

 

1. The RtI framework helps me focus on students who need more assistance. 

2. We are very good at collective inquiry. 

3. We need to get better at engaging in collective inquiry. 

4. Interventions are used mostly for students with Learning Support Plans. 

5. Interventions are used for my entire class. 

6. The PLC helps me mostly with whole class instruction. 

7. The PLC helps me mostly with individual interventions. 

8. I have a strong level of expertise in using the resources available to support a 

balanced literacy instructional program. 

9. Our PLCs keep me focused on what I need to do for all learners. 

10. Our PLCs keep me focused on what I need to do for struggling learners. 

11. Our school uses PLCs to determine which students are struggling to meet outcomes. 

12. We plan for PLCs but are sometimes just too busy. 

13. PLCs assist us in engaging in collective inquiry on issues of teaching and learning. 

14. Interventions would work if we just had more time. 

15. The NLSD common reading/math assessments are a large part of our PLCs. 

16. The NLSD common reading/math assessments are a large part of our RtI work. 

 

Describe what you see as the purpose of RtI and your perception of its effectiveness in your 

school or classroom. 
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General Questions  

 

1. Grade(s) I am currently teaching (mostly k-3, 4-6, 7-9, 10-12) 

2. Percentage employed (100, 75-90, 50-74, 25-49, less than 25%) 

3. Years teaching experience  - 1-2; 3-5; 6-10, 11-15; 16-20; 20+ 

4. Number of other teachers in school  - 0-5; 6-10; 11-15; 16-20; 20+ 

5. Number of other teachers in my PLC ï 1-3; 4-6; 7-9; 10+ 

6. Type of school (k-12; k-8, 9-12) 

7. Frequency of PLCs (about once per week, twice a month, once every three weeks, once a 

month, once every two months, less than once every three months) 

8. Experience with PLCs new to PLCs, been in 1-2 PLCs before, been in 3 or more PLCs 

before 

9. Experience with RtI new to RtI, 1-2 years experience with RtI, 3 or more years 

experience with RtI 

 

 

 

Please add anything else that you would like to say about the Building a Community of Learners 

(BCOL), Guided Reading/Numeracy Assessments & Instruction, Major Integrated Resources, 

PLCs, or RtI. 
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Teacher Focus Group Question Guide ï Semi-Structured 

 

Perceived effectiveness questions: 

How effective is Guided Reading in improving teaching and learning? 

How effective is the NLSD Numeracy initiative in improving teaching and learning? 

What is the most valuable information that you have gotten from the Guided Reading?  

What is the most valuable information that you have gotten from the NLSD Numeracy initiative? 

What would add to its value? 

How effective are PLCs in facilitating dialogue on best practice? 

 

Perceived impact on student achievement questions: 

What impact has guided reading instruction and assessment had on student achievement? Describe. 

What impact have Math Makes Sense/Math Focus or the common numeracy assessments had on student 

achievement? Describe. 

What features of Guided Reading have the greatest effect on student achievement? 

What features of the NLSD Numeracy Initiative have the greatest effect on student achievement? 

 

Supervisory and administrative practices questions: 

What level of support have you received to implement Guided Reading? 

What level of support have you received to implement the NLSD Numeracy initiative, including Learning 

Support Plans? 

What supports and monitoring do you consider essential in the implementation and maintenance of 

balanced literacy, including Guided Reading and curriculum-based math instruction? 

What supports and monitoring do you consider essential in using leveled books and MMS/MF? 

How have you increased your assessment knowledge/expertise? 

What supports are essential in the function and purpose of PLCs? 

 

Extent data is used to inform instruction questions: 

How have you used data to inform instruction? 

How is guided reading data used in your PLC?  To improve instruction and learning? 

How have you used the numeracy assessments to inform instruction? 

How well do the math assessment guidelines / timeline help in your work? 

 

Extent student achievement data drives PLCs: 

What are the main functions of the PLC(s) in your school? 

In what ways has guided reading data / Math assessment data driven your PLC(s)? 

What are the challenges in using data in PLCs? 

What is generally discussed in PLCs? 

 

Perceived barriers questions: 

What are some challenges to doing Guided Reading? Math instruction? 

What are some challenges in using NLSD Common Reading Assessment (running records and 

comprehension)? NLSD Common Math Assessment? 

What are the challenges or hurdles in participating in PLCs? 

What are barriers to the effective use of RtI? Challenges in providing interventions? 

 

Perceived effectiveness of PLCs and RtI frameworks: 

What is the most valuable outcome of PLCs and the RtI framework? 

Describe ways in which the PLC has been used for RtI. 

What is your role in PLCs/ intervention? Role of the LNC teacher? Resource teacher? Administrator? 

In what ways is RtI used to impact student achievement? 

How have you provided RtI for students? 
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LNC, Resource Room, and Consultants Focus Group Question Guide ï Semi-Structured 

 

Perceived effectiveness questions: 

How effective is Guided Reading in improving teaching and learning? 

How effective is the NLSD Numeracy initiative in improving teaching and learning? 

What is the most valuable information that teachers have gotten from the Guided Reading? 

What is the most valuable information that teachers have gotten from the NLSD Numeracy Initiative? 

What would add to its value? 

How effective are PLCs in facilitating dialogue on best practice? 

 

Perceived impact on student achievement questions: 

What impact have guided reading instruction and assessment had on student achievement? Describe. 

What impact has numeracy instruction and assessments had on student achievement? Describe. 

What features of the Guided Reading have the greatest effect on student achievement? 

What features of the NLSD Numeracy Initiative have the greatest effect on student achievement? 

 

Supervisory and administrative practices questions: 

What level of support have you received or provided to implement Guided Reading interventions? 

What level of support have you received or provided to implement Numeracy interventions? 

What level of support have you received or provided to implement math Learning Support Plans? 

How are you conducting the intensive interventions? 

What types of progress have these interventions made? 

How have Learning Support Plans impacted your work? 

How have you increased your assessment knowledge/expertise? 

What challenges have you encountered in supporting the Guided Reading/Numeracy? 

 

Extent data is used to inform instruction questions: 

How have you used data from Guided Reading assessments to help inform instruction? 

How have you used data from the NLSD Numeracy initiative to help inform instruction? 

How have you seen guided reading data used in PLCs?  To improve instruction? 

How have schools used the numeracy assessments to inform instruction? 

 

Extent student achievement data drives PLCs: 

In what ways has student achievement data driven school PLCs? 

In what ways has student achievement data informed your work? 

To what extent is guided reading data used in PLCs?  Math assessment data? 

 

Perceived barriers questions: 

What are some challenges to doing Guided Reading? Math instruction? 

What are the challenges to using Guided Reading assessments? Math assessments? 

What are the challenges or hurdles in your participating in PLCs? 

What are the challenges in using data in PLCs? In your work? 

What are barriers to the effective use of interventions (in RtI?) 

 

Perceived effectiveness of PLCs and RtI frameworks: 

In what ways have you seen RtI used to impact student achievement? 

What is your role in RtI? Role of the LNC teacher? Resource teacher? Administrator? 

In what ways is RtI used to impact student achievement? 

How have you provided RtI for students? 
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Parent Focus Group Question Guide ï Semi-Structured  

 

Perceived effectiveness questions: 

What have you heard / noticed about reading and math instruction at school? 

Have you heard of Guided Reading? How? 

Have you heard of Math Makes Sense / Math Focus? How? 

What is being asked??  

 

Perceived impact on student achievement questions: 

Have you noticed any changes in the way children are taught reading or math at school? Describe. 

What do you anticipate the benefits to your child might be? 

How might a high quality reading and math program influence the broader community? 

What do you think schools and teachers might do with the information from reading or math assessments? 

Do you have any concerns about guided reading or math assessments taking place at the school? 

Have you brought up any concerns about reading, math, or your childôs learning at school? Who did you 

see? Were your questions answered? 

 

Extent data is used to inform instruction questions: 

Were you informed about guided reading or math improvements happening at the school? If so, how did 

you find out? What did you learn? 

Are you aware of the schoolôs efforts to celebrate student progress in reading and math? 

Have you received any information / data / reading levels or math levels from the school? 

Have you been involved in improving reading or math at school? If so, how? 

 

Perceived barriers questions: 

What are some challenges, if any, to student reading achievement? 

What are some challenges, if any, to student math achievement? 

What are some challenges to using reading or math assessments at school? 

 

Perceived effectiveness of PLCs and RtI frameworks: 

 

What kinds of supports have the children here received for their learning? 

What else would help? 
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Appendix C: Interview Questions  
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Principal/Administrator Interview Question Guide ï Semi-Structured 

 

Perceived effectiveness questions: 

How effective is Guided Reading in improving teaching and learning in your school? 

How effective is the NLSD Numeracy Initiative in improving teaching and learning in your school? 

What is the most valuable information that you have gotten from the Guided Reading? 

What is the most valuable information that you have gotten from the NLSD Numeracy initiative? 

What would add to its value? 

How effective are PLCs in facilitating dialogue on best practice? 

 

Perceived impact on student achievement questions: 

What impact has guided reading had on student achievement? Describe. 

What impact has the numeracy initiative including the common numeracy assessments had on student 

achievement? Describe. 

What features of the Literacy Initiative, including Guided Reading have the greatest effect on student 

achievement? 

What features of the NLSD Numeracy Initiative have the greatest effect on student achievement? 

 

Supervisory and administrative practices questions: 

How have you designed the PLC structure(s) in your school? Describe the schedule. 

How are the minutes completed? Adhered to?  

How do you maintain the master schedule of Interventions? 

What level of support have you received or provided to implement the BCOL? 

What supports and monitoring do you consider essential in the implementation and maintenance of guided 

reading? Math instruction? 

How have you increased your assessment knowledge/expertise? 

What supports do you provide that are essential in the function and purpose of PLCs? 

 

Extent data is used to inform instruction questions: 

How have you used data from Guided Reading to guide your work as a school leader? 

How have you used data from the NLSD Numeracy initiative to guide your work as a school leader? 

How is guided reading data used to inform instruction?   

How has your school used the numeracy assessments to inform instruction? 

 

Extent student achievement data drives PLCs: 

In what ways has student achievement data driven your PLC? 

What are the challenges in using data in PLCs? 

To what extent is guided reading data used in PLCs?  Math assessment data? 

What do teachers generally discuss during PLCs? 

 

Perceived barriers questions: 

What are some challenges to using Guided Reading? Math assessment? 

What are the challenges or hurdles in your participating in PLCs? 

What are barriers to the effective use of RtI? 

 

Perceived effectiveness of PLCs and RtI frameworks: 

What is the most valuable outcome of PLCs and the RtI frameworks? 

How has the PLC improved student learning? 

In what ways is RtI used to impact student achievement? 

What strategies are used at your school to keep PLCs or the RtI framework going?  
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Superintendents and Director Interview Question Guide ï Semi-Structured  

 

Perceived effectiveness questions: 

How has the incorporation of the BCOL impacted your work as a senior leader? 

What is the most valuable information that you have gotten from the BCOL? 

What would add to its value? 

From your perspective, how effective are PLCs at NLSD? 

 

Perceived impact on student achievement questions: 

How have you noticed the BCOL/Guided Reading/NLSD Numeracy initiative impact student achievement? 

What features of the BCOL have you noticed have the greatest effect on achievement? 

What types of impact are recorded on the RtI forms submitted to central office? 

What types of successes are reported as outcomes of the action on the forms? 

 

Supervisory and administrative practices questions: 

What are the most significant supports that you provide for the BCOL? 

Have you had to increase your assessment knowledge/expertise? How did you do it? 

What challenges have you encountered in supporting the BCOL? 

 

Extent data is used to inform instruction questions: 

How have you used data from the BCOL to help inform/direct schools? 

How is student learning data driving the work of Central Office?   

How have you noticed student learning data driving the work of schools? 

 

Extent student achievement data drives PLCs: 

In what ways has student achievement data driven school PLCs? 

From the forms and reports that you receive, how do you perceive achievement data is used to drive PLCs? 

 

Perceived barriers questions: 

What are some challenges to implementing the BCOL? Guided Reading? Math assessment? 

When you can, what are the challenges or hurdles in your participating in PLCs? 

What are the challenges for schools to use data? 

What are barriers to the effective use of RtI? 

 

Perceived effectiveness of PLCs and RtI frameworks: 

What have you noticed as the most valuable outcome of PLCs and the RtI frameworks? 

In what ways have you seen RtI used to impact student achievement? 

What strategies do you provide for schools to keep PLCs or the RtI framework going? How are PLCs 

discussed at forums and meetings? 

 


