
 
 

 
 

 

 

 

 

 

 

 

Formative Assessment of the Implementation of  

Saskatchewan Reads 

 

Final Report (Extended Version) 

Presented to the Ministry of Education 

 

 

 

 

 

Jim Jutras, Ph. D.  

 

January 31, 2017 



 
 

 
 

 



 
 

 

Table of Contents 

Acknowledgements ..................................................................................................1 

Introduction ..............................................................................................................2 

Methodology ............................................................................................................3 

General Findings ......................................................................................................4 

 Progress to Date ...........................................................................................4 

 Value and Impact of Saskatchewan Reads ..................................................5 

 Challenges to Implementation .....................................................................5 

In-Depth Findings and Recommendations for Next Steps ......................................9 

1. A More Powerful Coherent Teaching Practice ............................................9 

  Overall Classroom Practices .................................................................10 

  Learning Classroom Environments .......................................................10 

 Assessment ............................................................................................11 

 Gradual Release of Responsibility ........................................................12 

 Interventions ..........................................................................................13 

2. Value and Impact of Saskatchewan Reads ................................................15 

 

3. Focus and System Alignment ....................................................................17 

 

4. Leaders of Learning ...................................................................................20 

 

5. Shared Beliefs and Efficacy .......................................................................23 

 

6. Teachers’ Professional Learning................................................................24 

 

7. Collaborative Professional Communities ..................................................27 

 

8. Data to Improve Teaching, Learning & Implementation ...........................29 

 

9. Address All Elements of Implementation ..................................................32 

 

10. Develop a Provincial Perspective ..............................................................32 

 

 Conclusion ...........................................................................................................34 

 



 
 

 
 

References ...........................................................................................................35 

Appendix A: Considerations for Future Formative Assessments ..........................38 

Appendix B: Timeline for the Development of Saskatchewan Reads ...................39 

Appendix C:  Saskatchewan Reads Implementation Rubrics ................................41 

 

 

 



 
 

1 
 

Acknowledgements 

 

This study was made possible by the contributions of members of the Provincial Reading 

Team and the Provincial Administrator Reading Team who participated in the 

development of the rubrics used in the collection and analysis of data.  A great debt is 

also owed to the leaders from each of the three school divisions who facilitated and 

coordinated this study in their respective school divisions.  Such a study would not have 

been possible without the generous cooperation of teachers, principals, and division 

leaders who allowed the researcher to explore their worlds and who took the time to share 

their perspectives on the implementation of Saskatchewan Reads.  Ministry staff, 

members from the Priority Action Team, offered invaluable support at many different 

stages in this work.  Thanks to all! 

 

Jim Jutras, Ph.D.  

 

 

 

 

 

 

Two Versions of this Report 

This formative assessment study is reported in two versions for two different audiences.  

The briefer executive version features a concise description of this study, the general 

findings of the study, and 10 recommendations for the consideration of members of the 

Ministry’s staff, the Provincial Leadership Team, and others in senior leadership 

positions.  

This extended version parallels the executive report in organization, but adds a detailed 

description of the findings as well as additional exemplars and sub-recommendations.  It 

provides a clearer connection between the findings and the recommendations.  This 

longer version is likely of interest to Ministry staff and those who lead division level 

reading teams.  
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Introduction 

This formative assessment study of the implementation of Saskatchewan Reads is 

intended to inform the next steps in bringing Saskatchewan Reads to life across the 

province.  It focuses upon the efforts of three school divisions and provides information 

regarding the progress made in the first year of Saskatchewan Reads implementation.  As 

an appreciative inquiry, this study has found, analyzed, and described exemplary 

practices that might be replicated.  It has also identified significant challenges to be 

addressed as well as determined the value and impact of Saskatchewan Reads to date.  

This extended version of the report offers a detailed description of the findings as well as 

additional exemplars (Shine a Light) and sub-recommendations for consideration of the 

Ministry and the leaders of division reading teams.  A briefer executive version of this 

report appears in a separate document.  Considerations for developing future formative 

assessments of Saskatchewan Reads for Administrators and other related initiatives are 

included in Appendix A.  

 

Saskatchewan Reads has its roots in the provincial government’s Saskatchewan Plan for 

Growth, Vision 2020 and Beyond (2012) that outlined a clear goal for reading 

achievement.  “By June 2020, 80% of students will be at grade level or above in reading, 

writing, and mathematics.”  This was followed by Student First consultations and the 

formation of the Provincial Leadership Team (PLT).  The PLT is made up of all 28 

directors of education, Ministry officials, and some representatives of First Nations and 

Métis educational jurisdictions.  The PLT developed the Education Sector Strategic Plan 

(ESSP) that was later approved by all 28 school boards and the government of 

Saskatchewan.  In April 2014, the Provincial Reading Team (PRT) was formed to 

“identify and implement a unified set of provincial high impact reading assessment, 

instruction and intervention strategies in 2014-15” (ESSP).  Reading achievement in the 

primary grades was identified as a focus based upon research indicating the importance 

of students achieving grade level in reading by the end of Grade 3 (Fiester, 2010).  The 

fruit of the PRT’s work is Saskatchewan Reads.   

 

Implementation efforts to date include significant work at the provincial level including 

workshops to introduce Saskatchewan Reads; the development of a website with 

documents, videos, and other supportive resources; an environmental scan; the initiation 

of a Reading Advisory Committee; development of the Provincial Administrator Reading 

Team (PART) that created Saskatchewan Reads for Administrators; and the 

establishment of an ongoing provincial oversight team.  In addition to the above, the 

crucial day-to-day work of improving teaching and leadership practices has been 

undertaken by school divisions under the leadership of division reading teams.  

 

Since the beginning of the reading improvement initiative, results for Grade 3 

achievement in reading have been gathered in order to obtain a provincial view of 

progress toward the government’s 2020 goal.  The number of school divisions 

contributing Grade 3 reading data and the percentage of students reported to be achieving 

at or above grade level has been increasing since the development of the ESSP.  In June 

2016, all 28 school divisions reported that overall, 74% of Grade 3 students were reading 

at or above grade level.  This has risen from the initial 65% reading at or above grade 
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level as reported in the data from 18 school divisions in June 2013.  Caution regarding 

these results must be exercised for although achievement data are usually generated by 

individual teachers using reputable assessment tools, it is often without the benefit of 

strong efforts to develop inter-rater reliability.  

 

Methodology 

The formative assessment process began with the researcher developing an understanding 

of the elements of Saskatchewan Reads.  Rubrics for the classroom practices outlined 

within Saskatchewan Reads and the leadership practices outlined in Saskatchewan Reads 

for Administrators were developed with some members of the PRT and the PART (see 

Appendix C).  Conversation outlines for various roles were developed focusing on the 

practices outlined in Saskatchewan Reads and Saskatchewan Reads for Administrators.  

The development of the leadership/implementation practices rubrics were preceded by 

the researcher’s review of the research regarding the connection between leadership 

practices and students’ learning success (Fullan, 2014; Leithwood & Louis, 2012; 

Marzano, Waters & McNulty, 2005; Reeves, 2011; Robinson, 2011) as well as the 

implementation practices of leading educational jurisdictions (Bishop, O’Sullivan,& 

Berryman, 2010; Darling-Hammond, 2010; Hargreaves & Shirley, 2012; Sahlberg, 2015; 

Sharratt & Fullan, 2012; Tucker, 2011).  This review of research confirmed that the 

leadership practices outlined in Saskatchewan Reads for Administrators represent best 

leadership practices that facilitate students’ achievement.   

This study focused on implementation efforts in three school divisions.  In discussion 

with provincial leaders, a number of criteria were determined to guide the selection of the 

divisions to be engaged in this appreciative study.   This criteria included strong initial 

implementation work and perhaps some growth in student achievement in reading, a 

significant proportion of First Nations and Métis students, varying student enrolment 

sizes, different geographical areas of the province, varying approaches to 

implementation, and willingness to participate. 

Initial information about each division’s approach to implementation was obtained from 

an initial meeting with each division’s literacy leader or team and a review of the three 

divisions’ websites.  The researcher then spent three or four days in each of the divisions 

observing primary classrooms, interviewing teachers, principals, and division leaders in 

various roles.  Opportunities to observe two principals’ meetings, two division reading 

team meetings, and one senior administrative team meeting offered an opportunity to 

obtain information and insights from leaders.  The researcher also attended a meeting of 

the new provincial oversight team with members of the PRT and PART in December 

2016.  Due to the appreciative nature of this study, the researcher was very conscious of 

finding positive exemplars of classroom and leadership practice that could be highlighted 

in this report (see Shine a Light exemplars).  

Initial data analysis was focused discretely upon each individual school division and was 

guided by the use of the rubrics regarding classroom and leadership practices.  A 

document outlining findings, supporting data, and recommendations was developed for 
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each of the three participating school divisions.  The researcher returned to each school 

division to meet with a leadership team to ensure that the data utilized was correct and to 

discuss the data, findings, and recommendations for their division.  Team members 

offered their support, critique, and ideas to refine the recommendations.  The final step in 

the analysis was to synthesize the findings and recommendations from the three division 

reports into a single report intended to address the provincial picture.  

Several limitations of this study must be identified.  It is obvious that studying the efforts 

of three of the 28 school divisions and a limited number of schools within each division 

does not reveal a complete provincial picture.  The appreciative nature of the study and 

the criteria used to select the divisions also ensures a focus on strong implementation 

work.  The advantage of this approach is that it identifies strong practice that can be 

considered for replication by other divisions.  This study also shows that success in the 

Saskatchewan context is possible, but only with the efforts required to change classroom 

and leadership practices displayed by participating divisions.   

 

General Findings  

A brief overview of the key findings of this study address the stated purposes of this 

study and will be reported under the headings of Progress to Date, the Value and Impact 

of Saskatchewan Reads, and Challenges to Implementation.  A much more in-depth 

description of the findings of this study and of the recommendations that will inform next 

steps in implementation follow in the next major section entitled “In-depth Findings and 

Recommendations for Next Steps.”  

 

Progress to Date  

The school divisions that participated in this study are off to a strong start in their journey 

to improve their students’ reading achievement.  Sustainable improvement takes time and 

focus, and Saskatchewan Reads is just nicely into its second year of implementation.  It is 

only since the fall of 2016 that leaders have had access to the implementation/leadership 

practices described in Saskatchewan Reads for Administrators.  It is important to note 

that the schools participating in this study that have a high percentage of students 

achieving the provincial goal indicated that their efforts at the school and sometimes the 

division level were initiated at least six or seven years ago and have been developing and 

sustained through to the present.  More recent work undertaken under the banner of 

Saskatchewan Reads has likely led to some improvement in classroom practice, but the 

real fruit of this work will be borne in the coming years if sustained effort can be 

maintained. 

This is an appreciative study.  One criterion for the selection of the three school divisions 

is that it was perceived that they were doing some strong implementation work.  Within 

each division, many of the schools selected for observation were achieving strong reading 

results for their students.  It is therefore important to view the findings and 

recommendations of this study through that lens.  It is likely that not all divisions are 

making the strong implementation efforts that are being made by these three divisions. 

Energetic efforts across the entire sector will be required to achieve the provincial goal 



 
 

5 
 

of 80% of Grade 3 students reading at or above grade level.  Reflecting upon the 

experiences of the three divisions that willingly participated in this study will hopefully 

provide direction for the entire sector that will result in improved teaching and leadership 

and ultimately high levels of reading achievement by our students.  

 

The Value and Impact of Saskatchewan Reads 

Although the value of Saskatchewan Reads is looked at more closely later in this report 

under Finding and Recommendation #2, it is important to note early in this report that 

teachers and leaders in the three school divisions involved in the implementation study 

place a high value on Saskatchewan Reads and Saskatchewan Reads for Administrators. 

Teachers and leaders in these schools see that practices outlined in Saskatchewan Reads 

validate and clarify their developing teaching practices and affirm the work of their 

school or division-initiated reading improvement journey.  They have also appreciated 

the “sharp focus” and the common language for instruction.  They have found the 

resources to be accessible, useful, and especially helpful for new teachers.  They note that 

it is important to be a part of a provincial initiative and see Saskatchewan Reads as a 

unifying force across the province.  Leaders in the three divisions have found 

Saskatchewan Reads for Administrators to be a very useful guide to leading the 

implementation.  It is seen as having captured much of what it will take to successfully 

implement Saskatchewan Reads.  

 

Saskatchewan Reads is valued and its true impact will be seen over time if the provincial 

sector persists in its efforts to implement.  Its influence in the three school divisions has 

been very significant and its impact will grow as implementation continues.  

 

Challenges to Implementation 
A number of significant challenges to implementation were identified in this study by the 

researcher and by the participants.  The recommendations that will address each 

challenge are identified in brackets at the end of each challenge description.  

1. Establishing a more powerful and consistent teaching practice:  The classroom 

practices employed by teachers are the key to students achieving high levels of 

reading achievement.  All of the leadership/implementation practices outlined in 

Saskatchewan Reads for Administrators are designed to improve teachers’ classroom 

practices as described in Saskatchewan Reads.  Establishing a more consistent, 

shared teaching practice that is founded upon high impact assessment and 

instructional approaches is vital to success.  This is the key challenge.  Participants in 

the study made special mention of the need to assist teachers who are new to the 

profession as well as more veteran teachers who seem stuck and are not keen to drop 

established practices that are not working.  (See Recommendations #1 and 2-10.) 

2. The inability to stick with an initiative:  The education sector in Saskatchewan, as in 

most jurisdictions, has been notorious for its short attention span and failure to 

sustain the effort required for learning improvement across the province.  Too often 

the sector moves on to the next challenge without actually achieving its previous 
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improvement goal.  Even when strong student results are achieved, it can be 

challenging to maintain these results when personnel move, leadership changes, or 

when new initiatives demand attention.  One leader expressed it this way: “Anyone 

can get an A once.  Can you, however, continue to get A’s in the future?”  A huge 

challenge will be for the Saskatchewan education sector to stick with its 

improvement initiatives, including Saskatchewan Reads, through to the achievement 

of its goal and then to sustain these improvements. (See Recommendations #2 and 

3.) 

3. Achieving organizational focus:  The efforts of the three school divisions illustrate 

the importance of achieving a clear focus on the student learning goal.  This focus 

comes from having all three levels of the system set common goals and processes 

(e.g. Saskatchewan Reads) and then organizing the various functions within their 

organizations to accomplish the goal.  The education sector in Saskatchewan has not 

traditionally been well aligned to achieve learning outcomes.  Concern was 

expressed by participants in this study regarding leaders becoming distracted from 

students’ learning if they become caught up in political and governance issues often 

associated with the yet undefined transformational change.  New larger school 

divisions or a change from elected to appointed school boards would require 

significant attention to developing new cultures, to synthesizing local agreements, 

and to developing new Board policies and administrative procedures.  Would leaders 

be able to maintain their newly found focus on students’ learning? (See 

Recommendations #2 and 3.)  

4. Developing leadership practices connected to student learning success:  Traditional 

approaches to school leadership have not had a large positive effect on teaching 

practice or student achievement.  The leadership practices identified in Saskatchewan 

Reads for Administrators have a strong research base that connects their use to 

improved learning (Fullan, 2014; Leithwood & Louis, 2012; Marzano, Waters, & 

McNulty, 2005; Reeves, 2011; Robinson, 2011).  Significant professional learning is 

required if principals and other school leaders are to become skilled in the Lead 

Learner role and therefore better support teachers in learning and using the 

classroom practices outlined in Saskatchewan Reads.  The many duties that already 

fill principals’ days must be reviewed and some eliminated to ensure that they have 

time to do the things that matter most for students’ success. (See Recommendation 

#4.) 

 

5. Believing in students’ ability to learn and in teachers’ ability to teach them:  Too 

often teachers and leaders have not really believed that students from poor and 

marginalized communities could learn successfully in large numbers.  The research 

underpinning Following Their Voices illustrates this lack of faith in students’ ability 

to learn and in professionals’ own ability to teach them well.  Although many 

educators in this study possess supportive beliefs, some leaders expressed doubts 

about whether or not all teachers share these beliefs.  The growing research on the 

power of efficacy strongly supports the efforts within Saskatchewan Reads for 

Administrators to address compelling whys and shared beliefs.  Developing shared 

beliefs that actually support students’ learning is another substantial challenge that 
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must be addressed if students are become successful readers. (see Recommendations 

#4 and 7.) 

6. Engaging in powerful professional learning that improves professional practice:  

Learning improvement depends upon teachers and leaders learning new skills.  Too 

often teachers and leaders in Saskatchewan have experienced professional learning 

opportunities that do not result in improved professional practice.  The deepening 

body of research on effective professional learning has identified the attributes of 

professional learning that does make a positive difference in teachers’ and leaders’ 

professional practices.  Although the school divisions in this study are making strides 

toward more effective professional learning, it remains a challenge to engage 

teachers and leaders in their professional learning in ways that make a significant 

difference for students’ learning success.  The varying needs of new and veteran 

teachers must be recognized even as professional learning becomes more responsive 

to the state of students’ learning. (See Recommendations #6, 7, 8, and 4.) 

7. Developing stronger professional communities:  Associated with strong classroom 

practices is the need to develop a more collaborative teaching practice as the norm in 

Saskatchewan.  A strong professional community not only exerts an influence on 

teachers’ practices, it has also been found to have a direct impact on students’ 

learning success (Leithwood & Louis, 2012).  The tradition rooted in 

Saskatchewan’s one-room schoolhouses is that teachers have usually taught with 

their doors closed and made their own pedagogical decisions.  Self-reliance has often 

been valued above collaboration.  Another key challenge, then, is to develop a much 

more collaborative teaching profession.  (See Recommendations # 6, 7, 10.) 

8. Utilizing data to improve learning, teaching, and implementation:  Teachers and 

principals participating in this study have embraced the use of data in planning 

students’ learning.  Strong examples were observed in all three school divisions.  

Fewer examples, however, of the use of data in planning instructional improvement 

and in planning implementation efforts were found.  More needs to be known about 

how teachers actually teach and how leaders lead if successful plans are to be 

developed.  (See Recommendations #1, 3, and 8.)  

9. Implementation is complicated:  One particular school observed in this study 

developed and used a remarkably detailed literacy improvement plan.  All factors 

that could be addressed were considered and appropriate actions were then planned 

and carried out.  This school’s work shows that there is no silver bullet for reading 

improvement and that all facets of implementation proposed in Saskatchewan Reads 

for Administrators must be addressed.  This is a tremendous challenge to leaders, but 

one that Saskatchewan educational leaders are now better equipped to tackle.  (See 

Recommendation #9.) 

10. Taking advantage of new provincial partners and perspectives:  Recent 

developments of the ESSP and Saskatchewan Reads provide strong examples of 

good things that can happen when we pool our knowledge and resources in pursuit of 

common goals.  Too often in the past, we have not looked beyond the borders of 

school divisions to learn about our colleagues’ practices and challenges.  One 
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participant in the study articulated her hope that educators take ownership for the 

learning of all of the province’s children and youth.  How do we move from “my 

kids” in a classroom to “our kids” from one school to “our kids” for a division and 

finally to “our kids” for the province?  How do we ensure that all members of the 

educational community extend their concern for learning success to all students in 

our province?  How do we create a truly provincial system that ensures the success 

of all students?  Learning to work together for the good of all Saskatchewan students 

is a new challenge worth pursuing.  (See Recommendations #1, 8, and 10.) 

11. Diminishing resources for education:  Achieving and then sustaining challenging 

learning goals is more difficult in the face of what is strongly perceived by study 

participants to be diminishing resources.  The loss of instructional consultants, the 

lack of books for some classroom and school libraries, teachers purchasing 

classroom resources out of their own pockets, seemingly not enough staff to address 

increasing enrolments, and a focus on keeping class sizes manageable were common 

elements of the strong theme voiced by many informants in varying roles.  A related 

issue is ensuring that precious resources, especially human resources, are focused to 

ensure success.  Resources may need to be targeted toward schools and divisions that 

are having difficulty achieving the provincial goal.  (See Recommendations #3 and 

10.) 

12. Capacity to engage in other improvement initiatives:  As the sector adds writing, 

math, and other improvement initiatives, can strong performance in reading be 

maintained?  Much of the work on reading should transfer very nicely to other 

initiatives.  The gradual release of responsibility model has wide application for 

learning outcomes beyond reading.  Strong formative assessment has almost 

universal application.  The leadership practices in Saskatchewan Reads for 

Administrators should serve the sector well and provide some coherence as it 

extends its improvement work.  It will, nonetheless, be a great challenge to maintain 

strength in reading performance while we tackle other new learning challenges.  (See 

Recommendation #1 and 4.) 

13. The increasing diversity of our student body:  This challenge was mentioned often 

by participants in the study.  Although some schools in the study have accomplished 

high levels of reading success among its First Nations and Métis students, too many 

schools have not been able to achieve this.  New students who are refugees often 

come from traumatic situations and require emotional support as well as instruction 

in English as an additional language.  Teachers perceive that the range of 

achievement of students has widened and the necessity to differentiate learning 

approaches for students has risen significantly in recent years.  The needs of children 

in the inner city schools who face the challenges associated with poverty and 

marginalization are substantial.  Student transiency is an associated challenge in 

these schools with up to half of the students turning over in some schools in a given 

school year.  Associated with increasing student diversity is the challenge of 

students’ behavior getting in the way of their learning and the learning of their fellow 

students.  This challenge was widely voiced by school and division staff members 

and is perceived to be a growing challenge.  (See Recommendations #1, 5, and 6.)
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14. Geography:  One of the three school divisions is spread out over a large area.  It is a 

challenge for planning professional learning and for personal contact by division 

leaders with distant schools.  With great distances and sparse population, very small 

schools with triple graded classes are sometimes necessary.  Teachers are sometimes 

challenged to find a partner for collaboration when no one else is teaching the same 

grade level.  When very small numbers per grade exist, a single student can also 

dramatically skew assessment results. (See Recommendation #7 and 10.) 

15. Replication of successful practice in other schools and divisions:  Can the success 

of some schools and divisions be replicated in neighbouring schools or divisions?  

Can lessons learned here be applied to other school divisions?  Context is important, 

but lessons learned from this study as well as from educational research are 

converging.  The basics for strong implementation are expressed in Saskatchewan 

Reads for Administrators and the success of some schools and divisions can be 

replicated with thoughtful study of what might work in each context.  Educators 

would be wise to apply lessons learned from beyond their own schools and then to 

share the results of their own implementation work with the wider system.  (See 

Recommendations # 3, 4, 6, 7, 8, 9, and 10.) 

 

In-depth Findings & Recommendations for Next Steps 

This section describes the in-depth findings of this study and sets out recommendations 

intended to guide the next steps in implementing Saskatchewan Reads.  These 

recommendations are designed to address the challenges identified earlier in this report. 

Each finding is introduced with a pointed quotation(s) and is followed by one or more 

“Shine a Light” exemplars drawn from the practice of one or more of the three divisions.  

A related recommendation most often accompanied by more specific sub-

recommendations is then presented.  This longer version of the report includes some sub-

recommendations that are not included in the executive report.  The 10 recommendations 

are interdependent and will deliver the greatest impact if implemented in concert.  For 

example, powerful professional learning for teachers often depends upon the principal’s 

leadership, a strong collaborative culture, and an analysis of student data that indicates 

what teachers need to learn if students are to succeed.   

The first finding and recommendation focuses on the development of a more powerful, 

coherent teaching practice, the primary goal of Saskatchewan Reads.  All of the other 

nine recommendations provide the means to strengthened pedagogy.  Therefore, first 

things first! 

 

1. A MORE POWERFUL, COHERENT TEACHING PRACTICE  

“The quality of teaching is the most important in-school factor that affects student 

learning and achievement.” 

(Fullan & Hargreaves, 2016, p. 1) 
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“Coherence of an instructional program matters to students and teachers. Students 

achieve more in schools with more coherent instructional programs” 

(Robinson, 2011, p. 83-84) 

 

The findings regarding classroom practices are presented within an overall finding 

accompanied by specific sections presented according to the organization of classroom 

practices suggested by Saskatchewan Reads.  These sections include: Learning and 

Classroom Environment, Assessment, Gradual Release of Responsibility, and 

Interventions.  

It is important to remember that this is an appreciative study and that the school divisions 

and schools were chosen accordingly.  The reader will notice generally positive findings 

regarding classroom practices, practices that are clearly achievable in the Saskatchewan 

context and that can be replicated given attention of the implementation/leadership 

practices highlighted in Saskatchewan Reads for Administrators.   

 

Overall Classroom Practices 

 

Finding #1:  Strong, consistent pedagogy is practiced by teachers in schools and 

divisions that have achieved the provincial reading goal.  Classroom practices espoused 

in Saskatchewan Reads were often observed to be at an applying or refining (see rubrics 

in Appendix C) level of use in these successful schools.  School and division leaders 

reported that there was still work to do in some schools where practice sometimes could 

be described as at beginning or developing levels and where teaching practice is much 

less consistent.  Some of teachers’ observed practice falls outside of the strategies, 

structures, and approaches outlined in Saskatchewan Reads, however, many such as 

CAFÉ and Daily 5 are very complementary to the Saskatchewan Reads approaches.  

The achievement of more coherent, more consistent practice in the most successful 

schools is a striking finding.  This is a significant development as more individualistic, 

idiosyncratic teaching practice (teachers have often been heard to speak of “my 

program”) has been the norm for many decades.  One teacher wondered why other 

teachers don’t get together to develop a more shared practice.  She said, “It is easier.” 

Shine a Light:  A coherent, consistent instructional practice was observed in schools that 

successfully achieved the provincial goal.  Such a practice was also achieved across the 

schools in one smaller school division that has achieved the provincial goal.  The benefits 

for students are apparent as knowledge of how they learn and of the reading strategies 

they employ carry over from one year to the next.  

 

Learning and Classroom Environments 
Positive nurturing relationships were evident in the schools observed.  Warm classroom 

and school environments were common and supportive relationships between students 

and teachers were observed. 
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Physical space was generally organized to facilitate the instructional approaches being 

used.  Carpeted spaces, clusters of desks, the use of small tables, and individual work 

stations helped to create learning spaces that facilitate the use of the instructional 

approaches for the whole class, small groups, and individual students.  Small u-shaped 

tables for guided reading were used in some primary classrooms.   

Teachers were observed modeling oral language that students could learn and put to use. 

Teachers were careful to ensure that students’ voices are frequently heard during 

instruction.  Frequent use of small groups and pairs ensured that students enjoyed many 

opportunities to speak and listen.  

Classrooms often featured helpful displays to remind students of reading strategies and 

organizational structures (Words Their Way, Daily 5 and CAFÉ).  The use of anchor 

charts and word walls provided important text for students.  One teacher commented, 

“On the walls is what we use.”  Teachers in one division were very concerned that what 

they regard as overly stringent enforcement by fire inspectors had not allowed them to 

display as much student material as they had once displayed.  A rich array of books was 

evident in classrooms as attention to establishing classroom libraries has obviously been 

emphasized in most schools.  Books for children were often organized by levels or within 

containers for each student (often self-selected).  Teachers noted that it was difficult to 

obtain books that featured the First Nations and Métis context in Saskatchewan and 

others noted the significantly high expense of obtaining French books for French 

Immersion students. 

Shine a Light:  One division’s reading team highlighted the significance of the classroom 

environment by sponsoring a “Classroom Makeover” for a class in their division.  This 

provided a forum for discussion as well as a model for a learning environment that 

teachers could see and then replicate in their own classrooms. 

 

Assessment  
Schools in all three divisions used of a variety of assessments to guide instruction.  Tools 

such as Fountas and Pinnell or GB+ for French Immersion are used often (usually about 

three times per year).  The Reading Assessment District 36 (RAD) was in use at some 

grade levels in one division.  It was reported that students new to a school were 

immediately assessed using Fountas and Pinnell.  A number of teachers were observed 

tracking individual students’ reading during guided reading as well as during activities 

designed for the acquisition of site-words and alphabet for early readers.  This included 

the intensive tracking of students who are receiving Tier 3 intervention.  Teachers at one 

school developed detailed notes about their students including their behaviors, 

understandings, strategy use, etc.   

Some schools maintained a data wall that illustrated the current levels of student reading 

achievement.  Use of the data wall has helped teachers to feel that students are “our” 

students.  At one school, the administrative team noted that teachers doing their own 
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benchmarking has really helped “to turn the tide.”  This has also helped initially reluctant 

teachers.  “They love to move students up on the data wall.”  Celebrations were also held 

to mark the movement of students on the data wall. 

Some practices advanced self-assessment by students.  Student led conferences at one 

school had students talking with parents and the teacher about goals they had set.  It was 

noted in this case that the students have adopted the language (names of reading 

strategies, etc.).  

The challenge of consistency in assessment was raised on several occasions.  One teacher 

indicated that their staff was addressing this challenge by having teachers do side-by-side 

assessments to ensure fidelity.  One school reported that teachers met weekly to 

collaboratively score students’ reading using an assessment tool and then select 

appropriate reading strategies for each student.  This concern about consistent assessment 

is also important on the provincial scene as data used to determine the current status of 

students’ reading relative to the provincial reading goal are generated most often from 

teachers who assess their own students.  It is important to consider whether this data can 

be trusted to give us an accurate provincial picture of students’ reading achievement.  

Shine a Light:  One school used an incredible array of formative assessment data to plan 

precise instruction and intervention that responded to student’s needs.  The staff used 

Fountas and Pinnell data featured on a school data wall, tracked students’ errors and 

rate of reading during guided reading, and used forms to capture the key points of 

professional learning community (PLC) discussions and decisions regarding next steps in 

each child’s instruction.  

 

Gradual Release of Responsibility  
Given the appreciative nature of the study, many teachers were observed and were 

reported to be using the four approaches at an applying to refining level.  It was clear, 

however, that a range of levels of use and expertise of the instructional approaches within 

the gradual release of responsibility model was in use as reported by school and division 

leaders.  Some experienced teachers were reported to be using the gradual release of 

responsibility in a lock-step manner rather than employing its use to meet specific 

learning needs as described in the refining level of the rubric.  The intentional 

development of students’ reading strategies and stamina was evident and responsibility 

was gradually being released to students.  When teachers had their students engage in 

independent reading, the students were often observed to be working on their reading 

strategies.  

Because of the limited time and number of observations, heavy reliance on school 

leaders’ assessments informs this finding.  The rubrics were used by some of the 

principals to assess their teachers’ levels of use of the four approaches.  One principal had 

teachers self-assess using the rubrics.  One division uses common Walk Through forms to 

gather data on the instructional approaches within the gradual release of responsibility 

model.  The use of these forms contributes to a more consistent understanding, 

implementation, and use of the approaches.  
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In one division, consistent use of the four approaches at applying to refining levels was 

evident and the overall results in reading achievement were very high.  One teacher 

remarked that, “The approaches are in place.  The data does not lie.”  In this division it 

was understood that all professionals shared a common instructional goal to learn and use 

the four approaches in the gradual release of responsibility model for reading instruction. 

In the other two divisions, it was reported that teachers were implementing the four 

approaches with varying levels of expertise.  In one division, the professional learning of 

principals and vice-principals focused upon specific approaches within the gradual 

release of responsibility model.  

The observed and reported use of the instructional approaches within the gradual release 

of responsibility model at a refined level was most often in schools that have excellent 

results.  There seems to be a clear connection between refined teaching practice and high 

levels of student achievement in reading.  

Shine a Light:  In addition to having the provincial sector student achievement goal for 

reading, one school division has adopted a non-negotiable instructional goal for its 

teachers.  Teachers are to learn and use the instructional approaches within the gradual 

release of responsibility model.  Achieving this instructional goal is seen as the means to 

achieving the student learning goal.  

Shine a Light:  One school division wanted to ensure that its middle years teachers would 

see themselves and their students in the Saskatchewan Reads document.  The division 

then created a middle years version of the document complete with photos of middle 

years students and teachers.  The content changed very little.  

 

Interventions  
Generally, interventions for students who required additional support are in place in the 

three school divisions.  It is interesting to note that some schools that have been working 

to improve their literacy instruction over many years began with an emphasis on 

Response to Intervention (RtI).  Two of the divisions pay especially close attention to 

interventions in all three tiers with less evidence of common Tier 3 intervention in the 

third.  Varying sources of data with a heavy reliance on assessment tools such as Fountas 

and Pinnell are used to determine the appropriate intervention.  In some schools, a team 

of teachers (sometimes a PLC) considers the data resulting in wide ownership of students 

and a sense of “our” students.  It was noted that some schools stress great Tier 1 teaching 

and understand that it means fewer Tier 2 and 3 interventions.  “Not so fast to Tier 2” 

captures this thinking. 

Interventions at Tier 2 and 3 employed both push-in and pull-out approaches.  The 

resource teacher was often employed in primary classes during the literacy block to work 

with the classroom teacher.  Sometimes this resulted in small group instruction led by 

both teachers, or one teacher leading a small group with the other teacher working one-

on-one with students or circulating to assist students who were reading independently.  

Who teaches students in some schools during Tier 2 interventions is very interesting.  In 

one school the principal and vice-principal did most of the Tier 2 teaching.  This allowed 

them to keep a close eye on students who were struggling to learn to read.  It also brought 

credibility to the administrative team by working “with” teachers to ensure the learning 
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success of some of the most challenging students.  In another school, Tier 2 instruction 

was shared by many teachers, thus building skills and ownership more broadly across the 

faculty.  In Tier 2 intervention the Leveled Literacy Intervention (LLI) approach was very 

common.  A few schools made use of the “Roadways to Success” approach for Tier 3 

interventions.  Many teachers mentioned the importance of teachers using classroom 

practices similar to the ones used by classroom teachers so that students would 

experience consistent instruction and could more easily move between the classroom and 

a pull-out intervention.  

One school very successfully emphasized the importance of early intervention for its 

Prekindergarten students.  Initially funded by Kids First, the school division has 

supported having educational assistants who work in the Prekindergarten class in the 

morning, connect with families in the afternoon.  According to the principal, at the start 

of the year, Prekindergarten students in this school are among the most vulnerable in the 

province.  By the end of this intervention in Prekindergarten, they among the best 

prepared to start Kindergarten.  

Shine a Light:  In one school, interventions seemed to have a significant role in ensuring 

students achieved grade level achievement goals.  Both school administrators met with 

grade level PLC’s that analyzed student data and determined whether and how 

interventions would be conducted for individual students.  The school administrators also 

taught the students who required Tier 2 interventions.  Tier 3 interventions were intensive 

and featured close monitoring of students’ progress in reading.  

Shine a Light:  One school, with the financial support of the division, built in intervention 

at the Prekindergarten level.  Staff with the title of interventionists worked as educational 

assistants in the morning Prekindergarten classes and then followed up with home visits 

during the afternoons.  This early intervention moved many children from vulnerable 

status at the beginning of Prekindergarten to being ready to learn in Kindergarten.   

 

Recommendation #1: Invest in More Powerful, More Coherent Teaching Practice 

1. That Ministry, division, teacher, and post-secondary leaders strengthen their efforts 

to improve teachers’ classroom practices and strive to establish a more powerful, 

coherent instructional practice for literacy learning among Saskatchewan teachers.  

Such a practice would include the high impact practices outlined in Saskatchewan 

Reads as its foundation, but would also encourage teachers to continually extend 

their teaching repertoires to better meet diverse learning needs and achieve other 

valued learning outcomes in the curriculum.  

1.1 That the example of establishing and achieving a non-negotiable instructional goal 

utilized in one school division be adopted by other school divisions that seek a high 

level of consistent teaching practice with accompanying high levels of achievement 

in reading across all of its schools (Marzano & Waters, 2009).  

1.2  That the provincial colleges of education ensure that undergraduate students in 

education learn to practice the approaches associated with nurturing learning 

environments, strong assessment, the gradual release of responsibility, and 
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appropriate interventions as a fundamental outcome of their Bachelor of Education 

programs.  

1.3 That once practicing teachers have achieved a refined level of practice in the 

Saskatchewan Reads practices, they should be encouraged to expand their 

instructional repertoires and actively experiment through collective action research 

with what Hargreaves & Fullan (2012) describe as “next” practices.  Such practices 

would help students to meet the wide array of learning outcomes within our 

provincial curriculum (Bennett & Rolheiser, 2008; Hattie, 2009; Joyce, Weil, & 

Calhoun, 2015; Marzano, Pickering, & Pollock, 2001; etc.).  

 

Additional Recommendations Beyond the Executive Report 

1.4 That the example of various schools and a division in achieving high performance 

in reading by its students through consistent use by teachers of high impact 

assessment and instructional approaches be studied for replication by other school 

divisions.  The process by which excellence in instruction has been achieved over 

the last decade should be explored and further understood for the benefit of 

students in other school jurisdictions.  

 

1.5 That the leadership of Saskatchewan Reads explicitly identify and make accessible 

the research findings that inform the classroom practices outlined in Saskatchewan 

Reads and the leadership practices espoused in Saskatchewan Reads for 

Administrators.  This will promote the idea of research-informed, professional 

practice of literacy instruction.  

 

1.6 That provincial universities conduct research regarding the state of pedagogy in 

Saskatchewan schools.  Singapore’s National Institute of Education’s examination 

of teachers’ practices serves as a powerful example (Stewart in Wagner, 2012).  

 

2. THE VALUE AND IMPACT OF SASKATCHEWAN READS 

 

“…we are beginning to appreciate that successful schools, districts, 

and larger systems have “resolute leadership” that stays with the focus, 

especially during rough periods …”  

(Fullan, 2010, p. 4) 

 

Finding #2:  Teachers and leaders in the three school divisions involved in the 

implementation study place a high value on Saskatchewan Reads.  In the schools 

observed, Saskatchewan Reads is just beginning to have an influence on pedagogy and 

students’ reading success.  Most schools that have achieved the provincial goal began 

their journeys toward improvement as many as six or seven years ago.  It is clear, 

however, that teachers and leaders see that practices outlined in Saskatchewan Reads 

validate and clarify their developing teaching practices and affirm the work of their 

school or division-initiated reading improvement journey.  They have also appreciated 
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the “sharp focus” and the common language for instruction.  They have found the 

resources to be accessible, useful, and especially helpful for new teachers.  They note that 

it is important to be a part of a provincial initiative and see Saskatchewan Reads as a 

unifying force across the province.  An important aspect of this unifying force is that the 

French version arrived at the same time as the English version.  This is a huge satisfier 

for teachers of French Immersion programs.   

 

Leaders in the three divisions have found Saskatchewan Reads for Administrators to be a 

very useful guide to leading the implementation.  The leadership practices espoused in 

Saskatchewan Reads for Administrators have been the focus for the professional learning 

of leaders in the three school divisions.  Saskatchewan Reads for Administrators is seen 

as a resource that will bring Saskatchewan Reads to life in our schools.  It has begun to 

influence the concept of leadership to include the Lead Learner concept.  Saskatchewan 

Reads for Administrators is seen as having captured much of what it will take to 

successfully implement Saskatchewan Reads.  

 

All three divisions indicated that they were working to extend the classroom practices 

outlined in Saskatchewan Reads to the middle years and high school grades.  This is an 

important indication of the influence of this work.  

 

In short, Saskatchewan Reads is valued and its true impact will be seen over time if the 

provincial sector “sticks with it.”  It is helpful to schools and divisions that are currently 

performing below the provincial goal and will assist in sustaining the improvement in 

schools that have already achieved a high level of performance.  Its influence in the three 

school divisions has been very significant and its impact will grow as implementation 

continues. 

 

Shine a Light:  Saskatchewan Reads and Saskatchewan Reads for Administrators are 

now used by the three school divisions to focus their planning and improvement actions 

as well as to define consistent, coherent classroom practices.  

Shine a Light:  Some of the most successful schools and a very successful division that 

participated in the study have been working on their reading initiatives for six or seven 

years.  They started from a place where student achievement was not satisfactory.  These 

schools have taken the long view and have gradually improved their instructional and 

leadership skills to the point where a large percentage of students are successful readers.  

 

Recommendation #2: Persist! 

2. That the Ministry and school divisions persist in the implementation of 

Saskatchewan Reads by emphasizing development of the leadership practices 

outlined in Saskatchewan Reads for Administrators.  Historically, the education 

sector in our province has rarely, if ever, established an ongoing focus on a limited 

number of priorities.  It is vital that strong implementation work continues and that 

improvements in teaching and leadership practices be sustained.  Participants in the 

study were clear that the sector must “Stick with it!”
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3. FOCUS AND SYSTEM ALIGNMENT 

“The compelling conclusion of the research is that schools with higher levels of focus 

not only have higher levels of student achievement but also are better able to 

implement other essential leadership and teaching strategies.” 

(Reeves, 2011, p. 51) 

 

Finding #3:  Each of the three divisions in this study has an increasingly clear focus on 

the reading goal.  In the case of one division, this goal has been pursued for several years 

before the development of the ESSP.  For each division, the reading goal is one of only a 

few stated goals, something that is clearly revealed in conversations with teachers, 

principals, and division level staff.  

 

The alignment of school, division, and sector plans focusing on the reading goal has been 

accomplished in the three divisions.  Staff and fiscal resources have been brought to bear 

to achieve the reading goal, although future consideration should be given to ensuring 

that sufficient resources (expertise, fiscal, etc.) are devoted to schools and divisions that 

have not yet accomplished the provincial goal and that have not moved in a positive 

direction since the inception of Saskatchewan Reads.  

Monitoring of students’ reading achievement is occurring in all three divisions, and 

monitoring the development of teachers’ pedagogy and leaders’ practices is developing.  

The example of one division in developing and monitoring an explicit instructional goal 

designed to achieve the student achievement goal is worth consideration of wide adoption 

by other divisions.  

Some leaders reported that they feared a loss of current focus with the introduction of 

additional student achievement goals in writing and mathematics.  Many informants 

advised that the sector must stick with the reading initiative over time to ensure success. 

Others suggested that classroom practices such as strong formative assessment and the 

gradual release of responsibility as well as leadership practices outlined in Saskatchewan 

Reads for Administrators have wide application to the improvement of other learning 

outcomes and that their school and division have developed a capacity for other 

improvement projects.  

The division reading teams and the newly formed provincial team provide oversight and 

necessary leadership for continued implementation of Saskatchewan Reads.  Members of 

these teams are passionate about students’ reading success and increasingly 

knowledgeable about successful implementation practices.  They provide leadership in 

teachers’ and leaders’ professional learning and are vital to future focus, alignment, and 

ultimate success.  

Shine a Light:  The division reading teams meet regularly in the three divisions to 

monitor progress of Saskatchewan Reads and to make and implement plans for further 

implementation.  These teams are usually made up of leaders in a variety of roles 

including principals, coordinators, superintendents, and sometimes teachers who have 
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school leadership roles.  These teams ensure that the reading goal is kept at the forefront 

of the division’s attention.  

Shine a Light:  Some schools focused/massed their staff resources for literacy time. 

Practices included having the resource teachers use a push-in model during this time.  

Another school employed its staff in smaller, single grade classes for the morning 

literacy/numeracy block and regrouped into larger combined classes for other areas of 

study in the afternoon.  

Shine a Light:  Schools and divisions observed placed a limit on the number of goals that 

are featured in their learning improvement and strategic plans.  When goals beyond 

reading and graduation rates were included, they tend to be complementary goals such 

as student engagement, attendance, and early childhood development.  

Shine a Light:  Two schools from different divisions displayed the school’s goals 

alongside the division’s goals and the provincial goals from the ESSP.  This goal 

alignment across three levels makes a powerful statement of the value of alignment. 

 

Recommendation #3: Focus, Align, and Monitor in Pursuit of the Reading Goal  

3.   That all educational partners and especially those in senior leadership positions in 

school divisions, the Ministry, First Nations and Métis educational jurisdictions, 

and the colleges of education, evaluate and reorient their current organizational 

focus, alignment, and deployment of resources toward achieving the reading goal. 

Historically, our sector has overloaded our professionals with too many, often 

unrelated initiatives.  The power of focus and alignment across organizational 

levels, and tight-coupling across functions has rarely been realized.  

3.1 That the Ministry and school divisions continue their efforts on behalf of all 

students, but that they also focus targeted resources (expertise and other as needed) 

to schools and divisions that are struggling to achieve the provincial reading goal.  

Three instructive examples of targeting resources are Following Their Voices, New 

Zealand’s Literacy Professional Development Project (Meissel, Parr, & Timperley, 

2016), and the Ontario Focused Intervention Partnership (Fullan, 2010).  

 

3.2 That PLT members consider the question of whether or not the organizational 

functions and levels of the overall sector and of each division are tightly coupled 

enough to achieve the reading goal in all schools.  Do all organizational functions 

and levels align to achieve this goal? (See Marzano & Waters, 2009 for a 

discussion of schools and divisions as loosely-coupled organizations and Wagner, 

2012 re: PISA-leading Singapore as an unusually tightly-coupled system). 

 

3.3 That the sector and divisions maintain and if necessary, strengthen their focus on 

the reading goal.  Questions about whether the focus is clear enough and whether 

the alignment is strong enough need to be frequently asked.  A key part of 

strengthening the focus on the reading goal is “weeding” our educational garden of 
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old priorities, diversions, and anything else that will distract the partners from 

achieving the reading goal (Reeves, 2011, p. 43).  Maintaining focus on the reading 

goal will be a huge challenge in the face of the yet undefined transformational 

change.  

 

3.4 That in addition to the close monitoring of students’ reading achievement, leaders 

and PLC’s engage in constructive and frequent monitoring of teaching and 

leadership practices (Reeves, 2011).  Data regarding the state of professional 

practices will allow for more precise implementation plans and practices.  This 

recommendation complements Recommendation 1.1 (establish non-negotiable 

instructional goals).  

 

3.5 That the newly formed provincial oversight team and the existing division reading 

teams continue their work as a means of ensuring ongoing focus, energy, 

alignment, and monitoring necessary to achieve the provincial reading goal.  

 

3.6 That the PLT employ the principle of reciprocal accountability (Elmore, 2000) in 

developing its plans.  If we ask more of people we should provide the means to do 

the work.  Higher expectations should align with an investment in professional 

capacity.  

 

3.7 That the two provincial universities strengthen their connections to the provincial 

education sector’s work.  This includes preparation of teachers in the assessment 

and instructional approaches in Saskatchewan Reads, preparation of school leaders 

in the Lead Learner role, and the conduct of research complementary to the goals of 

the ESSP including studies of pedagogy, leadership, and implementation.  The 

example of the close connection between the field and the Ontario Institute for 

Studies in Education (OISE) in achieving educational success might be explored as 

the universities consider their roles in advancing students’ learning in 

Saskatchewan.  

 

3.8 That the PLT invite the Saskatchewan Teachers’ Federation (STF) to strengthen its 

connection to the implementation of Saskatchewan Reads.  The emphasis in this 

initiative on developing collaborative cultures that feature teacher leadership and a 

more shared professional practice is a matter of great interest to the Federation.  

Additional Recommendations Beyond the Executive Report 

3.9   That the division leaders take time to carefully consider how the success in reading 

might be sustained over time, especially given that new learning goals will be 

placed on the ESSP agenda.  Consideration should also be given to how the current 

capacity for improvement can be wisely applied to new initiatives.  

3.10  That case studies of the divisions that have achieved or made substantial progress 

toward achieving the provincial goal in recent years be prepared to help others 

understand how reading success for students has been achieved in the 

Saskatchewan context.  Special attention in this analysis should be given to the 
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concept of tight coupling of the organization’s functions (also see 3.2) toward the 

achievement of the goal.   

3.11  That tools be developed or adopted to assist in monitoring classroom and leadership 

practices.  One division had a team of teachers develop Walk Through forms to be 

used to monitor teachers’ development of the instructional approaches in the 

gradual release of responsibility model.  Newly developed rubrics used for data 

analysis in this project may be useful in assisting in assessing teachers’ and leaders’ 

practices for growth and for alignment with professional practices in Saskatchewan 

Reads and Saskatchewan Reads for Administrators.  

 

4. LEADERS OF LEARNING 

  

“The most powerful way that school leaders can make a difference to the learning of 

their students is by promoting and participating in the professional learning and 

development of their teachers.  The average impact (0.84) of these leadership practices 

on student outcomes was twice that of any other leadership dimension.” 

(Robinson, 2011, p. 104) 

 

Finding #4:  Leaders in all three school divisions have taken the role of Lead Learner to 

heart and the practices of some leaders are very refined in this regard.  There is ample 

evidence that leaders are learning to lead “side by side” and “with” teachers in a variety 

of ways.  Some of these ways including participation in PLC’s and data teams are 

embedded in the daily life of schools.  

Although there are strong practitioners of this role, the Lead Learner role needs to 

become more widely practiced if full and successful implementation is to take place.  The 

leadership of all three divisions recognizes that the professional learning of its leaders in 

the role of Lead Learner is vital to the success of the implementation of Saskatchewan 

Reads and appropriate professional learning opportunities have thus been undertaken.  As 

one teacher noted, the professional learning of principals is vital as very few come to this 

role with expertise in literacy development.  All three divisions have attended to the 

learning of its school-based leaders through regular professional learning sessions at 

principals’ and vice-principals’ meetings.  The topics for these sessions were determined 

through surveys regarding leaders’ learning needs or use of the Lead Learner Inventory 

from Saskatchewan Reads for Administrators.  The researcher observed principals’ 

meetings in two divisions.  One featured leaders studying the role of conferencing in 

independent reading.  Another division’s principals focused on the gradual release of 

responsibility model and will continue their study of the instructional approaches within 

this model in future meetings.  All three divisions featured follow-up work for leaders 

after the professional learning sessions.  This usually meant that principals would observe 

classroom practices and bring back what they had learned to the next meeting.  These 

professional learning processes reflect refined professional learning practices that are job-

embedded, intensive, and ongoing. 

During conversations with informants in various roles, a concern was raised regarding 

how as principals adopt the Lead Learner role, they still must manage all of their previous 
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duties.  In fact, some indicated that managerial duties such as student safety procedures 

and Occupational Health and Safety processes had intensified in recent years.  Further 

pressures on the school leaders’ role include ensuring adequate programming for students 

who are recent immigrants and students with special needs who are increasingly 

integrated into regular classrooms.  Another area of intensification for school leaders is 

dealing with the seemingly increasing phenomenon of students whose extreme behavior 

interferes with their own learning and the learning of other students.  In one division, the 

role of learning consultant had previously been responsible for new teacher induction and 

support.  This role has recently been eliminated due to tight budgets leaving the school-

based leaders with this additional responsibility.  The question therefore arises, given the 

importance of school-based leaders adopting the Lead Learner role for the successful 

implementation of Saskatchewan Reads, how can we ensure that the Lead Learner role is 

possible for school-based leaders given the existing pressures and workload that they 

already experience? 

Some teachers and leaders expressed concern that the introduction of new learning 

improvement initiatives in writing and mathematics would be seen as wholly new and 

separate work from Saskatchewan Reads.  Some informants, however, mentioned that use 

of leadership practices in Saskatchewan Reads for Administrators could be applied more 

universally to future learning improvement efforts for other valued learning outcomes.  

This will lead to a growing capability of the sector to tackle learning improvement for 

other outcomes in the ESSP as well as create a degree of coherence as new initiatives are 

tackled. 

Two of the school divisions seem to have proportionally more leaders with dedicated 

time to lead their literacy initiatives.  One of the divisions funded school-based leadership 

time for a lead teacher as well as employed a learning coach for every five schools.  

Another had a very small number of schools for every senior leader in the division.  This 

intensity of leadership may be a factor in achieving better reading achievement results.   

Shine a Light:  One principal sees his most important role as supporting the learning of 

his staff members.  He learns “side by side” with them.  Because he is not a literacy 

development expert, he learns about classroom practices with his teachers.  

Shine a Light:  Principals and vice-principals in all three school divisions participate in 

professional learning about the classroom and leadership practices in Saskatchewan 

Reads and Saskatchewan Reads for Administrators at their regularly scheduled school 

administrators’ meetings.  At one session observed by the researcher, leaders focused 

upon conferencing within the independent reading approach.  The session was 

interactive, featured knowledge from acknowledged leaders in the field, and ensured 

learning at school through the assignment of follow-up Walk Throughs during the 

following month.  Principals and vice-principals were to bring the Walk Through forms 

employed during classroom observations to the next meeting for further discussion.  

Shine a Light: The members of one division’s reading team engaged in an action 

research project regarding their own participation in the reading improvement initiative. 
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This serves as a model for other professionals in various roles to undertake significant 

professional learning clearly embedded in their daily work.  

 

Recommendation #4: Develop Leaders of Learning 
4. That school divisions continue to focus upon and intensify the professional learning 

of their school and division leaders within the Lead Learner role espoused by 

Saskatchewan Reads for Administrators.  The power of this role is prominent in 

research (Fullan, 2014; Robinson, 2011) and has shown its power in this study.  

4.1 That the Ministry and division leaders enable the role of Lead Learner by 

recognizing that the adoption of learning leadership will require significant time 

and energy by school leaders and that the traditional managerial duties of school-

based administrators should be reviewed and significantly reduced.  The example 

of the state of Hawaii’s (Fullan & Quinn, 2016) successful effort to significantly 

reduce principals’ managerial tasks should be explored for replication here. 

 

4.2 That the provincial universities explore the approaches in Saskatchewan Reads for 

Administrators within their graduate programs in educational administration.  

 

4.3 That provincial organizations ensure the prominence of the leadership practices in 

Saskatchewan Reads for Administrators in League of Educational Administrators, 

Directors and Superintendents of Saskatchewan (LEADS) conferences and 

modules, the Saskatchewan Principals’ Short Course, and other leadership learning 

opportunities. 

  

4.4 That leadership for learning (Lead Learner role) be added to the Enduring 

Strategies in the ESSP.  

 

4.5 That the PLT apply the leadership practices in Saskatchewan Reads for 

Administrators to future learning improvement initiatives.  Such an application 

would provide coherence as the goals of the ESSP are advanced.  These practices 

are rooted in the research that connects leadership practices to students’ learning 

success and could be applied widely to improvement on a variety of learning 

outcomes. (Leithwood & Louis, 2012; Reeves, 2011; Robinson, 2011; etc.) 

Additional Recommendations Beyond the Executive Report 

4.6 That the whole sector actively consider how it will foster its next set of leaders.  

One factor in this consideration is to ensure that leadership is attractive and doable.  

4.7 That principals and vice-principals visit and engage with other schools, especially 

those that have enjoyed higher levels of success in literacy development.  

4.8 That the PLT and school divisions develop case studies of schools to assist in the 

development of its leaders.  This will ensure that leaders better understand why 

things work and why they don’t within the local context. 
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5. SHARED BELIEFS AND EFFICACY 

“When we expect that we have an impact on student achievement, we are right.  When 

we expect that we are impotent, we are also right.” 

(Reeves, 2008, p. 7) 

 

“Collective efficacy – the shared belief among teachers that they can make a positive 

difference for all their students together – has one of the largest effect sizes of any 

improvement strategy and intervention.” 

(Fullan & Hargreaves, 2016, p. 14) 

 

Finding #5:  School and division leaders understand the importance of Compelling Whys 

and Shared Beliefs in the drive for improved literacy results.  Attention to the Compelling 

Whys and Shared Beliefs has been a focus early in this school year (2016-17) for 

administrator professional learning and school level attention.  These efforts are an 

excellent beginning but work is still needed in some schools on aligning their practices 

with their beliefs and in challenging teachers who may doubt their ability to have their 

students achieve at high levels.  One teacher noted that “Expectations have risen and so 

have kids’ performances.”  One director indicated that “we don’t yet have the high 

expectations that every student will learn to read.”  There is still work to be done.  

In schools from all three divisions that are achieving the provincial goal, teacher and 

leader efficacy is strong and seems to exert a powerful effect on teachers’ and leaders’ 

practices and their students’ results.  It is important to note that some schools in all three 

divisions have achieved the provincial reading goal for their students, including their 

First Nations and Métis students.  There is a compelling reason for teachers’ confidence 

as they have achieved results for their students, including those who have not 

traditionally excelled.  

Shine a Light:  Efficacy was clearly expressed by a teacher at one community school. 

“Kids know they can read.  Teachers know they can teach kids to read.  These kids will 

not be a statistic.”  

Shine a Light:  One division introduced their principals to “Open to Learning 

Conversations” (Robinson, 2011) that can be used to articulate teachers’ beliefs and to 

challenge them if they do not align with school-wide beliefs that support students’ 

learning.  

Shine a Light:  Early in this school year, administrator groups explored their 

“Compelling Whys and Shared Beliefs” and most took this exercise back to their staffs 

using the Saskatchewan Reads for Administrators module on this topic.  The result of this 

work is that some schools prominently posted their shared beliefs about reading on the 

walls of their school.  One school added a provocative “So What?” after each belief as a 

challenge to align practice with their beliefs. 
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Recommendation #5: Instill Shared Beliefs and Efficacy 

5. That all divisions and their schools continue efforts to explicitly develop and 

articulate “Compelling Whys and Shared Beliefs” for literacy learning as well as 

challenge teachers and leaders to align their professional practices with these 

beliefs.  Getting almost all of the staff on board is needed to take full advantage of 

the benefits of collective efficacy (Fisher, Frey & Hattie, 2016; Leithwood & 

Louis, 2012; Reeves, 2011). 

5.1 That Saskatchewan schools with excellent results, especially those schools whose 

students live in lower socio-economic communities and who often belong to 

minority groups, be studied and case studies written for use in the development of 

leaders.  Professionals should know that within the Saskatchewan context, socio-

economic status is not destiny and that teaching and leadership skills are the key 

determinant of students’ success.  

Additional Recommendations Beyond the Executive Report 

5.2 That school staff consider the implications of their newly developed Shared Beliefs 

for their professional practices.  Do their practices align with their stated beliefs? 

Leaders may consider employing the process of “Open to Learning Conversations” 

(Robinson, 2011) to challenge teachers who may doubt the power of exemplary 

practice in having students become accomplished readers.  

5.3. That leaders explore and come to understand the research on the power of 

individual and collective efficacy in students’ success.  (See Reeves, 2011; Fisher, 

Frey & Hattie, 2016 show an effect size of 1.57 for collective teacher efficacy; 

Leithwood & Louis, 2012 re: power of leaders’ collective efficacy). 

5.4 That division leaders take action to develop collective efficacy among their school 

and division leaders.  This collective efficacy is primarily nurtured by the division’s 

focus on student achievement, powerful instruction, and establishing a strong 

professional community (Leithwood & Louis, 2012).  Provincial leaders might 

consider taking similar action to develop collective efficacy among leaders from 

across the province.  

 

6. TEACHERS’ PROFESSIONAL LEARNING  

 

“Rigorous research suggests that sustained and intensive professional learning for 

teachers is related to student-achievement gains.” 

(Darling-Hammond et al., 2009, p. 9) 

 

“Processes for active inquiry, learning and experimenting have to become teachers’ 

core business of thinking as a professional.” 

(Timperley, 2011, xviii) 
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Finding #6:  Teachers’ professional learning is clearly recognized in the three school 

divisions as a necessary step toward improved student learning.  One division 

emphasized the notion that in order to improve students’ learning, the division must 

invest in teachers’ learning (see Hargreaves & Fullan, 2012 re: professional capital 

requires an investment).  Teachers and leaders are very supportive of the division’s 

investment in teachers’ professional learning because they see that it makes a difference 

for students’ learning success.  One teacher summed this up: “Rich professional 

development is vital to success.” 

In each of the three divisions, teachers have a wide variety of ways to learn to improve 

their practice including participation in collaboration days, external and internal 

workshops, staff meetings, webinars, participation in PLC’s, personal professional 

learning approved by principals, use of the resources accessed on the Saskatchewan 

Reads website, working with learning coaches, feedback from principals’ walk throughs, 

observing their colleagues teaching, and system in-services.  Teachers’ learning is 

focused upon literacy and the use of best practices in assessment and instruction.  One 

school based its professional learning upon an analysis of its student learning data.  Job-

embedded, intensive, and ongoing professional learning was observed in the three 

divisions.  Lead teachers and learning coach roles were significant in the professional 

learning of teachers in two of the three divisions.   

A strong need to differentiate teachers’ professional learning opportunities was widely 

expressed.  New teachers were singled out for significant additional support.  Some 

veteran teachers who are stuck in their practices were also mentioned.  

The intensification of teachers’ work life was recognized as having an impact on 

professional learning.  It seems more difficult, for example, to have teachers participate in 

after school workshops.  The more frequent inclusion of students with special needs and 

the arrival of many students who are immigrants are factors in this intensification.  One 

division recognized this and eliminated one reporting period as one way to address this 

issue.  

Shine a Light:  At one community school, a team of three teachers is assigned to two 

large Grade 1 classes.  This results in joint planning and frequent team-teaching.  One 

member of the team is a new teacher while the others are highly regarded veterans.  This 

is a strong example of how a new teacher is being inducted into a collaborative culture 

and is supported in her early development through job-embedded professional learning.  

Shine a Light:  One school began the school year with an in-depth analysis of student 

data.  This analysis was used to plan teachers’ professional learning so that teachers 

were learning what was needed to address students’ learning needs. 

Shine a Light:  One division employs lead teachers in each school (from about .1 to .3 

time) as well as learning coaches who each serve about five schools.  Teachers in these 

roles strongly support teachers in job-embedded professional learning.  They model 

instructional approaches, offer teachers feedback, provide opportunities for teachers to 

observe each other teaching, and support new teachers. 
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Shine a Light:  One school has collaborated with a professor at a provincial university to 

have a class of undergraduates education students participate in a practicum at a 

community school that has a strong collaborative practice and whose students are 

performing above the provincial reading goal.  During their practicum, the students 

participate in assessment and instruction and learn about the approaches espoused in 

Saskatchewan Reads.  This is a good example of how to induct teachers into a 

collaborative culture as well as introduce them to high impact assessment and 

instructional approaches for teaching students to read.  

 

Recommendation #6: Engage Teachers in Powerful Professional Learning 

6. That school divisions, the STF, and the provincial universities ensure that teachers 

have ongoing opportunities to develop their professional knowledge and skills 

regarding students’ reading.  Special attention should be taken to employ the 

research on teachers’ professional learning that contributes to students’ learning 

success.  Such research points to professional learning that is intensive, ongoing, 

collaborative, aligned with improvement priorities, and focused on student 

learning. (Darling-Hammond et al, 2009; Joyce & Calhoun, 2010; Joyce & 

Showers, 2002; Timperley, 2011).  

6.1 That professional learning opportunities be differentiated to meet teachers’ learning 

needs and experience with special focus on new teacher induction and the renewal 

of teachers in mid-career (e.g. Ontario’s Teacher Learning and Leadership Program 

see Campbell et al., 2016).  

 

6.2 That school and division leaders ensure that teachers have regular opportunities to 

observe other teachers and to have their peers observe them.  Having specific 

professional learning goals and data collection tools enhance these opportunities.  

 

6.3 That Ministry and school division leaders protect the roles intended to promote 

teachers’ professional learning as the province’s fiscal concerns are addressed.  

Lead teacher and learning coach roles are valued by teachers and principals and are 

seen to make a significant contribution to teachers’ professional learning (see 

Following Their Voices utilization of provincial facilitators and school-based 

facilitators and Sharratt & Fullan, 2012 re: Parameter 2: embedded literacy 

coaches).  

 

Additional Recommendations Beyond the Executive Report 

6.4 That wherever possible, the profession should induct new teachers by having them 

as members of a team that includes at least one veteran teacher with recognized 

expertise.  

6.5 That more school-to-school professional learning be initiated.  Schools could be 

more formally linked for the purposes of professional learning.  Perhaps schools 

with very good results could be linked to schools in similar socio-economic 

situations that have not been as successful. 
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7. COLLABORATIVE PROFESSIONAL COMMUNITIES  

“… we emphasize the importance of professional community, largely because 

accumulating evidence shows that it is related to improved instruction, students’ 

achievement, and shared leadership …” 

(Leithwood & Louis, 2012, p. 33) 

 

“For all systems, make collaborative professionalism the centerpiece of your strategy.”  

(Fullan & Hargreaves, 2016, p. 22) 

Finding #7:  Schools observed in the three school divisions that have successfully 

achieved the provincial reading goal have established strong collaborative cultures over a 

period of up to seven years.  Not all schools in the three divisions have, however, 

established such cultures although they are being developed with varying intensity in 

most schools.  

Trust among leaders and teachers seem apparent in all of the strong cultures.  Teachers in 

these schools work closely together on matters directly related to assessment and 

instruction and could be said to have developed a shared professional practice.  They 

have also established a shared responsibility characterized by mention of “our students” 

rather than “my students.”  Each of these schools has created structures and used their 

resources to ensure that teachers work closely together.  Structures such as focused PLC’s 

and other teacher teams (e.g. data teams) that meet regularly contribute to a collaborative 

culture.  Human resources devoted to roles such as learning coaches and school-based 

lead teachers have been instrumental in building and maintaining strong collaborative 

work among teachers.  These roles become hard to maintain and have been largely 

eliminated in one division due to diminishing fiscal resources.  

Teacher leadership is a significant feature of teacher teams and adds to the ownership of 

the reading improvement initiative.  Collaborative teamwork, often led by teachers, is 

valued by leaders and teachers and is seen as crucial to schools’ and divisions’ success in 

achieving high levels of reading success.  

Literacy teams at various levels of the division and sector are significant in moving the 

sector’s goals forward.  These teams include the school level teams mentioned earlier as 

well as the division reading team, the collective group of school principals and vice-

principals, and senior leadership teams within divisions.  The recent development of an 

ongoing provincial oversight team is vital to continued focus and development over time.  

Collaborative efforts to engage parents and the community in students’ reading were also 

observed among schools with strong results.  These include family literacy events, 

collaborative work with the School Community Council, and community partnerships 

with service clubs and businesses.  

Shine a Light:  One school has established grade-level PLC that meet every six days 

within the school day.  Each PLC meets under the leadership of a school-based lead 

teacher.  A school-based administrator is often a participant in these meetings.  These 

meetings focus upon student data and appropriate instructional follow-up or 
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intervention.  Forms that capture the discussion and direction set for the students’ 

learning are used to record decisions and ensure proper follow-up. 

Shine a Light:  One division has established a collaborative culture that has permeated 

the entire division.  Professional relationships are strong and extensive.  Professionals in 

all roles focus on the sector and division goals.  A strong division reading team made up 

mostly of teachers leads with credibility and determination.  Classroom practices have 

been strengthened with strong and consistent assessment, intervention, and instructional 

practices.  It is evident that teachers and leaders feel that they belong to a team that has 

a shared responsibility for all students in the division.  The outcome of this strong 

collaborative work has been improving results and achievement of the provincial reading 

goal.  

Shine a Light:  At one community school, Grade 1 and 2 teachers meet weekly with a 

school administrator and the school’s literacy/numeracy specialist to score student 

assessments and select reading strategies based on student needs and the school’s 

learning improvement plan.  This school stresses the idea that it takes a team effort to get 

students to high levels of achievement by Grade 3.  A teacher indicated that collaborative 

time is important in achieving consistent teachers practice across the grades.  

Shine a Light:  Each of the three school divisions involved in this study has a division 

reading team that has responsibility for leading the implementation of Saskatchewan 

Reads.  Each team is made up of educators from a combination of roles, most often 

including some of coordinators, learning coaches, principals, supervisors, 

superintendents, and lead teachers.  The members of each team displayed significant 

passion for and dedication to this work and are knowledgeable about assessment, 

instruction, and professional learning.  These teams are a strong element in their 

division’s success to date.  

 

Recommendation #7: Build Strong Professional Communities  

7. That the Ministry, school divisions, and schools build upon the success of 

collaborative cultures and literacy teams already established, and seek to have 

strong professional communities in every school and organizational unit.  

7.1 That the Ministry, school divisions, universities, and the STF ensure that their 

policies, procedures, and practices encourage and enable the development of strong 

collaborative teaching practice across the province.  

 

7.2 That school and division leaders ensure that structures, processes, and time needed 

for teachers to engage in collaborative work be protected and enhanced.  

 

7.3 That Ministry and division leaders enhance and consciously develop teacher 

leadership through division and provincial initiatives.  Lead teachers, embedded 

literacy coaches, and school-based instructional facilitators have proven to be a 

successful, but endangered role.
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7.4 That the Ministry, colleges of education, the STF, and school divisions ensure that 

the policies and practices related to teachers’ undergraduate learning and induction 

into the profession encourage and enable collaborative teaching practice.  The 

placement of teacher candidates and new teachers into practicum, internships, and 

early teaching assignments should provide them with opportunities for learning and 

support within successful professional communities.  

 

7.5 That divisions and schools continue to develop collaborative relationships with 

parents, community members, and organizations in support of students’ literacy 

learning.  

 

8. DATA TO IMPROVE TEACHING, LEARNING, & IMPLEMENTATION 

 

“ … to optimize classroom teacher effectiveness, we need to know on an ongoing basis 

that every child is learning by making ongoing assessments and by incorporating that 

information about each child’s learning into daily instruction …” 

(Sharratt & Fullan, 2010, p. 29) 

 

“ … data are meaningless unless we consider the causes that lead to the outcomes – 

that is the actions of teachers, school leaders, and policymakers.” 

(Reeves, 2011, p. 29) 

 

“Systems for checking the effectiveness of change are central to ongoing improvement.  

A focus on inputs and distant outcomes, such as changes to student achievement along, 

needs to shift to identifying what is believed to lead to what and testing whether 

everyone’s efforts are heading in the right direction while they are happening, not in 

some far-off future.” 

(Timperley, 2011, p. xix) 

 

Finding #8:  Frequent use of data analysis in planning instruction was evident in many of 

the schools observed.  In addition to Fountas and Pinnell assessments, data specific to 

individual students’ progress (e.g. teachers tracked students’ errors and rates of reading 

during guided reading) was collected and used to plan precise instruction.  One 

superintendent noted that, “We know where we are at.  Every kid!”  A principal indicated 

that the tide turned in her school when teachers did their own assessment of students’ 

reading levels.  

 

Data was also used by division leaders to plan for school leaders’ professional learning.  

One division also reported the use of data in updating the Board.  A number of exemplary 

uses of data analysis and response were observed and are noted in the “Shine a Light” 

items below.  One division’s school administrators indicated a strong need for further 

professional learning in this area.  

One learning coach suggested that students who are transient pose a challenge as data is 

often hard to obtain from their previous school in a timely fashion.  The accompanying 

challenge of ownership of these students was also raised as a class or school’s overall 

data looks very different without them. 
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The three school divisions indicated that the process of this formative assessment was 

beneficial as they critiqued their current implementation efforts and developed their 

future plans.  Future efforts to review implementation work at the provincial and division 

levels would be beneficial.  

Shine a Light:  One division’s reading team, made up almost entirely of teachers, 

developed Walk Through forms that school and division leaders use to gather data on 

teachers’ use of the instructional approaches in the gradual release of responsibility 

Model.  The use of these forms contributed to a more consistent instructional practice 

and to deeper understanding by leaders of the instructional practices.  

Shine a Light:  Leaders in one school division conducted an analysis of two schools with 

similar socio-economic situations but with very different student reading performances.  

They used a Venne diagram to identify common features as well as differences that could 

be addressed in developing a plan for the under-performing school.  Another division 

effectively displays its grade level reading results using distribution graphs that clearly 

illustrate the reading level of all students.  

Shine a Light:  One community school uses graduated and accelerated goals for Grade 

1-3 students because students often enter this school with little book experience and with 

less developed oral language than would be expected.  The goals progress through the 

grades as students catch up: Grade 1- 60% reading at or above grade level; Grade 2 -  

75%; Grade 3 - 90%.  This approach illustrates that it takes the efforts of all of the 

primary teachers to get students to grade level.  It also ensures that Grade 1 teachers are 

not disheartened when only about 60% of their students achieve grade level in reading. 

Shine a Light:  School divisions collected and used data to plan principals and vice-

principals’ professional learning sessions.  The Lead Learner Inventory in Saskatchewan 

Reads for Administrators as well as simple checklists of needs based upon Saskatchewan 

Reads was used for this purpose.  

 

Recommendation #8: Employ Data to Improve Teaching, Learning & 

Implementation 

8. That school divisions emphasize the achievement of more refined levels of practice 

by teachers, principals, and division leaders in analyzing and responding to data 

that informs teaching, leadership, and implementation.  

8.1 That school, division, and sector leaders advocate and provide the means for 

teachers to engage in co-assessment (side-by-side assessment by teachers within 

schools, within divisions, within the province) of students’ ability to read.  Such a 

practice will build fidelity in using the selected assessment procedure and will help 

to ensure consistency in assessment practice that will allow all partners to trust the 

data.  

 

8.2 That the use of data to inform professional judgment be expanded and refined to 

include the use of data to understand the state of teachers’ and leaders’ professional 

practice.  Rubrics for teaching and leadership practices that will assist in 
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determining (including self-assessment) teachers’ and leaders’ levels of use of 

powerful teaching and leadership practices may be useful in gathering and 

analyzing this data.  

8.3 That schools and divisions consider the use of growth goals and accelerated goals 

in addition to the grade level achievement targets.  Growth goals are of value to 

teachers when students start school with well below expected levels of oral 

language and book knowledge.  Accelerated goals (more than a year’s normal 

growth) will also need to be employed for these students if they are to reach grade 

level expectations by the end of Grade 3.  Growth goals are also vital for students 

who meet or exceed grade level in order to keep them growing. 

8.4 That the sector periodically review its implementation efforts and that school 

divisions also periodically undertake their own self-assessment of their 

implementation efforts (Timperley, 2011) by collecting data using the tools (rubrics 

and conversation guides) produced for this formative assessment as well as others 

that could be developed.  If divisions would benefit from an external perspective, 

Saskatchewan Educational Leadership Unit (SELU) or Saskatchewan Instructional 

Development and Research Unit (SIDRU) might be contracted to conduct a 

formative assessment. 

 

8.5 That leaders use data to create urgency and to challenge teachers and leaders who 

may be stuck in their practice. 

 

8.6 That division and school leaders employ the use of various graphical 

representations of students’ and schools’ reading achievement such as distribution 

graphs and Venne diagrams in the analysis of reading and implementation data.  

The use of data walls illustrating students’ current levels of reading achievement is 

also recommended.  

 

Additional Recommendations Beyond the Executive Report 

8.7  That professional learning for school leaders be conducted to ensure their 

knowledge of exemplary practice in data analysis and use.  Examples such as those 

listed above could serve as positive exemplars of data analysis and response.  

8.8  That the Ministry and provincial leaders of the ESSP address the timely flow of 

information regarding students who move between jurisdictions.  Schools need to 

embrace these children and ensure that when they leave they have progressed in 

their reading. 

8.9  That Ministry and school division leaders guard against the acquisition and use of 

data that is not helpful in planning instruction or school and division-wide 

initiatives.  
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9. ADDRESS ALL ELEMENTS IN IMPLEMENTATION 

“The nine high-focus schools that did especially well were initially among the lowest 

performing schools in the district, yet they moved beyond the state and district averages 

in a relatively short time and sustained their achievement levels.  The explanation for 

better performance in our view lies in more carefully focused attention to the details in 

each of the 14 improvement areas, or what we call the 14 parameters.” 

(Sharratt & Fullan, 2012, p. 9) 

 

Finding #9:  The three divisions and some schools have developed implementation plans 

that tackle many aspects of leadership and classroom practice.  These plans address 

teachers’ professional learning, leaders’ professional learning, exploring the “Compelling 

Whys and Shared Beliefs,” using data to inform professional decisions, ensuring 

appropriate interventions for students, and ensuring focus and alignment of plans.  These 

division leaders and reading teams understand the multifaceted nature of implementation. 

 

Shine a Light:  One school has a detailed School Literacy Plan that addresses many 

factors in planning for success.  The thoroughness of this plan and the resulting action 

ensured that a high percentage of students successfully learned to read.  

 

Recommendation #9:  Address All Elements in Implementation 

9.  That sector, division, and school leaders address all elements of Saskatchewan 

Reads for Administrators in the implementation of Saskatchewan Reads.  The 

interdependence of the factors in successful implementation demands that all 

receive attention.  

 

10.  DEVELOP A PROVINCIAL PERSEPCTIVE 

 

Teachers and leaders who participated in this study have noted that it is important to be 

a part of a provincial initiative and see Saskatchewan Reads as a unifying force across 

the province. 

(This study p. 8) 

 

“Top-down change from governments does not lead to whole system change (all 

schools improving); nor does bottom-up change, where every school has autonomy 

result in much progress.  A new strategy, Leadership from the Middle (LftM), is 

emerging that shows more promise for achieving greater coherence and impact across 

the systems.  LftM involves strengthening districts and networks of schools, working 

together on specific problems to build pedagogical capacity and collective expertise 

linked to measurable impact on student achievement.” 

(Fullan, 2015, p. 1) 

 

Finding #10:  The Saskatchewan Reads initiative has brought together the expertise and 

experience of a large team of educators from many school divisions as well as First 
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Nations and Métis authorities across the province.  This team collaborated to establish a 

consensus regarding best classroom practices in literacy instruction.  Saskatchewan 

Reads for Administrators was developed by a team of leaders from across the province.  

This work has elevated important leadership practices that are connected with students’ 

learning success and strong implementation practice.  The continuing dedication of 

members of these two teams as well as the PLT establishing a provincial education sector 

strategic plan has provided a strong momentum toward a more provincial system in 

which leaders and teachers take ownership for the success of students who live well 

beyond the borders of their school division or jurisdictions.  This extension of ownership 

and responsibility bodes well and must be nurtured by all stakeholder groups.   

One participant in the study articulated her hope that educators take ownership for the 

learning of all of the province’s children and youth.  How do we move from “my kids” in 

a classroom to “our kids” from one school to “our kids” for a division and finally to “our 

kids” for the province?  How do we ensure that all members of the educational 

community extend their concern for learning success to all students in our province?  

How do we create a truly provincial system that ensures the success of all students? 

Shine a Light:  The early work of the PLT on the provincial education sector strategic 

plan and of the PRT and the PART on Saskatchewan Reads and Saskatchewan Reads for 

Administrators offers a glimpse of the potential for collaboration across the school 

divisions of the province.  Saskatchewan now has a common educational plan, common 

goals, and a more unified approach to teaching our students how to read, and a more 

unified approach to leading our schools.  Some members of the PRT and the PART 

mentioned how much they appreciate having found colleagues whom they now contact 

for ideas and support in their work.  A network of educators across school divisions in 

pursuit of the reading goal has been established and represents a strong initial step 

toward a provincial perspective that merits extension and strengthening.  

 

Recommendation #10: Develop a Provincial Perspective 

10. That school, division, and provincial leaders from the Ministry, First Nations and 

Métis jurisdictions, the universities, the STF, and the Saskatchewan School Boards 

Association (SSBA) consciously develop a stronger provincial perspective and 

invest more deeply in cross-jurisdictional joint work and professional relationships 

as they strive to improve the learning success of all Saskatchewan students.   

10.1  That provincial leaders consider the example of the PLT, the PRT, and the PART 

as a route to building the overall provincial system’s capacity for future success.  

Such teams would be strengthened with the early participation of university faculty.   

10.2  That provincial leaders study and consider the implementation of “Leadership from 

the Middle” as explained by Fullan (2015).  Such an approach addresses the current 

economic environment where the Ministry lacks the capacity to lead learning 

improvement and where most divisions will be challenged to find the necessary 

resources and capacity to lead their own improvement initiatives.  Pooling expertise 
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and resources to build capacity across the province offers hope of continued 

progress.  

10.3  That provincial leaders from school divisions and the Ministry reach across 

division boundaries and build pedagogical and leadership capacity where it is most 

needed.  The example of the Following Their Voices initiative offers a strong 

example. 

10.4  That school and division leaders develop federations of two or more schools that 

establish collaborative partnerships with a strong connecting structure.  Chapman 

and Mujis found that the most successful of such federations consist of a high-

performing school with one or more low-performing schools (in Rincon-Gallardo 

& Fullan, 2016).  

10.5  That members of the provincial education sector seek professional relationships 

and partnerships dedicated to students’ learning improvement that extend beyond 

our provincial boundaries.  Strong connections to jurisdictions with stronger 

learning performances as well as those with common challenges will yield new, 

more powerful approaches to pedagogy, leadership, and implementation.   

 

V. Conclusion 

The formative assessment of the implementation of Saskatchewan Reads focused on the 

implementation efforts of three school divisions.  As an appreciative study, strong 

classroom and leadership practices were observed and have been shared in this report. 

Saskatchewan Reads and Saskatchewan Reads for Administrators are highly valued by 

staff in the three divisions and will be central in achieving the provincial student reading 

achievement goal.  This study sets forth ten general and other more specific sub-

recommendations designed to address the challenges identified in this study.  Enacting 

these recommendations will assist in the full and successful implementation of 

Saskatchewan Reads and in achieving the goal of having at least 80% of Saskatchewan 

students reading at or above grade level by 2020.  

Saskatchewan Reads is off to a good start and holds great promise.  The sector must 

persist in its efforts to develop classroom and leadership practices that will bring 

Saskatchewan Reads to life and thus ensure our students’ learning success. 
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Appendix A: Considerations for Future Formative Assessments 

Based upon the experience of conducting this formative assessment, the researcher 

recommends the following considerations for future formative assessment projects: 

1.  Those who designed the initiative should be engaged in determining the measures of 

implementation success.  The process of designing the rubrics for this study serves as 

a good example.  This process ensured that the researcher developed a thorough 

understanding of the initiative.  

2.  The researcher in this kind of inquiry should be grounded in the experiences of 

classrooms and schools.  The opportunity to observe students, teachers, and leaders at 

work is most valuable in determining the state of implementation.  Understanding this 

context is vital for making actionable recommendations. 

3.  The experiences of professionals in the Saskatchewan context should be enriched with 

the perspectives of research and best practice from other places.  Although there are 

unique aspects to our Saskatchewan experience, teaching and leading in other places 

bear striking similarities to our experience. 

4.  A future formative assessment of Saskatchewan Reads for Administrators should 

employ the rubrics and conversation guides developed for this study.  These tools 

might be revised and improved to ensure their currency and utility.  The rubrics should 

be placed on the Saskatchewan Reads website so that they are accessible to all who 

would like to use them.  

5.  A future implementation study should involve a larger number of school divisions and 

schools to get the most accurate possible view of the state of implementation.  

6.  This study recommends that the PLT and school divisions conduct periodic self-

assessments of their implementation work at the provincial and division levels.  The 

provincial oversight committee should provide the tools and advice on the conduct of 

such assessments.  

7.  Saskatchewan Reads for Administrators presents research-proven leadership practices 

that apply to almost all learning improvement efforts.  By using these practices in 

other initiatives, those who work in schools and divisions will see and appreciate the 

coherence.  The tools used in determining levels of use of the 

leadership/implementation practices in this study could be applied to other learning 

improvement initiatives.  
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Appendix B: Saskatchewan Reads Implementation Timeline 

Fall 2012   Saskatchewan Plan for Growth, Vision 2020 and Beyond 

“By June 2020, 80% of students will be at grade level or 

above in reading, writing, and math …” 

June 2013 Goal of 20% increase to June 2013 results of 65% reading 

at or above grade level results in target of 78% of Grade 3 

students reading at or above grade level by end of June 

2015 

October 25, 2013 Original draft of Hoshin Plan for Provincial High Impact 

Reading Assessment, Instruction and Intervention 

Strategies  

Dec. 2013 - June 2014 Student First consultations 

February 10, 2014 Education Sector Strategic Plan (ESSP), 2014-2020 Level 1 

Revision 

April 2014 ESSP developed and is approved by 28 school divisions & 

accepted by the Government of Saskatchewan  

April 2014 Provincial Reading Team formed 

June 2014 Priority established for Grade 3 Reading 

 “Identify and implement a unified set of provincial high 

impact reading assessment, instruction and intervention 

strategies in 2014-15.”    

September 2014  Student First Engagement Discussion Guide 

September 2014 All school divisions have a designated reading team for 

Grade 1-3 

September 2, 2014  Reading Improvement Advisory Committee Meeting  

Education Sector Strategic Plan sets goal of 78% of eligible 

Grade 3 students reading at or above grade level by June 

2015 

November 13 & 14, 2014 Introduction to Saskatchewan Reads Workshops 

    Become familiar with Saskatchewan Reads 

Begin to plan implementation or refine existing initiative 

Feedback to team re: support for deployment 
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January 2015 Environmental Scan of Provincial School Divisions re: 

Grade 1-3 Reading 

January 2015 Feedback to Ministry and PRT re: Saskatchewan Reads 

January 22, 2015  Saskatchewan Reads document (version 7)  

January 27, 2015 Reading Improvement Advisory Committee meeting 

 Re: Feedback on Saskatchewan Reads/Proposed 

Actions/Pre-service Education  

Feb./March, 2015 Development of Provincial Priority Plan 2015-16 Cycle 2 

March 11 & 12, 2015 Saskatchewan Reads Workshops: Implementation Planning 

by School Divisions 

March 2015 School Division Deployment Plans 

March 5, 2015 Saskatchewan Reads (document: version 12) 

Spring 2015 Approval of Saskatchewan Reads by all 28 school boards 

Sept. 2015 – June 2016 Year 1 of implementation by school divisions 

Dec. 2015 Saskatchewan Reads for Administrators Workshops 

(Provincial)  

Feb. 10, 2016 Reading Improvement Advisory Team (U of S, U of R) 

 Re: Saskatchewan Reads for Administrators 

 

March 2016 Saskatchewan Reads for Administrators Workshops 

(Provincial) 

 4 divisions share what they are doing in Saskatchewan 

Reads 

April 2016 Saskatchewan Reads for Administrators (version 11) 

June 2016 Report re: Support for ESSP Reading Priority (2015-16)  

Sept. 2016 – June 2017 Year 2 of Implementation, including Saskatchewan Reads 

for Administrators 

Sept. 2016 – January 2016 Formative Assessment of Implementation of Saskatchewan 

Reads 

Fall 2016 Formation of Ongoing, Provincial Oversight Team 
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Appendix C: Saskatchewan Reads Implementation Rubrics 

 

See attached. 


