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Abstract

The research project described in this thesis entailed the development of a conceptual design for
a youth leadership program intended for implementation in an urban British Columbia public
secondary school (grades 8-12). The project included elements of a case study with action
research and involved an Action Research Team (ART) composed of the author’s colleagues and
student researchers. As proposed, the program was intended to align with the new British
Columbia Ministry of Education K-12 curriculum and to offer students opportunities to develop
leadership attributes and skills relevant to real-world contexts. Recommendations for the
implementation of the intended program are based on results from student input and current
literature around engaged citizenship building in a school setting.
Keywords: Action Research, Case Study, ART, Youth leadership, BC Curriculum, 21st Century
Learning, BC Core Competencies
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Chapter 1: Introduction

I recently saw the Academy Award-winning film La La Land in which the main character,
Sebastian, comments on the collaborative qualities of jazz bands.
Look at these fellows. Look at the sax player right now, he just hijacked the song, he’s on
his own trim. Every one of these guys is composing, rearranging, they’re writing, then
they’re playing the melody. They’re just—and now look, the trumpet player, he’s got his
own idea, and so it’s conflict and it’s compromise, and it’s just, it’s new! Every time it’s
brand new every night. It’s very, very exciting. (Berger, Horowitz & Chazelle, 2013)
Sebastian references the apparent chaos of creating the music, yet the musicians are so in tune
with each other that they intuitively know when to take the lead and when to step back. After
researching this thesis, I now see that true leaders have all these qualities. They know when to
lead, and when to follow; they are imaginative, creative and listen to their instincts. Each jazz
player is a leader, just as each person in an organization can be a leader.
Background
So what is a leader? Is leadership something that you are born with, or that is developed
or is it a combination of the two? What is my experience with leadership? I am a Secondary
School English and Modern Languages Teacher at a large enrolment British Columbia public
school (referred to in this thesis as Central High) in an affluent urban area. It has a strong Arts
program, which I adore for all of the experiences it gives to students, although my true devotion
lies with environmental issues.
Since coming home from travelling in Southeast Asia whereas people often say in
conversations regarding travel: “one finds oneself while travelling the world,” I found myself
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lacking a project about which I felt a passion. I knew I also wanted to see a shift in the way
students viewed the world, but I did not know where to start.
The opportunity to examine a different way of knowing and learning fell into my lap
shortly after starting at Central High. A few of my colleagues decided to take advantage of a
recently implemented BC Curriculum for grades K-12 (Government of British Columbia, 2017a)
and invited me to take part in an inquiry project to explore the question: “How can we enhance
and strengthen environmental and community sustainability and stewardship across disciplines
and grades?” From this opportunity, I was able to develop a research project involving receiving
input and ideas from senior students in leadership roles in the school on how to incorporate more
leadership opportunities. The project also would examine the students’ input regarding fostering
greater opportunities for leadership, for all learners. I hoped that the results of the inquiry would
be especially beneficial to the development of new environmental leadership programming at the
school. Moreover, I hoped that the results of this study would inform the implementation of BC’s
New Curriculum and in particular the application of the Core Competencies (Government of
British Columbia, 2017d) that are intended to be the essence of the new curriculum and to be
infused across all grades and subject areas.
Setting
Central High has a population of approximately 1,200 students and 90 teachers and
counselors. The Central Arts Program includes specializations for students in fine arts, literary
arts and applied fine arts. Many of the students that I teach plan to get into top universities in
North America, including some Ivy League schools. The Fraser Institute (2017), “an independent
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non-partisan research and educational organization based in Canada,” rated Central High as one
of the top-ranked public schools in BC (The Fraser Institute, 2017).
The demographics of the school are mainly upper middle to upper class with a large
population of relatively recent immigrants. The pressure to get into good universities, whether
that is from parents or peers, creates a unique niche for students who take on leadership roles.
Through various conversations at the school, I have found that some of my teaching colleagues
think that the students are only leading clubs or taking specific classes for use on their resumes
or post-secondary applications. However, teachers who are working closely with students and
who are involved as sponsors and mentors to student clubs, see teenagers who are under a lot of
pressure to excel but genuinely care about the leadership work with which they are engaged and
who may have put more on their plates than they can manage.
Overview of the Thesis
My research questions emerged a year ago after meeting with the teachers in my inquiry
group to discuss a question that I had previously introduced. An inquiry group is a group of
teachers, often cross-curricular and even cross-school, who get together for formal release time
to inquire into a pedagogical question. The group applies to the School Board for funding and is
approved based on the type of question they are examining. At Central High, there are currently
two different inquiry groups working on separate questions. The original intention of the group
was to analyze the potential to create student programming in environmental and community
stewardship at the school.
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Core Research Question
The Core Question around which the research for this thesis was organized was: What
steps should be taken by a secondary school Action Research Team ((ART) a group of teachers
who were part of an Inquiry Group who acted as co-researchers on the project) in order to gain
inputs from students that could be valid and useful for the design and implementation of learning
environments that develop and support student leadership and engagement with active
citizenship? The Core Question included several sub questions.
1. Can student conceptual understandings and perceptions of leadership skills and what it
means to be active citizens be developed into criteria useful for the design and
implementation of a learning environment for a program that will foster the attributes of
effective and responsible leadership and community engagement within the program’s
learning environment?
2. Can the prospective program’s design be aligned to support and complement the
framework and profiles published in the BC Curriculum’s six Core Competencies for
grades K-12?
3. Based on effective and meaningful student consultations and inputs, what learning
environment factors should be incorporated into the design of a leadership program to
create a sense of community among the student participants?
4. Can student recommendations for the design for the intended leadership program be
used to develop criteria for the program design that integrate aspects that are mindful of
students’ stated views about leadership skills while fostering their senses of agency and
choice about the shape of the directions they can take in the program?
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5. Can the leadership program be designed in such a way that replication and
implementation by other schools in BC is possible?
Genre and Methods of Study
The study described in this thesis used a variety of methods and took the form mainly of
a case study that employed a participatory action research approach. Lewin (1946) first described
action research as: “The research needed for social practice can best be characterized as research
for social management or social engineering. It is a type of action-research, a comparative
research on the conditions and effects of various forms of social action, and research leading to
social action” (p. 144). Somekh (2006) defines Action Research projects as being characterized
by eight principles:
Action research integrates research and action in a series of flexible cycles . . . . Action
research is conducted by a collaborative partnership of participants and researchers . . . .
Action research involves the development of knowledge and understanding of a unique
kind . . . Action research starts from a vision of social transformation and aspirations for
greater social justice for all. (pp. 6-7)
Hoping to be consistent with these principles, I kept a research journal with detailed
records of all the Action Research Team (ART) meetings we conducted throughout the year. I
logged conversations that I had with other teachers and administrators who were connected to
my research and the leadership program. I also took notes of observations made at various
professional development workshops offered during the course of the study.
I formally gathered qualitative data from the student focus groups where I interviewed
senior leadership students about their experiences and opinions about leadership programming. I
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also employed the PLACES survey (Zandvliet, 2012) with the same students. Finally, I took the
results of the student data back to the ART and collected feedback from an informal focus group.
I describe my methods in detail in Chapter 3.
Chapter Overview
The opening chapter is followed by Chapter 2, which is a review of literature relevant to
my research questions and focus. The review will focus on current and past literature on
leadership, leadership programs as well as curricula connected to leadership development. A
major focus will be on the representation of leadership in the new BC Curriculum. I will also
include an analysis of current research on youth leadership. Chapter 3 describes in detail the
methods of the study as briefly outlined above. Chapter 4 presents the results of the study.
Chapter 5 discusses the results of the study and their implications for the future development and
implementation of leadership programs at the school and the potential connections between the
study results and the Core Curriculum Competencies that are expected to be incorporated across
all subjects in the new BC Curriculum. Chapter 6 is a summary of recommendations for the
design and implementation of a leadership program at Central High. The thesis incorporates a list
of references cited and Appendices with copies of important supporting documents and surveys.
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Chapter 2: Literature Review

In this chapter I have focused my review on research concerning leadership in general,
and youth leadership more specifically including youth environmental leadership. It is important
to note that the general literature on the topic of leadership is extensive and includes books and
research articles on specific sub-topics (e.g., military leadership, corporate leadership,
organizational leadership, etc.). My focus for this Chapter is to discuss scholarship on leadership
in broad, conceptual terms and then to focus on scholarship related closely to youth leadership.
More specifically I focus on curricula that have the development or assessment of leadership
among youth (through to the approximate age of senior high school students –17-18 – years as
foci). I will also examine research and writings related to the concept of 21st Century Learning
and its connection to the Core Competencies that are an important element of the new BC
Curriculum (Government of British Columbia, 2017d).
The Chapter begins with a Glossary of Terms with definitions of some of the major terms
used in this review and included in a number of the cited publications. I will then provide an
overview of definitions of leadership and related concepts, especially management. I also touch
on the official mission and mandate statements for the education system as published by the BC
government to provide a context for the involvement of public schools in programs and curricula
that address student leadership and the general development of citizenship. I will then outline the
connections between student leadership and the recently implemented new BC K-12 school
curriculum. Specifically, I will explain the concept of 21st Century Learning as a rationale for the
new curriculum and the position and significance of the Core Competency component of the new
program in fostering student leadership and citizenship. Since the research reported for this thesis
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was conducted in the context of a large, comprehensive public BC secondary school, my review
will give some attention to the learning experience and curriculum of secondary school students
(grades 8-12) and on the graduation requirements and expectations.
Glossary of Terms Used in the Literature Review
The definitions provided here are selections taken from a larger, general glossary that is
published online at the website for BC’s New Curriculum: The Glossary of Curriculum Terms
(British Columba Ministry of Education, 2017).
21st century skills is the term used to describe the combination of specific skills, content
knowledge, expertise, and literacies that are essential for today’s graduates.
Competency represents the combined skills, processes, behaviours, and habits of mind
that learners use to make sense of the world.
Core competencies are a set of intellectual, personal, and social competencies that
students develop to engage in deeper learning and to support lifelong learning through the course
of their schooling. The Core Competencies are embedded in each area of learning, and are
activated through the learning experiences and activities. In BC, the Core Competencies are the
Communication competency, Thinking competency, and Social and Personal competency.
The Communication competency encompasses the set of abilities that students use to
impart and exchange information, experiences, and ideas; explore the world around them; and
understand and effectively engage in the use of digital media. The Communication competency
provides a bridge between students’ learning, their personal and social identity and relationships,
and the world in which they interact.
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The Thinking competency encompasses the knowledge, skills, and processes we
associate with intellectual development. It is through their competency as thinkers that students
take subject-specific concepts and content and transform them into a new understanding.
Thinking competence includes specific thinking skills as well as habits of mind and
metacognitive awareness.
The Personal and Social competency is the set of abilities that relate to students’ identity
in the world, both as individuals and as members of their community and society. The Personal
and Social competency encompasses the abilities that students need to thrive as individuals, to
understand and care about themselves and others, and to find and achieve their purposes in the
world.
Interdisciplinary learning is an integrated, deliberate, and mindful approach that
connects the disciplinary knowledge and competencies from more than one area of learning to
examine a theme, experience, or topic and/or investigate an issue or problem. Interdisciplinary
learning enables students to develop deeper understanding through:
•

expanding their capacity to understand multiple viewpoints on a given topic — students
can acquire an appreciation of the differences between disciplines in how to approach and
solve a problem

•

extending structural disciplinary knowledge, both factual (declarative knowledge) and
process-based (procedural knowledge), to solve complex problems

•

integrating conflicting insights from alternative disciplines — different disciplines
attempt to understand the same or related problems, but each discipline adopts different
ways to analyze and evaluate the viability of their insights

GIVING STUDENTS VOICES

21

Interdisciplinary learning can be highlighted through the implementation of integrated
curriculum. This occurs when learning experiences are designed to combine the Curricular
Competencies and Content from more than one area of learning, resulting in deeper learning in
each area.
A learning environment is the combined social, physical, psychological, relational,
and pedagogical contexts within which learning takes place.
Place is any environment, locality, or context with which people interact to learn,
create memory, reflect on history, connect with culture, and establish identity. The connection
between people and place is foundational to First Peoples perspectives of the world.
Self-directed learning is an approach to learning in which students select, manage,
and assess their own learning activities. Students may have the autonomy to select learning
activities according to their personal preferences.
Leadership and Related Concepts
More has been written about leadership than probably all aspects of
managing combined. The United States, in particular, is obsessed with it, now
more than ever….Find an organization with a problem and you will find all kinds
of people proposing leadership as the solution. (Mintzberg, 2011, p. 65)
As this quotation highlights, Mintzberg (2011), a prominent Canadian scholar of
leadership, management, and organizational theory, views leadership as one of many roles in the
larger realm of management. Mintzberg stresses that leadership tends to be used in two different
senses—the first is regarding position and those she leads: “the leader is in charge, motivates and
inspires, elicits shock and awe….” (p. 65). He notes that this view of leadership is also often the
focus of courses on leadership. However, Mintzberg continues to describe the second sense of
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the term in which leadership is viewed more broadly, often beyond formal authority: a leader is
anyone who breaks new ground, sets the direction that shows others the way. Mintzberg states
that he appreciates both views but focuses his work on leadership as a necessary component of
management and describes leadership as a role taken by managers in particular contexts or
situations. Further, leadership can be exercised with individuals, one on one, or in teams or with
whole units or organizations. He elaborates that leadership has to work alongside other factors,
especially “communityship” (p. 65). Mintzberg even comments that “many organizations these
days could use less leadership” (p. 65).
So, what do managers DO when they function in the leadership role? Mintzberg (2011)
describes several functions:
1. Leaders energize individuals (motivate, persuade, support, empower, encourage
and engage) (p. 66) “…in the leading role, managers help to bring out the energy that
exists naturally within people.” (p. 66)
2. As leaders, managers coach, train, teach, counsel and nurture. They help people
to develop themselves. (p. 67)
3. At the group level, managers build and maintain teams, which includes
resolving conflicts. In this context, Mintzberg cites Peter Drucker’s notion that there is a
difference between people who play on a team versus those who play as a team. (p. 68)
4. At the larger level of organization, Leaders help to establish and strengthen
culture. In this role, the leader shapes the character of the organization. (p. 69) This role
is sometimes also referred to as the “management of meaning.” (p. 70)
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5. Leaders also function to maintain and develop a network of connections, often
to people or organizations that are outside their immediate situation, project, or context.
They build alliances, joint ventures and collaborations. They use their networks to gain
support and resources for their group or project team.
Returning to the core question, what do Leaders (or managers acting as Leaders) do?
Mintzberg proposes three main roles or areas in which they function: information, people, and
action (p. 90), and lists key competencies: Personal, Interpersonal, Informational, and Actional
(p. 91).
In the personal competency area, the leader must manage self internally (thinking,
reflection, strategy) and externally (time and stress management, career development).
Mintzberg (2011) notes that leaders/managers have to operate across these roles and the
distinctions between them often blur, and the leader may perform activities in multiple roles. He
notes that, “[o]ver time managing has to function in a dynamic balance” (p. 95) and goes on to
claim that learning to practice these roles and competency cannot be done effectively in a
classroom where one role can be considered and practiced at a time. The best training occurs on
the job, in the context of real situations and projects (p. 98). That comment has particular
relevance to the issues addressed in the research described in this thesis.
While Mintzberg’s work on leadership and management is widely respected and cited, he
is not the only notable scholar and critic of current practices. Bolman and Deal (1991), for
example, state: “Many views of leadership fail to recognize that it is relational and contextual
and that it is not simply a matter of wielding power or occupying a certain position….We need to
reframe leadership to move beyond the impasses created by oversimplified models.” (p. 421).
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Bolman and Deal (1991) also describe leadership as involving multiple roles including structural,
human resources, political, and symbolic (p. 423). They note that leaders need to understand the
differences among these roles or frames and recognize their limits: “It is unrealistic to expect
every manager to be a leader for all times and seasons….wise leaders understand their own
strengths, work to expand them….” while building teams that together can function across the
various roles (Bolman & Deal, 1991, p.445). They continue, stating: “[l]eadership is always an
interactive process between leaders and the led” (Bolman & Deal, 1991, p.448).
This review touches upon only a few concepts about leadership and management. While
the references cited are well known and widely cited, the field still has disagreements on the
topics at hand. For example, while some scholars posit that leadership cannot be taught and can
be learned only through direct, on the job experience, others believe that the talents or
personality traits that support leadership can certainly be nurtured and supported by effective
curricula and classroom-based learning experiences. What does seem to be somewhat agreed on
is that leadership and management are complex activities that require active learning and
reflection on the part of those who engage in them as well as a fairly flexible and creative style
of thinking about human relations and actions. Potential managers or leaders can learn skills, but
the skills alone are not enough to be an effective leader. Ideally, leadership also involves the
ability to consider the ethical and moral dimensions of choices and actions (Fullan, 2001). As
will be elaborated on below in this review, youth leadership development and practice in the
context of schools connects with various issues and themes in curriculum and policy.
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The Educated Citizen—Educational and Curriculum Policies and the Expectations for BC
Schools
Public schools are expected to perform multiple roles including the instruction of students
in areas of skill and content that are deemed to be important and to nurture habits of character
and behavior and ways of thinking. While BC has a new curriculum that addresses these
expectations in a variety of ways, the public schools of BC have long been seen as having an
important role in the development of citizenship. One can see this emphasis in the newest
revision of the Statement of Education Policy Order in the School Act (The School Act, R.S.B.C.,
c 412). The Policy Order states the Mission of the public schools: Part A. Mission Statement
The purpose of the British Columbia school system is to enable learners to
develop their individual potential and to acquire the knowledge, skills, and
attitudes needed to contribute to a healthy society and a prosperous and
sustainable economy.
Part B. of the Policy Order, covering General Policies makes a statement that defines the
educated citizen.
A quality education system assists in the development of human potential and
improves the well being of each individual person in British Columbia society.
Continued progress toward our social and economic goals as a province depends
upon well-educated people who have the ability to think clearly and critically, and
to adapt to change. Progress toward these goals also depends on educated citizens
who accept the tolerant and multi-faceted nature of Canadian society and who are
motivated to participate actively in our democratic institutions.
The statement continues to list some of the attributes associated with educated citizenship
and as a role of “high quality schooling.” Schools are to assist in the development of citizens
who are:
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thoughtful, able to learn and to think critically, and who can communicate
information from a broad knowledge base;

•

creative, flexible, self-motivated and who have a positive self image;

•

capable of making independent decisions;

•

skilled and who can contribute to society generally, including the world of work;

•

productive, who gain satisfaction through achievement and who strive for
physical well being;

•

cooperative, principled and respectful of others regardless of differences;

•

aware of the rights and prepared to exercise the responsibilities of an individual
within the family, the community, Canada, and the world.

The Policy Order also defines the roles that are expected to be performed by public
schools in obtaining the goals of the education system.
Prime Goal of Public Schools – Supported by the Family and Community
•

Intellectual Development – to develop the ability of students to analyze critically, reason
and think independently, and acquire basic learning skills and bodies of knowledge; to
develop in students a lifelong appreciation of learning, a curiosity about the world around
them and a capacity for creative thought and expression.

The Policy Order also describes the goals shared among schools, the family and community.
Schools are expected to play a major role, through learning experiences and supervised practice,
in helping students to achieve the following goals:
•

Human and Social Development – to develop in students a sense of self-worth and
personal initiative; to develop an appreciation of the fine arts and an understanding of
cultural heritage; to develop an understanding of the importance of physical health and
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well being; to develop a sense of social responsibility, and a tolerance and respect for the
ideas and beliefs of others.
Career Development – to prepare students to attain their career and occupational
objectives; to assist in the development of effective work habits and the flexibility to deal
with change in the workplace.
The Policy Order also describes the Duties, Rights, and Responsibilities of Students.
Students have the opportunity to avail themselves of a quality education consistent with their
abilities, the opportunity to share in the shaping of their educational programs, and the
opportunity to determine their career and occupational goals. They have a responsibility to make
the most of their opportunities, to respect the rights of others, and to cooperate with fellow
students in the achievement of their goals.
Implications of the New BC Curriculum for Student Leadership
The goals described in the Mandate cited above are ambitious. The new BC K-12
Curriculum, as published online on BC’s New Curriculum website, also describe how the school
program might be activated to meet the goals and intentions stated in the policy. The statement
of Paths to Graduation (Government of British Columbia, 2017b) reads:
Under the new curriculum, the path to graduation is more flexible. The grad
program still spans grades 10, 11, and 12, but a student's path to their Dogwood may be
more varied and flexible than before. Teachers and students will now have more
opportunity to explore learning outside of the classroom and build on each student's
potential.
There is an emphasis on real-life experiences - community involvement, gaining business
knowledge, and hands-on learning. These are the kinds of skills that build better students and
better citizens (Government of British Columbia, 2017b). Now examining the research reported
in this thesis, it is concerned with the development of youth leadership in the context of a public
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secondary school. While the policy statements cited above do not specifically mention student
leadership, they do reveal a concern for more than the presentation of content or the development
of basic skills. They also offer an indication of the sorts of learning environments and learning
experiences that can contribute to reaching the larger goals of educating students for active
citizenship in a democratic and diverse society. As such, these policies offer support to teachers
and students in working to develop student potentials for leadership. Joyce and Weil (1972)
made the point that curricula not only INSTRUCT but also NURTURE students—they develop
not only knowledge and skills but also habits of mind, ways of being and relating to self and
others. When the Policy Order for BC Schools refers to the term citizen that word implies more
than “person” or “individual” or “student” but someone who will be an active contributor to the
life of the polity, society and culture (The School Act, R.S.B.C., c 412). The kinds of educational
experiences described above in the new curriculum’s Paths to Graduation would certainly appear
to be seen as necessary to support the development of the educated citizen envisioned in the
Policy Order.
Twenty-First Century Skills
The new curriculum refers to 21st century skills which are defined as the combination of
specific skills, content knowledge, expertise, and literacies that are essential for today’s
graduates (British Columba Ministry of Education, 2017). Publications referenced in support of
the new curriculum offer a rationale for the development of these skills:
Initiatives on the teaching and assessment of 21st century skills originate in the widelyheld belief shared by several interested groups - teachers, educational researchers, policy
makers, politicians, employers - that the current century will demand a very different set
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of skills and competencies from people in order for them to function effectively at work,
as citizens and in their leisure time….Supporters and advocates of the 21st century skills
movement argue for the need for reforms in schools and education to respond to the
social and economic needs of students and society in the 21st century. (Ananiadou &
Claro, 2009, p.6.)
A number of articles and the preamble to the new BC curriculum suggest that there is a
need to reorient school programs to effectively address the development of 21st century skills.
Consequently, important questions emerge around whether current patterns of curricular
organization can serve that goal and how the attainment of such skills or attributes could or
should be assessed. Ananiadou and Claro’s study found that most countries integrate the
development of 21st century skills and competencies in a cross-curricular way, i.e. across subject
area although ICT-related skills are often the exception to this, i.e. they are taught in some
countries as a separate subject. (2009, p.15).
Over 25 years ago, Jacobs and the Association for Supervision and Curriculum
Development (1989) wrote about the need for interdisciplinary curriculum. She stated that the
need arises from “the growth of knowledge” (p. 3), “fragmented schedules” (p. 4), “relevance of
curriculum” (p. 4) and “society’s response to fragmentation” (p. 6). Jacobs and the Association
for Supervision and Curriculum Development has written that “[w]e are coming to recognize that
we cannot train people in specializations and expect them to cope with the multifaceted nature of
their work” (1989, p. 6). Jacobs and the Association for Supervision and Curriculum
Development’s (1989) claim indicates that interdisciplinary studies and projects can give
students the tools they need to better prepare for work in a world that will require them to be able
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to apply multiple problem-solving strategies across a spectrum of subject areas and disciplines.
With the new curriculum’s emphasis on 21st century skills, there appears to be an opportunity to
create more interdisciplinary opportunities, including curricula such as the leadership
programming that my research examines and proposes could give students the tools needed to be
successful leaders in various careers as highlighted above.
The above authors also found that the introduction of 21st century skills occurred in the
context of major curriculum reform and that there were virtually no clear (formative or
summative) assessment policies for these skills (Jacobs and the Association for Supervision and
Curriculum Development, 1989). The essence of these comments, and somewhat less directly of
statements included in the new BC curriculum, is that the schools as organized in the past, while
effective for their particular times and context, will not serve for the 21st Century. Similarly,
Ananiadou and Claro (2009) reported that “there are few teacher training programmes, initial or
in-service, that target the teaching or development of 21st century skills. Here exist several
teacher training initiatives that focus on developing teachers ICT pedagogical skills, most of
them optional” (p. 15).
It is important to note that there are thoughtful criticisms of the emphasis on re-shaping
curricula around 21st century skills. Ananiadou and Claro (2009) note that the Common Core
group argue for more emphasis on content and a broad liberal arts curriculum rather than the
teaching of skills such as critical thinking or learning how to learn. The main argument advanced
by this approach to teaching is that, although such skills are very important, educators cannot
teah them independently (i.e., outside a particular knowledge domain such as those designated by
traditional academic subjects). Students will also not be able to apply such skills if they lack the
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appropriate factual knowledge on a particular domain (Ananiadou & Claro, 2009, p. 6). Those
with an academic rationalist orientation (Eisner, 1985) towards curricula may also argue that the
emphasis on interdisciplinary or integrated curricula can lead to students being confused about
the important differences among various forms of knowledge and being unable to distinguish the
differences between claims and arguments based in science as differing from claims made
historically, in philosophy, the arts, or religion. Similarly, other critics such as Ananiadou and
Claro have expressed the concern that the emphasis in the 21st Century curriculum trend is based
on the goals of business and has a strong economic or capitalist base. These critics would argue
that vocational or career preparation is not the sole (or even most important) purpose of
education. From this perspective:
the rhetoric of 21st century competencies is seen as yet another facet of an
economist approach to education according to which its main goal is to prepare
workers for knowledge-intensive economies or even in some cases for particular
firms. Instead of emphasizing a harmonious development of all human abilities,
the discourse on competencies overstates the relevance of work-related
competencies. (Ananiadou and Claro, 2009, p.6.)
Curriculum changes when proposed or implemented at the level of such an important social
institution as public schools is always going to be affected by political forces deployed by
stakeholders—parents, businesses, post-secondary institutions, and even politicians of various
persuasions. The new BC K-9 curriculum is in the early stages of implementation, and the 10-12
curriculum is not yet in the implementation stage, which will start in the 2019-2020 school year
(Government of British Columbia, 2017a). The province has been in the midst of significant
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political changes so it remains to be seen how well the new curriculum will be accepted,
especially by parents of students enrolled in the senior grades.
Curriculum Development in Youth Leadership
In this review, I have found an apparent gap in the literature around curriculum
development specifically targeted towards developing youth leadership. One study by Wade
(1997) looked at integrating community service learning into the curriculum. Wade (1997)
presented a set of recommendations for curricula that incorporate community-based service
learning. She suggested three criteria: “deciding on a community need or problem, choosing a
service project, and developing a plan for integrating the service with curricular goals” (p. 234).
She suggested that ideas for service learning projects come from teachers, students, and the local
community by having students consult the community members (Wade, 1997, p. 234). The goal
should be to choose a project that entails more than one special or feature event. The project
should also be appropriate to the age level and skills of the students, and there should be a
consensus (Wade, 1997, p. 234-35) for taking on the work.
Wade’s study focused on elementary school students, (1997, p. 235) but the
recommendation to integrate a variety of subjects into a service learning project also seems
appropriate to the high school context. Wade (1997) also mentioned that, “the most effective
service-learning projects are usually partnerships between teachers, students, and community
members” (p. 235) and that everyone should know what they are responsible for doing and that
throughout the process students should reflect on their learning through various models such as
journal writing or discussion. In this project the ART at Central High has spoken in the past
about needing a type of reflection piece for the program, so her recommendations are

GIVING STUDENTS VOICES

33

noteworthy. Wade’s (1997) final recommendation was to recognize students’ accomplishments at
the conclusion of the project, such as “…through certificates, ribbons, a popcorn party, pizza, or
an extra recess” (p. 235).
A study by Mitra (2006) examined the idea of including student voices in youth
leadership programs at Whitman High School. In her research, Mitra (2006) conducted student
focus groups to hear what the students had to say about what should happen at school. From
these focus group results, the school began collaborating with the students “to solve the problems
that had been identified” (Mitra, 2006, p. 7) at the school. Students then took on various
leadership roles and were given the space to create change at the school in regard the problems
they identified. They started various initiatives “aimed at improving relationships between
students and teachers at the school” (Mitra, 2006, p. 7).
Mitra (2006) diagrammed a proposed pyramid of student voice. Figure 1 is a
reproduction of this diagram, used with the author’s permission. The diagram highlights that the
more opportunities to raise student voice at a school, the more chances there are for “youth
development opportunities” (Mitra, 2006, p. 7). Mitra’s (2006) diagram also demonstrates that
the least common type of student voice development occurs where there is “an explicit focus on
enabling youth to share the leadership of the student voice initiative” (p. 8). The work done at the
school in her study gave students the opportunity to collaborate with the adults to decide what
problems at the school needed to be dealt with and changed (Mitra, 2006). Mitra (2006) noted
that “[t]hrough partnering with adults, youth noticed a growing mutual understanding between
teachers and students” (p. 8). To get to the top of the pyramid, “building capacity for youth
leadership,” (Mitra, 2006, p. 8) student leaders were given a space and time to meet on a
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consistent basis to develop their initiatives into realistic action plans through a Student Forum
class. The Student Organizers developed “teacher-focused” and “student-focused” activities such
as those where students became the “experts of their classroom experience by providing teachers
with feedback on how students might receive new pedagogical strategies” (Mitra, 2006, p. 9).

Figure 1. Pyramid of Student Voice Redrawn from Mitra (2006, p. 7) with author’s permission.
August 18, 2017.
Mitra’s (2006) findings suggested that through both the teacher-focused and studentfocused activities the student leaders noticed “many changes in teacher perspectives” (p. 9). They
also saw more partnerships starting between teachers and students in regards to changing
classroom learning environments (Mitra, 2006). Mitra’s (2006) recommendation for schools that
want to start similar initiatives to enhance student leadership is to start with listening to student
input. But schools will need to do more than just that to be successful, as per the
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recommendation of following the pyramid of student voices. Mitra (2006) presses educators to
“work in partnership with youth conscientiously and continuously to develop patterns of
interaction that aligned with the values of equitable relations” (p. 10). The PLACES (Zandvliet,
2012) inventory, about which I will later elaborate, is designed to address precisely what Mitra
(2006) recommends regarding student voice. It is a tool that looks at the psychosocial aspects of
learning environments. It was created to give students a greater voice about what they actually
experience in school and what they would prefer to experience.
In reviewing relevant literature, I have also looked for studies done in an environment
and locale similar to that of Central High School. For example, Cardwell (2012) conducted his
research on student engagement in some British Columbia high schools, so his results are of
particular interest for the research reported in this thesis. Cardwell (2012) interviewed students
and used a student engagement survey called What Did You Do in School Today (WDYDIST,
2008; WDYDIST, 2009; Willms, Friesen, & Milton, 2009) at two schools. His study results
demonstrated the importance of looking at alternative program designs such as those that Central
High is trying to achieve at the high school level. Further, Cardwell (2012) noted in his
interviews that the students expressed the preference for purposeful field experiences and, in
general for learning experiences that were relevant, authentic and meaningful. That is students
preferred learning experiences that were seen as being connected with the world of work and
post-secondary education or as incorporating topics that were interactive and challenging
(Cardwell, 2012, p. 197). Based on his survey results, Cardwell (2012) also noted students at the
more senior grades lacked a sense of belonging (p. 199-200).
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It is important to note Cardwell’s (2012) discoveries regarding student voice. For
example, he made the following recommendations:
The value of student voice in determining what works for learners is paramount.
However, the knowledge base should be extended through further research with teachers,
support staff, school administrators and parents. . . . the involvement of parents and the
engagement of teachers should also be examined in the context of school
improvement. . . . The processes (of the student forums in which Cardwell participated)
have been exciting and the results have confirmed the need for change, however, little has
been done to activate these outcomes and translate the findings into changed practices.
Why is this so? Do we not know what to do? Are we reluctant to make the necessary
changes? What are the barriers to system change? How do we accomplish such change?
A crucial follow up to this study and the aforementioned concerns would be to explore
these questions in more detail. (p. 245).
Cardwell’s (2012) recommendations for the inclusion of student voice highlight its
importance that is also raised by other aforementioned scholars in this section.
Youth Leadership
There has been a fair amount of research on the characteristics of youth leadership. For
example, Redmond and Dolan (2016) have explained the important attributes of youth leadership
opportunities.
[i]t is vital, therefore, that young people are exposed to the opportunities that enable them
to experience leadership as well as opportunities that build their desire to become leaders.
Therefore, it is necessary to build on the learning from the adult leadership literature to
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develop and enhance the skill set of young people so that they can contribute
meaningfully not only in the future but also into the present. (p. 263)
There appears to be a need to develop leadership in youth. This need further validates the
benefits of including a leadership program at the site of this study at Central High.
Redmond and Dolan (2016) gave a definition of youth leadership:
. . . by defining youth leadership as a process through which a set of learned skills and
competencies facilitate a process of change, then the possibility remains that every person
is capable of becoming a leader which brings to light the invaluable potential of
programmes to teach these skills.(p. 263)
Redmond and Dolan (2016) explain the need for youth leadership by offering that in the past
there have been leaders who have acted without thinking of the negative consequences for the
greater society, a situation that they suggest might be avoided.
By engaging young people in leadership development opportunities at a young age,
societies have the opportunity to cultivate values in their leaders that take account of the
need for a more responsible approach to leadership. The objective is that these young
people will become influential through their business and community actions in support
of a stable society. They will be active citizens, considerate of others and mindful of the
consequences of their actions. (Redmond & Dolan, 2016, p. 263)
In other words, Redmond and Dolan (2016) claim that opportunities to develop
leadership skills at a young age will be for the betterment of all of society.
My inquiry for this thesis looked specifically at community and environmental youth
leadership programming, so it is important to look at the literature around youth environmental
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leaders. Arnold, Cohen, and Warner (2009) write about the importance of including young
stakeholders in the decisions around environmental issues. They interviewed environmental
leaders between the ages of 16 and 19 years about the significant life experiences that attributed
to their passion for environmentalism (Arnold et al., 2009). Arnold et al. (2009) described the
factors that influenced youth to be environmental leaders. They:
were distinguished as (an) influential people—parents, role models, teachers, and
friends—and influential experiences—time spent outdoors and in youth groups,
conferences, and gatherings. All of the participants traced formative influences through
their childhood, and all but 1 noted a specific transformational person or set of
experiences in adolescence that was key to setting them on the path to environmental
leadership (Arnold et al., 2009, p. 29-30).
There seems to be validity at looking at the importance of youth environmental
leadership programs as a key component to developing stewardship over the environment. A
topic on which I will touch upon in Chapter 6.
In Arnold et al.’s study (2009), the influence of teachers and role models has particular
implications for the research reported here. Arnold et al. (2009) described how the research
participants’ mentors were people who “acted as examples and provided information,
encouragement, and resources” (p. 31). Multiple participants in the study spoke about teachers
being an influence. They described how
[t]eachers played a role through raising awareness about issues, acting as an example of
sustainable living, encouraging students to make environmentally friendly choices, and
encouraging and supporting action taken by students. In the classroom, some teachers
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made an impact through the material they presented and the passion and energy with
which they delivered their messages. (Arnold et al., 2009, p. 31)
The demographics of Central High include a large immigrant population from China as
well as a multitude of first-generation Chinese Canadians. It may therefore be worthwhile to look
at some of the literature around youth environmental activists in China, as this might better
inform any preconceived biases that people have about the student population not having any
interest in environmental leadership programming. In one study conducted in China, the authors
(Johnson, Johnson-Pynn & Pynn, 2007) focused on positive youth development programs that
would be beneficial to the rapidly changing society in China. They used the NGO organization,
Roots and Shoots (R&S), which was already established in China to conduct their study. The
organization is an “environmental and humanitarian program for youth formed by Jane Goodall”
(Johnson et al., 2007, p. 360). The philosophy of the program is that “knowledge, compassion,
and action are keys to promoting ethical and sustainable environmental and prosocial values,
behaviors, and practices. It also suggests that these core features are developed in a reciprocal,
mutually influential fashion” (Johnson et al, 2007, p. 361). The groups create various action
projects for animals, the environment, and community members.
Johnson et al.’s (2007) study looked at the “perceptions of program impact on members’
personal and social development (cognitive and social competence, self-efficacy, bonds with
community and institutions, sense of social responsibility, and commitment to civic
engagement)” (p. 362). The authors came to the conclusion that “that R&S has the capacity to
develop cognitive and social competencies, promote bonding, enhance self-efficacy, and
facilitate environmental and prosocial action among Chinese youth” (Johnson et al., 2007, p.
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376). They found that the clubs learned about “cultural appropriateness, community
collaborations, opportunities for analysis and reflection, and a focus on the environmental
context” (Johnson et al., 2007, p. 377).
Johnson et al. (2007) found that:
R&S’s orientation toward community service, character development, and social
responsibility is culturally congruent with Chinese collectivist values and also modern
goals for youth’s moral development (e.g., service for the good of the whole). Program
coordinators and patron teachers practiced leadership styles that encouraged student
equality and autonomy. (p. 378)
Even though this study can be used as validation of specific cultural values for our
programming, the research also demonstrated that the values instilled in the Chinese students are
fairly universal. This finding is congruent with those of other studies that I discussed earlier in
my review. For example, Arnold et al. (2009) claim that “[e]xposure to multiple learning modes
(e.g., experiential, reflective, creative) and ecological contexts (academic, community,
professional, intercultural, global) seemed to enhance knowledge and facilitate a deeper
understanding of the complex social and environmental problems facing Chinese adolescents and
emerging adults” (p. 379).
Core Competencies in the New BC Curriculum
It is important to examine the Core Curricular Competencies as found in the new BC
Curriculum because a more thorough understanding of the proposed competencies may enable
the reader to see the connection to the research on leadership described here and to the question
of youth leadership in particular. The Core Competencies “are sets of intellectual, personal, and
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social and emotional proficiencies that all students need to develop in order to engage in deep
learning and life-long learning” (Government of British Columbia, 2017d, para. 1). The
attributes of management and leadership as discussed above and referenced in the work of
Mintzberg (2011) and Bolman and Deal (1991) often seem to be encompassed particularly in the
category of “Personal and Social” as described within the BC curriculum’s Core Competencies.
Although, the competencies included in the categories of Communication and Thinking also
make considerable contact with general scholarship on leadership and management. (It should be
noted that there is almost no mention of leadership per se in the current resources on the Core
Competencies). Personal and Social Competencies are a set of abilities that relate to students'
identities in the world, both as individuals and as members of their communities and society. The
area of Personal and Social Competency encompasses the abilities students are claimed to need
to thrive as individuals, to understand and care about themselves and others, and to find and
achieve their purposes in the world (Government of British Columbia, 2017d). This competency
area addresses the general goal in the Mission for the public schools to foster educated
citizenship. (Although the competencies as written seem to emphasize individual initiatives
rather than collaborations and citizenship as a concept entails social responsibility.)
It is important to note that one should not view the Core Competencies as separate
subject areas added to the existing Core Curriculum subjects: Mathematics, Science, Art, etc.
Further, the published description of the Core Competencies states:
In the interest of flexibility for students and their learning the ministry does not prescribe
how the Core Competencies should be taught or self-assessed. Rather, embedded within
this resource are suggestions for supporting student self-assessment, including
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possibilities for student reflection, which are aligned with reporting requirements.
(Government of British Columbia, 2017d)
The emphasis is very much placed on student self-assessment. The published curriculum
materials around the core competencies provide sample questions or topics that students might
use in reflection and self-assessment. The supporting materials also indicate a number of ways in
which students might document and support their self-assessments. As noted above, lacking at
present is mention of collaborative projects or service learning, community-based activities and
the emphasis on assessment is very individualistic (self-focused). It also suggests that students
may begin the process by focusing on a single core competency area:
Students may begin self-assessing by connecting their learning to a single Core
Competency. The connections may expand over time, allowing the students to gain a
holistic sense of who they are and where they are in their Core Competencies
development. (Government of British Columbia, 2017a).
It is also important, especially for the research reported in this thesis, that students in Grades 1012 will still be expected to self-assess in the Core Competencies.
The implementation of the new curriculum is also giving attention to the concept of a
Capstone Project (Government of British Columbia, 2016). Capstone projects are culminating
projects or experiences or a senior exhibition. They are meant to mainly be included in the
Career Life component of the senior curriculum, and they can be designed to present to an
audience. The concept of Capstone Projects is still very much a work in progress at the time of
this writing, but the Core Competencies and the Capstone Project might well be a solid basis for
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collaborative action projects and provide excellent opportunities for the development and
demonstration of student leadership.
Conclusion
In this Chapter, I examined past and current literature on youth leadership. I also looked
at publications around youth leadership curriculum development. I discovered that there is not
much written on this topic as about Leadership in general, where the literature is very extensive
and active. I also made the connections between youth leadership programming and the new BC
Curriculum and Core Competencies although I note that the topic of leadership per se is absent in
the currently published Core Competencies.
A great deal of the literature on leadership and management is situated in the context of
business organizations or other corporations outside the typical school context. Students may
often be involved in leadership and management activities outside the regular school curriculum
as through clubs, teams, youth groups, and recreational/social groups and organizations. As will
be reported in the results of the research conducted for this thesis, some students at Central High
School were involved in leadership activities in the context of the school program and activities.
Those students provided their ideas and perceptions about the nature and exercise of leadership,
and their comments provide an excellent basis for considering the design of meaningful
leadership and management experiences within the school curriculum. As discussed above, a
shift to a curriculum focused on 21st Century skills potentially entails significant changes to
school organization and curricular structures and operations. In many conventional school
programs, students have few opportunities to make the sorts of decisions characterized in
management and leadership involving meaningful and relevant projects, especially projects
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involving the larger community outside the school. A purpose of this thesis is to describe the
development of learning pedagogies that will meaningfully engage students in projects and
activities that will demand the exercise of skills in management and in connection with the Core
Curricular competencies.
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Chapter 3: Methods

This Chapter overviews the research design and rationale behind choosing a mixedmethod case study that involved components of action research. It also provides detail about how
I collected the data as well as the data analysis process.
Context and Background of the Research
My thesis objective involved exploring how student inputs about youth leadership might
inform the work of an Action Research Team (ART) in designing and implementing an
environmental and community leadership program within the context of a public high school in
British Columbia (Central High). Given that I conducted the research in a defined context and
within a defined time frame, with a specific participant group and constraints, the study may be
seen as belonging to the genre of Case Studies, defined as:
a well-established research strategy where the focus is on a case (which is interpreted
very widely to include the study of individual person, a group, a setting, an organization
etc.) in its own right, and taking its context into account. Typically it involves multiple
methods of data collection. It can include quantitative data, though qualitative data are
almost invariably collected (Robson, 2011, p. 135).
The Case Study described for this thesis entailed the design of a new program by an Action
Research Team (ART) organized by teachers in Central High. The main part of the research
involved student focus groups and online surveys conducted with senior students in leadership
positions whose opinions and were used to inform the design of an environmental and
community leadership program proposed for the school. To assist the reader to fully comprehend
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the rationale for focusing my research on inputs from student leaders, a chronological overview
of the Action Research Team design process is provided in the following sections.
Background to the Establishment of the Action Research Team
2015-2016 school calendar year.
Before my research even started, the design challenge idea for a new program at Central
High came about by a group of teachers talking about what they wanted to change at the school.
This discussion started during the fall of the 2015-2016 school calendar year. In the fall of 2015,
this group of teachers at Central High, including myself, applied for a grant from the School
Board for what is called a Collaborative Inquiry Fund. This fund is designed to give teachers at
one school or cross-district support to try and answer an inquiry question by giving them release
time during the school year to collaborate and work together on a chosen issue. After the
Collaborative Inquiry Group creates a design to address their original inquiry question, they are
tasked to report back to the school and the District with their findings at an annual meeting
hosted by the School Board. The question for our collaboration, as approved by the District, was:
“How can we enhance and strengthen environmental and community sustainability and
stewardship across disciplines and grades at Central High?”
In the winter of the 2015-16 school year, we met for the first time to collaborate on how
we could address the stated inquiry question. During our meetings for the rest of the school year
we discussed how we wanted to create an interdisciplinary program that addressed where the
New BC Curriculum (Government of British Columbia, 2017a) was heading. We also spoke
about getting the students at Central High to overcome the pressure to focus on getting good
grades and consider other aspects of education that could help them become active members of
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society. We all cared about the environment and wanted to teach in an environment-related
program and hoped to instill this interest and concern in students, particularly because they
seemed to be going outdoors less and less over the years. At the meetings of the Collaborative
Inquiry Group I also asked the members if they would like to be part of my research during the
2016-17 school year. Their agreement to become involved took me to the beginning of my
formal Case Study.
2016-2017 school calendar year: the beginning of the case study.
The same group of teachers that I worked with during the 2015-2016 school calendar
year formally became part of my Action Research Team (ART) and agreed to continue to design
an environmental leadership program at Central High. The formation of the ART came about
from a renaming of the entire Collaborative Inquiry Group that had been approved by the School
Board. I had already asked the teachers in the previous 2015-16 calendar year if they wanted to
participate and they all agreed. We received more funding from the District through their
Collaborative Inquiry Fund so we could continue to be released from work for meetings
throughout the school year (we applied using the same inquiry question with an intent to
continue to expand our design during the 2016-2017 school year).
The Action Research Team was formally composed of myself, Nancy1, Scott, and
Michael2. Two other teachers agreed to be part of the ART and signed Consent Forms agreeing to
participate in my research (Appendix A), but they did not attend most of the meetings. The ART
had seven formal meetings throughout the year. As a researcher I was both a participant in the

1
2

Pseudonym
Pseudonym
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ART and a researcher-observer, working along with the ART members who attended our
meetings. The Action Research element of the study involved the members of the ART who were
my colleagues and co-researchers. Action Research is “is a disciplined process of inquiry
conducted by and for those taking the action. The primary reason for engaging in action research
is to assist the “actor” in improving and/or refining his or her actions” (Sagor & Association for
Supervision and Curriculum Development, 2000, p. 3).
The ART met formally throughout the 2016-2017 school calendar year. Table 1 outlines a
summary of the meeting dates. We met monthly from October to December of 2016, sometimes
for a full morning and sometimes after school during Central High’s formal teacher collaboration
time. We also met formally at least once per month in January, February, March, and May of
2017. The ART also held informal conversations that I recorded in my research observation
journal. At the formal meetings, we each took notes, and I kept detailed notes in my research
journal. Although there was no formal chair for these meetings, Nancy usually took a natural
facilitation role. By May 2017, a teacher who was interested in joining in the program design
project but who was not part of the formal ART designed a collaborative private website on the
School District’s server for the use of the members of the Central High ART as a place for
posting notes and resources. I did not post any of my research notes to this site because my notes
included confidential data, although I was able to see the other member’s notes and to cross
reference my notes against the other postings.
Table 1. Meeting Dates of the ART and Description of the Meeting Dates
Date

Agenda Items

October 5, 2016

ART Meeting
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October 13, 2016

Grade 8 Camp Presentation

October 21, 2016

Outdoor Council of Canada
Hiking Leader Training

November 2, 2016

Conversation with Nancy (ART member)

November 10, 2016

ART Meeting

December 2, 2016

ART Meeting

December 15, 2017

Conversation with Nancy (ART member. EL10
Pilot)

January 8, 2017

ART Meeting

February 8, 2017

ART Meeting

March 1, 2017

ART Meeting

May 5, 2017

Pro D High Tech High Presentation

May 12, 2017

ART Meeting

The Research Focus of the Action Research Team
The following section provides an overview of our meetings to preview how I came to
my main research focus. To understand how the ART meetings led to my research focus, it is
important to understand the tenets of a design process.
The design process component of the Case Study was informed by the ADDIE Design
model (Analysis, Design, Development, Implementation and Evaluation) (Peterson, 2003),
broadly integrated with concepts from the Human Centered Design (HCD) process as developed
by the IDEO Corporation (IDEO.org, 2015) and the Stanford Design School (2017). The
Stanford Design School website states on its front page, “We believe everyone has the capacity
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to be creative. The Stanford School is a place where people use design to develop their own
creative potential” (2017).
The design stages that we employed in the work of the ART involved the following steps:
empathize, define, ideate, prototype and test the design (IDEO.org, 2015). These design stages
are not meant to be chronologically sequential but are meant to be a series of feedback loops in
an overall system. There are also inherent challenges in working collaboratively on designing a
program, and the HCD process provides a framework to work through these challenges with
stakeholders and design team collaborators (IDEO.org, 2015). The Field Guide to Human
Centered Design (IDEO.org, 2015) refers to several mindsets that make up the HCD framework.
1. Creative Confidence: “Creative confidence is the belief that everyone is
creative, and that creativity isn’t the capacity to draw or compose or sculpt, but a
way of understanding the world” (IDEO.org, 2015, p. 19).
2. Make It: “As human-centered designers, we make because we believe in the
power of tangibility. And we know that making an idea real reveals so much that
mere theory cannot. When the goal is to get impactful solutions out into the
world, you can’t live in abstractions. You have to make them real” (IDEO.org,
2015, p. 20).
3. Learn from Failure: “Failure is an incredibly powerful tool for learning.
Designing experiments, prototypes, and interactions and testing them is at the
heart of human-centered design. So is an understanding that not all of them are
going to work. As we seek to solve big problems, we’re bound to fail. But if we
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adopt the right mindset, we’ll inevitably learn something from that failure”
(IDEO.org, 2015, p. 21).
4. Empathy: “Human- centered design is premised on empathy, on the idea that
the people you’re designing for are your roadmap to innovative solutions. All you
have to do is empathize, understand them, and bring them along with you in the
design process” (IDEO.org, 2015, p. 22).
5. Embrace Ambiguity: “Human-centered designers always start from the place of
not knowing the answer to the problem they’re looking to solve . . . By embracing
that ambiguity, and by trusting that the human- centered design process will guide
us toward an innovative answer, we actually give ourselves permission to be
fantastically creative” (IDEO.org, 2015, p. 23).
6. Optimism: “In addition to driving us toward solutions, optimism makes us
more creative, encourages us to push on when we hit dead ends, and helps all the
stakeholders in a project gel. Approaching problems from the perspective that
you’ll get to a solution infuses the entire process with the energy and drive that
you need to navigate the thorniest problem” (IDEO.org, 2015, p. 24).
7. Iterate, Iterate, Iterate: “As human-centered designers, we adopt an iterative
approach to solving problems because it makes feedback from the people we’re
designing for a critical part of how a solution evolves. By continually iterating,
refining, and improving our work, we put ourselves in a place where we’ll have
more ideas, try a variety of approaches, unlock our creativity, and arrive more
quickly at successful solutions” (IDEO.org, 2015, p. 25).
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It is noteworthy to mention that the ART did not restrict ourselves to just using Human Centered
Design as action research also informed our design. In HCD, the IDEO organization states that
they design for their stakeholders (IDEO.org, 2015). But the original proponents of action
research such as Lewin (1946) stressed the importance of designers collaborating with each other
as early as the 1940s when Lewin was writing about change-experiments around inter-group
relations between minority groups and the majority group in the USA.
Fall 2016 ART Meetings and Discussions
In October of 2016, during one of the ART’s first meetings, Nancy discussed a new class
she had begun teaching as last-minute assignment, Environmental Leadership 10 (EL10).
Nancy’s new EL10 class had an important impact on the work of the ART. While discussing the
EL10 class during the meetings and informal conversations, the ART members decided to focus
on designing an environmental and community-based leadership program at Central High instead
of calling it a stewardship program.
In November 2016, I had an informal conversation with Nancy about recruiting her EL10
class as my main student research participants. I was going to recruit the students to participate
in a student Design Forum using an Interview Matrix process that organizations such as Policy
Horizons Canada have used (Government of Canada, 2016). I posted posters around the school
advertising the research agenda. The poster had taglines about how students would have the
opportunity to have a say in the design of the program and who to contact to participate. I also
made PA announcements. I also spoke to the EL10 students during one of their classes about
participating in the research, but unfortunately, I did not receive the numbers needed to run an
effective Interview Matrix session. I hypothesize that this was because had to hold the Interview
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Matrix session after school because of the time required for the process. Because I had a low
participant turnout, the data I collected was therefore not considered to be valid for my
purposes.). The low response may be because, as many of the school staff believe, students at
Central High are already stretched thin with after-school academics and other activities.
December 2016 ART Update
After my failure to recruit enough of Nancy’s students and other Grade 8-10 students as
research participants, I concluded that I had to modify my main research focus. I updated the
ART on what I would be contributing to the Team’s Program design. I would focus on obtaining
meaningful feedback from senior students who were already in leadership roles at Central High
through qualitative stories about how they understood their pathways into leadership and what
they understood leadership to mean.
The new research angle would focus on senior students who were close to graduation
and perhaps would feel as if they were leaving a legacy of wisdom for future grades (I included
this in the preamble to my focus group sessions as seen in Appendix B). Hopefully, senior
students who were in leadership roles would also have a certain a level of maturity and
knowledge to impart to other students, especially those in the lower grades. Thus, I recruited
students of this demographic for focus groups and as participants in an online survey (PLACES).
Data Collection from the Focus Groups with Senior Students
To interest and recruit the intended group of student participants for my focus groups I
spoke to various classes and clubs in person. Through my presentations and the circulation of a
Letter of Invitation and Informed Consent (Appendix C), I was able to recruit students mainly
from Grades 10-12 who were members of the Student Council, the Central Arts Student Council

GIVING STUDENTS VOICES

54

(cohort program), and Leadership 12 and Social Justice 12 classes. During January and February
2017 I conducted six focus groups with a total of 26 students. The first focus group had five
participants from a Social Justice 12 class, the second group also had five participants from the
Central Arts Student Council, while the third group had twelve students from PE Leadership 12.
The fourth session involved only one student and took more of the form of an interview. The
fifth group had two participants from PE Leadership 12 and the final session also took the form
of an interview since it involved only one student. To remove any identifying information, I have
not named the classes from which I recruited single participants.
The PLACES survey.
The students who participated in the focus groups also participated in responding to the
PLACES survey (Zandvliet, 2012, 2014). The version used was taken from Zandvliet’s work in
his article, Development and validation of the Place-Based Learning and Constructivist
Environment Survey (PLACES) (2012). This instrument has been validated in research by
Zandvliet (2012) and other researchers used it in studies involving students in high school or
university classes (Koci, 2012; Sturrock, 2017; Ormond, 2013). In the creation and validation of
this survey, Zandvliet (2012) described how the instrument is meant to be used:
Each student responded to both the actual and preferred version. In the preferred version
of the instrument, students report on the ideal aspects of the learning environment that
they would prefer in a given setting. In the actual version of the instrument, students rate
the environment that they have actually experienced over a period of several months. (p.
134)
The PLACES survey that my student participants completed resulted in 20 responses
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(out of a total possible number of 26 focus group students) They completed the survey online
after they participated in a focus group or interview session. The survey they received online was
emailed to them usually a few days after I conducted the focus group. I used the Actual Version
of the survey developed by Zandvliet (2012, 2014)
Setting up the focus groups.
There were two main objectives for holding focus groups with senior students in
leadership roles. First, my overall intent was to aid in developing our design for an
environmental leadership program by drawing from the students’ perceptions of leadership and
the conditions that might foster leadership behaviours. Two factors shaped my choice and
wording of the student focus group topics. First, I discovered no record of adolescents being
asked for feedback during the consultation period in the development of the Core Competencies
in the new BC Curriculum. As our Leadership programming aims to align with the Core
Competencies (Government of British Columbia, 2017d) of the new curriculum, it only made
sense to look to discover what leadership-themed language was used in the Core Competency
documents and to base my focus group questions on that language. Second, Action Research
should involve consulting all stakeholders, especially those for whom the design is intended to
affect or be used. Senior secondary students are on the cusp of entering the real world outside K12 schools and leadership students who have gained years of experience in high school should be
able to give informed opinions on what it should mean to be an effective leader in a high school
context. In developing the leadership-themed focus questions, I searched for the terms leader and
leadership in the version of the BC Core Competencies (Government of British Columbia,
2017d) as published online. Table 2 shows a search of the New BC Curriculum website
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(Government of British Columbia, 2017a), did reveal some mention of leadership, but these
references were found in specific courses such as Career Education (Government of British
Columbia, 2017c) and were Curricular (as distinct from Core) Competencies. However, this may
be because the Core Competencies essentially describe most of the qualities an effective leader
should have rather than referring directly to those qualities as being associated with leadership. I
listed the questions I subsequently developed for the focus group in Table 2.
Table 2. Derivation and relationship of questions for the student focus groups to statements in
the Core Competencies of the BC Curriculum. References to Leadership are highlighted in bold
Derivation and Relationship of Questions for the
Student Focus Groups to Statements in the Core
Competencies of the BC Curriculum Leadership
Terms in Core Competencies
Communication Competencies
Profile 7: I acquire, critically analyze, and integrate
well-chosen information from a range of sources. I
show understanding and control of the forms and
technologies I use. In discussion and collaboration, I
acknowledge different perspectives, and look for
commonalities. I offer both leadership and
support; I am flexible and have a variety of
strategies and experiences to draw on. I am able to
represent my learning and my goals, and connect
these to my previous experiences. I accept
constructive feedback and use it to move forward.
(Government of British Columbia, 2017d,
Communication Competency Profiles)
Communication Competencies
Profile 8: I access and make strategic choices from
complex and specialized information sources. I show
expertise in the forms and technologies I use. I can
take leadership in a discussion or collaboration,
and focus on deepening or transforming our
thinking.
I seek consensus, and focus on collective results. I
can articulate a keen awareness of my strengths, my
aspirations and myself.
I offer detailed analysis, using specific terminology,
of my progress, work and goals. (Government of

Focus Group Questions

2. Do you see yourself offering
leadership and support in this
class/club? What learning
opportunities would be useful to you
to help develop these skills in the
future?

3. When you are involved in a group
or class discussion or collaboration
how could you exercise leadership to
contribute to making the group
thinking more in depth and creative??
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British Columbia, 2017d, Communication
Competency Profiles)
Positive and Cultural Identity Competencies:
3. Personal strength and abilities sample “I”
statements: “I can reflect on my strengths and
identify my potential as a leader in my
community.” (Government of British Columbia,
2017d, Positive and Cultural Identity Competency
Profiles)
Positive and Cultural Identity Competencies:
Profile 5: I understand that my learning is continuous
and my concept of self and identity will continue to
evolve. I can describe how aspects of my life
experiences, family history, background, and where I
live (or have lived) have influenced my values and
choices. I can identify how my strengths can help me
meet challenges, and I understand that I will continue
to develop new skills, abilities, and strengths.
-I can identify how my challenges can be
opportunities for growth. I can identify my potential
as a leader in the communities I belong to.
(Government of British Columbia, 2017d, Positive
and Cultural Identity Competency Profiles)
Extra Questions connected to others to make
focus group questions well rounded
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4. When you think about situations
where you feel you have taken on a
leadership role in a class or club,
what do you consider to have been the
areas of strength that showed your
potential as a leader?
5. In what sort of school or
community activities or organizations
do you feel you have had the greatest
opportunities to demonstrate
leadership?

1. When you hear or read about
leadership, what does that term mean
for you? What do you think leaders do
when they are acting in leadership
roles or situations?
6. Specifically, what can Central High
do to foster more leadership skills
and opportunities at all grade levels
and classes in different subject areas
and not just in senior electives and
clubs?

Note. References to leadership are highlighted in bold.

Conduct of the focus group sessions.
The student focus groups that I conducted were designed to ask students in leadership
roles at Central High to give their opinions about what types of leadership qualities would be
important to develop in a design for an environmental leadership program at the school. To
protect the identities of the participants and to secure privacy for our conversations, I held five

GIVING STUDENTS VOICES

58

separate lunchtime focus groups with the students in one of my classrooms. The lunchtime focus
groups typically lasted between twenty minutes and a half hour as the lunch break at Central
High is only forty minutes long. I held separate in-class focus group during the Social Justice 12
Class with five students who had agreed to be part of my research. I had the regular class teacher
sign a Confidentiality Agreement (in the same form as the ART confidentiality agreement,
(Appendix A). Since the students who were regularly enrolled in this class were present while I
met with the five students who had formally agreed to participate in the research, the rest of the
students were permitted to participate in the discussion but were told that their information or
comments would not be included in the record of the focus group section of the class. We
discussed that this was also an in-class discussion for the class to participate in but it was meant
to stay as information for the class only.
As noted above, two of the sessions involved only one participant, so I treate those
sessions like interviews. For those conversations, I kept to the same questions that I used with the
focus groups and let the students know that they did not have to answer them all. (In a regular
group discussion all students need not, or may not contribute to the conversations on all topics.)
These instructions were the same as given to participants in the regular focus groups. Appendix
B includes the focus group instructions, preamble, and questions. Appendix C included copies of
the student and parent consent forms. With the permission of the participants, I audio recorded
the sessions for later transcription. Since the students involved are all minors, they also required
parental consents to participate. I usually tried to transcribe the focus groups during the same
week in which the session occurred, but sometimes transcriptions were made a few weeks
following. Each transcription was made verbatim from the recordings.
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As a preamble to the conversations, I explained to the participants the features of the new
BC curriculum and its possible connections to the programming we were trying to create at the
school. I included the preamble in Appendix B. I also outlined my desire to collaborate with
students to get meaningful feedback on what leadership meant to them. The Letters of Consent
were given to students along with a Letter of Information at information sessions held during
their class or club meetings (Appendix C) before the actual focus groups or interviews. At the
outset of the sessions, I reviewed their rights as research participants and gave each student an ID
number to use in the discussion rather than their names. Appendix B includes the questions and
script for the sessions.
During the discussion, I took some basic notes, mainly as a supplementary record of
which participant, identified by ID number, was speaking. I ended the sessions with an open
discussion about the topic in general and then asked the participants to fill out the anonymous
PLACES survey (Zandvliet, 2012, 2014) that I would send to them via Google™ Forms. After
the focus group session was complete, each student was sent an email with the link to the Google
Form PLACES survey where they used their assigned anonymous participant number in
completing the survey.
I held the first focus group in the series with the students during their regular Social
Justice class. Since the class teacher wanted to remain as part of the discussion, he was asked to
sign a Confidentiality Agreement. The entire class participated, but I only recorded comments
from the participants who had given signed Consents. I did this by stating the agreed focus group
participant’s anonymous number before they spoke and the focus group participants all sat
together. If someone who was not an agreed research participant wanted to speak, I recorded
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myself stating that they were a regular class member before they spoke. I only transcribed the
voices of the students who had an assigned research ID number. During the session, the teacher
participant also gave his opinion on various topics. It is possible that the teacher’s presence may
have affected the conversation. I recorded his comments because he agreed to sign a Consent
Form and a Confidentiality Agreement, but this was not an ideal situation.
During the subsequent focus group sessions, I gave participants more time to think before
responding, and tried to add opportunity for more comments such as, “does anyone else have
anything to add?” to encourage them to keep speaking. In the first focus group, I noticed that
some of my comments strayed from making unbiased observations such as, “thank you or
interesting idea.” To give everyone who wanted to speak the chance to do so, I used prompts
when there was a pause such as, “Is there anything anyone else would like to add?” The number
of participants who responded to each question varied in each focus group, and I noticed a trend
that the “simpler” questions had quicker responses with fewer pauses between participants. If at
least one person answered one of the more complex questions, usually at least one other
participant would also respond. I received the longest responses from participants during the
sessions (that were essentially interviews) that had only one person involved, which may be
because there was not as much pressure to finish speaking to allow others to have a turn within
the allotted time frame.
Description of student participants.
Twenty students chose to participate in the PLACES survey (Zandvliet, 2012, 2014) out
of a possible 26 students. Eleven were female, and eight were male. One participant did not
indicate their gender. Four students were in Grade 10, 6 in Grade 11, 9 in Grade 12 and one
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participant did not reveal their grade. I was not able to gather grade information from the
remaining six participants from the focus groups that did not participate in the PLACES survey. I
did not ask about ethnicity or cultural characteristics, but the largest population at Central High is
of Chinese and other Asian heritage with the secondary ethnicity being Caucasian.
Data Analysis
Phenomenology.
I took a phenomenological approach to the analysis of the results of the student focus
groups. Essentially I sought to discover “what is the lived experience of students in leadership
roles or leadership students?” van Manen (2017) raises a question appropriate to
phenomenological researchers: “Are the results of the study original phenomenological insights
and understandings?” (p. 776).
I went into the analysis with a goal to suspend judgment and to be open about the lived
experience and opinions of the students because they were the stakeholders for whom the ART
wanted to design the leadership course, and their voices should be heard and accepted as given.
The themes that emerged from my analysis reflect what van Manen (2017) describes as
an important aspect of phenomenology. He explains how “[t]hemes are only the intermediate
reflective tools for phenomenological inquiry and reflective writing. The outcomes of
phenomenological research are full-fledged reflective texts that induce the reader into a
wondering engagement with certain questions that may be explored through the identification,
critical examination, and eloquent elaboration of themes that help the reader recognize the
meaningfulness of certain human experiences and events” (van Manen, 2017, p. 777).
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The next stage was the coding of the transcripts. I went through each comment and began
to colour code parts of the comments that addressed or reflected similar topics or ideas.
Following this, I grouped the colors into themes to describe the experiences that the students had
that they felt described leadership qualities or their opinions about what leadership is. I then did a
second comparative analysis of the initial themes and quoted passages and grouped them into
larger umbrella themes. I also noted the frequency of the major themes in the quotations. The
theme names, descriptions and frequencies are in found as a Code Book in Appendix D. It is
based on Code Books as shown in Hall’s dissertation (2017)
Student focus group results.
The focus group questions/discussion starters as well as the preamble that I addressed to
the student participants are included as Appendix B. The organization and conduct of the student
focus groups have are described above.
Conclusion
In this Chapter, I have highlighted the design of methods used in accomplishing the main
focus of my research, which was to obtain feedback about the perceptions of senior high school
student leaders on the nature of leadership. I have also described the different types of data
collection that I employed and completed the chapter with an overview of the data analysis
process. Chapter 4 presents a detailed description and analysis of the data.

GIVING STUDENTS VOICES

63
Chapter 4: Results

In this Chapter, I examine the data from the student focus groups as well as the PLACES
surveys that the student participants conducted. This data forms the core of my research
concerning student leadership and is a critical component of the thesis.
Focus Group Findings
The bulk of my research analysis and results came from my focus group data. The main
themes that emerged with from my coding of the transcripts from the focus group conversations
are included in Figure 2, which I will be referring to in more detail in the conclusion as a
synthesis of my findings. I described the process of transcribing, coding, and validating the
analysis in Chapter 3. Appendix D describes each coded leadership theme, describes the
leadership qualities and attributes of each code, the frequency of times the code appeared in
student comments, with a few examples of quotations for each code.
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Figure 2. Concept diagram showing the relationships among themes emergent from student focus groups
and outcome goals for a program to develop and nurture student leadership.

To increase the validity of my codes, I had a colleague in the Action Research Team do a
cross-check of the quotations in the same table. I left the quotation examples blank and let them
choose some s examples of quotations that they thought matched each code. Table 3 displays the
results.
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Table 3. Cross Reference of Leadership Themes as Noted by an ART Colleague
Code Name

Description of Code

Facilitator

A person who can
work as a team player
and can collaborate
with others

Mentor

Someone is
responsible for others
as well as projects,
someone who can
motivate others to
work together

Quotation Examples
6.1 Well I think you can kind of use a role as a
leader to kind of, not necessarily reject, but
challenge certain ideas, cause that'll help create
more of a discussion. If you can also just sort of
help to make other people feel more comfortable
to speak their mind because some kids who've got
a lot of things to say in a class or whatever, might
not unless everyone else is talking already
1.5: Yeah I was basically just going to say that,
just, it's just really important to be open to other
opinions someone might have and I think that just
shows that you're even more of a strong leader if
you can, just be totally respectful about what
people have to say
5.1: I think Peer Counseling was a really good
chance for that, because you get to work with
younger kids and lead by example as well as
working with them and helping them out. I'm kind
of missing that from Leadership if I'm being
honest. There's less mentoring, and more--I don't
even know what to call it to be completely honest.
6.1: They'd probably be a couple. Peer
Counseling is one of them for sure. Getting to
kind of pass on your advice to the younger grades
is really been a neat way to act as a leader
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Servant
Leadership3

A person who learns
how to take a step
back and become a
participant in a project
to let others learn how
to take on leadership
roles; almost like a
puppet master
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3.3: I guess a leader should be able to see the
problems with their group members without
group members actually saying sometimes. So
being able to navigate the flow without actually
telling what the problem is I guess.—(Note)
Facilitator (ART Member saw this as an aspect
of servant leadership but I labeled it as a
Facilitator role)
2.5. Yeah, all my leadership positions are in nonprofits and school clubs so I think for these
positions, the most important quality for a leader
to have is to, the ability to connect people… we
have to understand and respect their concerns
and in a way we have to find a way to
compromise and try to give everyone their best
opportunities. –Facilitator

2.5: So I do think I'm offering leadership and
support in Student Council because I'm taking
innovative qualities
initiative of events and constantly pitching new
but also giving advice
ideas. . . . . So this is something I talked about
for innovative
(with the Sponsor Teacher) about that, we should
change the culture to, if you make mistakes, it's
organization of the
good, as long as you--as long as you try to do
structure of the design,
something.
these inputs include
5.2: --a lot of that kind of stuff--which is fine, I
enjoy doing it and all that. But I find that the
numerous
activities or organizations where I’ve had the
recommendations for
chance to demonstrate leadership are definitely
real world transferable Peer Counseling and Grade 8 Camp. We stayed
skills development and in a cabin with ten eighth graders alone and----

Innovative/Innov Demonstrating
ation

3

This was the only term that had different quotes chosen during the cross-reference. It was a term
I had to define to my colleague, so it was a foreign concept. My hypothesis is that it is similar to
facilitator, and the quotes chosen were quotes I labeled as facilitator, but there is a distinct difference
between the terms and I want to do the students’ ideas justice by correctly labeling them.
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placed based learning
in the real world

that was hard but it was really good definitely.
And I also did (alternative school program) in
Grade 10, which is an outdoor education
program one year thing. And that I had a lot of
leadership opportunities in smaller groups or
bigger groups and literal leading on trips. We all
took turns doing that kind of stuff. So, that was
definitely really good…

In doing my analysis of the student data, I took a phenomenological approach (van
Manen, 2017). The themes reported here reflect the types of questions students answered about
their lived experiences of leadership. To highlight the leadership themes that I found, I created a
code book to analyze the student participants who had the most active voices as these were the
examples that came up most frequently in my focus group findings. The Code Book in Table 4
shows the pseudonym of the student participant, how many times I used an example of their
quotations for my analysis and the number of times the different themes are brought up from the
quotations. Note the numbers listed in conjunction with the student pseudonyms represent the ID
numbers that were assigned to the students to further protect their identities. This Code Book is
designed to contribute to the reader’s overall understanding of the focus group results. Of the
total number of student participants who participated in focus groups, 35% of the responses are
represented through the participants that I highlighted in Table 4.
Table 4. Code Book Describing Participant Frequency and Relationship to Themes

Participant Number and
Pseudonym
(Participants who were
quoted +3 times for
analysis)
1.4:Sally

Participant Frequency (# of
times I used a quotation
example from participant)

# of times theme is brought
up by this participant

6

Servant Leader x2
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3.9: Trina

4

3.5: Katrina

5

4.1: Tom

9 (1:1 interview participant)

5.2: Cathy

9 ( Participant in a 2 person
focus group)

2.5:Samantha

7

5.1: Hank

6 ( Participant in a 2 person
focus group)

6.1: Joe

7 (single interview
participant)

3.8: Dillan

4

Facilitator x2
Innovative x2
Innovative x3
Facilitator x1
Mentor x1
Facilitator x2
Innovator x3
Facilitator x4
Innovative x5
Facilitator x2
Innovative x5
Mentor x2
Mentor x1
Innovative x5
Facilitator x1
Mentor x2
Servant Leader x1
Innovative x1
Facilitator x2
Mentor x4
Innovative x2
Facilitator x1
Servant Leader x1
Innovative x2
Mentor x1

Findings from the Analysis of the Student Focus Groups
Many themes emerged from the analysis of the student focus groups. The themes reflect
the students’ perceived experiences as leaders and their views about the meaning of leadership or
what leadership should demonstrate. According to the themes identified and based on student
responses, leaders were frequently described as portraying the qualities of servant leadership,
being a facilitator or a mentor, and as being innovative and/or an innovator. The innovative
aspect appeared through the types of answers that the students gave, and that is why I have used
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the terms innovator and innovative. Below I examine each theme and note what students said
about it. I will also highlight a few of the ways that the ART could treat these student inputs as
potentially valid and useful for the design of our potential program to develop and support
student leadership and engagement with active citizenship.
Theme 1: Facilitator.
Sally, a student in a Social Justice class, summed up the role of facilitation in a leadership
position: “The leader doesn't have to be the rightest (brightest?) person there with the best ideas
and the smartest person. They just, I guess, they have to be the best at facilitating-- that sort of
thing.” The students demonstrated time and time again that an important skill that youth in
leadership classes could work on was how to facilitate groups effectively, whether that was done
with their peers or with other students that they may be mentoring.
Trina is a Grade 12 student in a Leadership 12 class. She gave one example of how
students can work on the skill of facilitation. She noted that she “. . . think[s] leaders have to
make sure when they're leading they're not kind of becoming a dictator, they have to be able to
listen to what other people are saying and other people's opinions, and then take those into mind
when they're leading their group or situation.” This statement was a clear example of the need to
make sure that we give students the opportunity to facilitate. As Trina’s feedback suggests, we
need to demonstrate that our program will produce engaged citizens (ones who do not become
“dictators”) and that it should foster opportunities where students can work on collaborating and
working in a team environment.
Tom, a student who is part of the Central High Arts Student Council, offered another way
that students can develop facilitation skills: “I think leadership requires you to be able to gather
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different people who have different interests and have them--have a similar goal and you work
on that goal together. And also, you're in charge of your team members, how they act and also
encouraging each other. And I think leadership's a great way to just get people to work together
in general.”
Samantha, a member of the regular Student Council, also thought that understanding
others is an important part of facilitation skills:
Yeah, all my leadership positions are in non-profits and school clubs so I think for these
positions, the most important quality for a leader to have is to, the ability to connect
people… we have to understand and respect their concerns and in a way we have to find a
way to compromise and try to give everyone their best opportunities.
There is a consensus found among these comments where students feel that an important
[leadership] quality that is part of the facilitation role is to make the others in a group feel
comfortable. Hank, another student in various leadership classes, mentioned that, “Like Mr.
Smith 4was saying, and I guess, just getting everyone to feel comfortable enough to speak up and
make their voice heard is really what needs to be important to address.” Joe, a student who is part
of a few leadership-themed classes and clubs, on a similar note remarked:
Well I think you can kind of use a role as a leader to kind of, not necessarily reject, but
challenge certain ideas, cause that'll help create more of a discussion. If you can also just
sort of help to make other people feel more comfortable to speak their mind because

4

Pseudonym
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some kids who've got a lot of things to say in a class or whatever, might not unless
everyone else is talking already.
There are many nuances described in being in a facilitator role such as the importance of creating
a safe and comfortable space for others. The students recognized this as being linked to being an
effective leader.
Cathy, a Grade 12 student who is part of multiple leadership clubs and classes described
another attribute of facilitation. “So-- I think that's--I find often I kind of take on the leadership
role because clearly someone needs to do it, so just kind of instigating a conversation, asking
people ‘Oh what do you think of this,’ to get the discussion kinda going and more in depth.”
Cathy knows that sometimes a good leader will need to get the ball rolling to get others in
the group to contribute to a conversation and then act as the person who prods the group to
continue the conversation.
Theme 2: Mentor/Mentoring.
A theme that follows the same thread as students’ comments about facilitation skills was
the topic of mentorship. Overall, what came out of the students’ comments was that being a
mentor is someone who can be responsible for others while in their leadership role. There were
multiple instances of students’ discussing being a responsible leader. For example, Joe had
gained valuable leadership experience through his various roles and demonstrated qualities of
being a mentor to others. Joe explained his thoughts about mentorship qualities.
Well I think a leader is someone who can kind of inspire a group of people and act
as a role model for them...So, kind of the same thing I think they really have to act
as a role model and be able to get other people motivated to help them out. And
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obviously the--to a certain extent--they have to kind of be responsible for people
but also listen to everyone's opinions, which is a difficult balance to strike.
Joe’s advice to show the need to integrate the skills of being able to motivate others and
be responsible for them is a valuable suggestion to consider in the design of our possible
program. Many of the participants spoke about being a role model as the first quality of
mentorship.
Being a role model.
Joe elaborated on the importance of role modelling at another time in the conversation as
well: “Well, I guess in my case it would sort of be more, in terms of teaching people and showing
them new ways of thinking and opening up opportunities for them.”
Joe is aware of the fact that demonstrating skills to others is a form of role modelling.
Drawing on his experience as a Peer Counselor he also explained how advice plays another part
of being a role model in a leadership position: “Peer Counseling is one of them for sure. Getting
to kind of pass on your advice to the younger grades is really been a neat way to act as a leader.”
Hank gave another example from Peer Counseling that demonstrated how he could hone
his mentoring skills through being a role model: “I think Peer Counseling was a really good
chance for that, because you get to work with younger kids and lead by example as well as
working with them and helping them out.” One of Cathy’s statements also summed up what role
modeling is all about: “Yeah, maybe setting examples for younger students.” All of these
students who were in leadership positions recognized that opportunities where they were
working with younger people, and also able to practice being a mature, positive role model
helped them become better leaders.
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Motivation in mentorship.
Another area where I noticed a trend around students’ ideas of the attributes of
mentorship was in how student leaders claimed that motivating others was an important aspect of
their leadership qualities. Trina explained: “I think often showing your skill in an area can help
motivate other people.” Dillan, a Leadership 12 student, offered another good example, who
mentioned, “Also, the time that no one else wants to do the job, like they [are] kind of afraid and
they were worried about what happened. And when this time they stand out and said I will do it
and—and they will offer.” He was referring to the fact that leaders can inspire others to do
something that they will not necessarily want to try out at first.
Theme 3: Servant leader.
Sally summed up the next emergent theme nicely. “I think that the importance of being a
good follower is not nearly as emphasized as being a leader.” The next theme that students
continually highlighted with their comments was that an effective leader in high school possesses
or develops the traits of servant leadership. Sally mentioned a highlight regarding servant
leaders: “Because a lot of the time if I'm in class, like in English class and I hear my peers say an
idea that's really good I'll start--that'll inspire me to come up with my own kind of ideas…” She
recognizes that by sometimes giving up the traditional leadership role and letting others take a
turn, she can learn something from them and then, in turn, incorporate that into her own
leadership style.
Hank used the term silent leadership in a statement: “Yeah, less leading and more
following and what. Which can I guess bring up[s] the silent leadership aspect.” Regarding the
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importance of this theme Hank’s statement is intuitive as I did not even know about the term
silent leadership until starting my research.
Dillan did not to explicitly use the term for servant leadership, but he demonstrated
another example of what it entails: “I feel like through this class, with continuous, I don't know
how to say it, when you continuously contribute to helping out you slowly progress your
leadership skills I guess.” Dillan is aware that a good leader knows that they can step aside and
be the helper, all the while building their leadership skills through working collaboratively and
letting others take charge from time to time.
Theme 4: Innovative leadership.
The last major theme that emerged from the focus group data describes the overall
suggestions that the student participants had for the design of a leadership program. Students
portrayed organizational innovation in the suggestions that they made about how the structure of
classes and the leadership program should run. Their suggestions and opinions about leadership
skills also demonstrated an innate orientation toward innovation that these senior high school
student leaders possess.
Innately innovative.
Table 4 shows that Samantha gave many examples of innovative feedback that could
inform the structural organization of our program. One of her comments directly parallels what
our ART should be doing to give the main stakeholders a voice.
OK, so I think I might have expressed myself wrong, but I highly agree that it's
inefficient if it's a big organization, there's lots of people can contribute
[referencing an earlier comment to have a more horizontal, egalitarian structure
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for organization of Student Council]. But for a small organization like Student
Council, there's only like 20 people in our organization and not many active
members to be honest, so I think it's worthwhile to listen to every one of our ideas.
And, actually the model I just talked about is a model that most startups adopt for
now. So, the reason why startups can make very fast progress in a really short
amount of time is because everyone can contribute and it's fluid, flexible position
that everyone has. So, I think that's something that [we] should have.
Samantha’s comment embodies the idea that everyone should have a voice in an
organization. Our potential Leadership program should follow her advice and take student input
seriously when designing the program while giving students agency and an equal voice in the
future program.
Structural innovation.
So how do we go about developing the aforementioned skills in our potential program?
The students’ suggestions on how to do this is how the theme of innovative ideas emerges in my
findings. Katrina, a Grade 12 student in a leadership-themed class, suggested some resources for
organizations that she had previously worked with:
I think in the community center, when the Youth Council lets you have a lot of
leadership opportunities ‘cause I think that I've gotten a lot of leadership
opportunities. So lead groups and do projects in the Downtown (core area with a
high demographic of homelessness, mental illness and poverty) and meaningful
stuff like that. And also expand to City-Wide Youth Council and work with other
people who take more leadership roles. So yeah.
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Her suggestion of using community and city-wide organizations as field experiences would
indeed give students the opportunity to enhance their community engagement and work on
becoming responsible and active young leaders. The use of Katrina’s word “meaningful” is
significant here because as someone who had leadership opportunities with these organizations,
she sees the value and purpose it can give someone to have these real-world experiences.
In the design of a prospective leadership program, the main ways to create learning
environments that will create a sense of community among the student participants is to take into
account students’ suggestions concerning innovative organizational structures. There were many
ideas generated in this theme. For example, Sally offered the following advice.
I think that having outdoor education for young students, like Grade 8 and 9, he
(her teacher) was talking about it earlier and it made a lot of sense because I think
that, you know if kids are just taught more in outdoor settings, hiking, camping,
the (alternative school) program you guys did, I think that that would be really
beneficial because there's--even when you're just trying to get to the top of the hill
or something and you're doing it as a group, it's hard and it's tough and it kind of
simulates that sort of feeling of working hard together to reach a common goal.
Outdoor education opportunities are known to create a sense of community for school
groups. In my literature review, I examined the work of Arnold, Cohen, and Warner (2009) that
spoke a multitude regarding environmental experiences as being defining moments for young
environmental leaders. In their study, “Three quarters of the participants indicated that their
friends and peers were significant to their involvement by introducing them to environmental
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clubs and projects, acting as examples, offering support, and being people with whom they could
share experiences” (Arnold et al., 2009, p. 30-31).
Joe suggested we incorporate many of same opportunities, which demonstrates consensus
amongst some of the student participants. He also gave examples of as well as some cross-grade
opportunities:
Well I think the problem, I don't know if it's a problem, but one--the way that
schools are set up, a lot of it is very textbook and stuff like that. And I've found
that people tend to engage more in those kind of leadership roles when they're
learning more actively, or say like, on a field trip or a camp or something like
that. So, I think getting out, kind of into the world, or bringing activities into the
school that would allow people to do that would be a really good way to increase
leadership skills. And also creating more events and opportunities where the
younger and older grades can interact and the younger grades can learn from the
older grades, I think those would both be fairly helpful things but, I'm sure there's
lots of others that have been...
Joe sees the value of real-world opportunities that students can do together, either in the
real world or simulated in school. I think it would in fact be beneficial to combine all of his ideas
into a single recommendation to create a sense of community among the students. If there were a
cross-grade retreat for participants in the program where speakers came in, that would utilize all
of Joe’s suggestions.
Hank made the following suggestion.
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I think that the big issue is that for the senior members, there's a lot of
mentoring the younger kids is what could work. But then you don't really get
the younger kids working with anyone. . . Which is why, if there were groups
that did one specific task and then the younger grades were mentored by the
older grades and then the younger grades would teach each other, the different
groups, that could be a cool way of leadership. Or not. I don't know.
He probably had one of the most simple, yet innovative ideas. The older students could
act as the teacher mentors, as highlighted by one of the emergent leadership themes, and then the
younger students act as peer teachers. This opportunity gives the younger students an opportunity
to take on facilitation roles.
That students in leadership roles can have innovative ideas for the structure of a
leadership program was shown by the various times where they spoke distinctly and clearly that
they think it is important to have as many opportunities as possible in every grade, especially
within the realm of real-world experiences. These opportunities help them to work on developing
leadership skills that will help them be active citizens and successful in their future careers. We
need to give them these opportunities to allow them to demonstrate their sense of agency. Many
of the examples given involved a desire for place-based opportunities. For example, Cathy noted
the following.
This is just an idea, but I did (alternative outdoor school program), and like I said
it was just really awesome in terms of leadership roles and leadership skills and
kinda hands on building rather than discuss like: "oh what are leadership skills
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you can use?" And I know that I have some friends at Y Secondary 5 and they
have an Outdoor Club or something like that and they go on trips and they
recently--they go on a few trips a year and they recently went to (Provincial) Park
and did a ski trip and that kind of stuff and--yeah. I think it's only Grade 11 and
12 but they also went on a short hike, just one night or something. And I think it's
really hard to organize but having something like that would be really great in our
school. Because I've tried--I've gone on little trips with friends in the summer but
it's just so much easier to organize when you have a school helping you do it.
Cathy made her own connections to the outdoor education programs that intrinsically
teach youth leadership skills through experiential learning. Studies such as those by Arnold et al.
(2009) have demonstrated the link between experiential learning and developing collaboration
and leadership skills. In their study, the authors interviewed young environmental leaders to
analyze influences from their past that helped them gain their leadership skills. At one point they
note: “All of the participants had important experiences in nature, but they were not always
through unstructured play as a young child. In some instances, participation in structured outdoor
camp or trip experiences in later childhood were seen as most important. This example suggests
that experiential programming may be an important vehicle when nature play has not been
available early on” (Arnold et al., 2009, p. 33). The validation that formal academic studies give
to Central High’s youth leaders’ comments demonstrates that program designers should be
listening to the voices of our students.

5

Pseudonym
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Joe mentioned the connection between real-world experiences and peer mentoring:
I've found that people tend to engage more in those kind of leadership roles when
they're learning more actively, or say like, on a field trip or a camp or something
like that. So, I think getting out, kind of into the world, or bringing activities into
the school that would allow people to do that would be a really good way to
increase leadership skills. And also creating more events and opportunities where
the younger and older grades can interact and the younger grades can learn from
the older grades, I think those would both be fairly helpful things but . . .
The most poignant statement that highlights structural innovation has to do with
emphasizing that students need chances to foster skills that will help them in the real world (and
not just academia). Katrina states this aptly.
I think expanding on that, work experience is pretty important now because
nowadays everyone graduates with a Bachelor Degree, so you don't really get
much out of that. And some people don't find jobs, so it's more, society is looking
for people who have the leadership skills and it's--these skills are developed from a
young age, so . . .
These examples demonstrate some of the students’ answers to my core question, and
they validate our program design’s intentions regarding experiential opportunities and offer
examples of where we can look to see what is already happening in Central High or other
schools.
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PLACES Survey Results
Appendix E gives a summary of the senior student participants PLACES survey results.
In Chapter 5, I offer a description of the meanings of the PLACES results. It is important to note
that for the most part, the PLACES’ Categories for Critical Voice and Negotiation had the
highest number of Positive responses (marked on the Likert response line as Always (1) or (2) or
Never (4 or 5)) from the student participants For Negative responses (at the 4 or 5 [Never] end of
the Likert line) the Open-Endedness, Shared Control and Cohesiveness categories had the
highest response rates by the student participants.
Conclusion
In the Focus Group Findings section at the beginning of this chapter (Figure 2), I have
attempted to provide a synthesis of the relationships among the themes that were emergent from
the student focus group discussions and potential key elements in the design of the program to
foster student leadership. The concept diagram shows the potential practical applications of the
themes by highlighting what the students in a leadership program should be able to do and what
they will know and understand from acquiring leadership skills and opportunities. Each
leadership theme has many connections to the statements in the concept diagram. In the
following Chapter, I will discuss the potential connections between the Core Competencies
proposed in the new BC K-12 Curriculum (Government of British Columbia, 2017d), new
research around character development and the leadership themes that I described in this
Chapter. I will be explaining how the statements about effective leadership in high school that I
created around my themes can help develop criteria for the design and development of future
student leadership programming at Central High.
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Chapter 5: Discussion

In this Chapter, I elaborate on what I have learned from the data from the focus groups
with student leaders as well as the PLACES (Zandvliet, 2012) surveys. I compare my research
findings to relevant current research and proposals on student leadership, as reviewed in Chapter
2, while also drawing on the elements of the Core Competencies of the revised BC K-12
curriculum (Province of British Columbia, 2017d) and recent proposals on the role of schools in
developing active citizenship and student character. I close with a discussion of the limitations of
the research and make recommendations for further research.
Major Themes from the Focus Groups with Student Leaders
In Chapter 4, I described the data generated from the focus group conversations with a
sample of senior grade level Central High students who were currently involved in various
Leadership activities. Included in the discussions were students active on the school Student
Council, the Arts Council, and a variety of student clubs. The themes that were emergent from
the focus groups indicated that the students saw leaders as combining or embodying the roles of
facilitator, mentor, and innovator while also at times practicing servant leadership. Figure 2
provides additional descriptions of these attributes of leadership.
As a facilitator, a leader was seen as working to motivate and engage team members
while demonstrating the ability to collaborate with others. The students also mentioned the need
for effective facilitators to be respectful of the opinions of others and to create a climate in which
people felt safe to express their ideas and views. At times the role of facilitator, according to the
students’ descriptions, seemed to overlap with that of a servant leader. Servant leadership, as a
pattern of behavior, was viewed as involving the ability of a person in a leadership role or
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position as being capable of “stepping back to become a participant” and of letting others take on
the leadership role. As one student put it, “We have to find a way to compromise and try to give
everyone their best opportunities.”
Another role included in the students’ expectations about leadership was that of a mentor.
For the students involved in this study, the mentoring role entailed role modeling and being able
to work alongside classmates in a mentor role, a role that certainly makes contact with the ability
to facilitate teamwork and collaboration. Since the students involved in the focus groups in this
study were enrolled in the senior years, they also mentioned the importance of working as
mentors, or peer counselors, with younger students.
The last major theme emergent from the discussion was that of either promoting
innovation or being innovative. This attribute was seen as involving both openness to new ideas
and approaches, as well as being able to propose innovations. One student also noted the
importance of being willing to take risks, and to accept failure. As this student put it, “we should
change the culture too, if you make mistakes, it's good, as long as you--as long as you try to do
something.”
The students also made comments and described experiences in which they felt
leadership was either required, supported, or given a chance to be demonstrated. For example, a
student described an experience in Peer Counseling at a Camp with a group of Grade 8 students.
“We stayed in a cabin with ten eighth graders alone and----that was hard, but it was really good
definitely.” This student also remarked that in previous years, at a different school, he had been a
member of a Grade 10 alternative school program with an Outdoor Education focus in which,
“[he] had a lot of leadership opportunities in smaller groups or bigger groups and literal leading
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on trips. We all took turns doing that kind of stuff.” He held that this had been a positive
experience.
Careful examination of the transcripts of the student focus group conversations reveals a
number of possible criteria for application to the design of learning environments that have the
potential to foster leadership, engagement with learning, teamwork and active citizenship. In
Chapter 6 I will describe how I assessed the implications of the students’ comments for the work
of the Action Research Team (ART) while discussing the program design I envision for
environmental and community leadership at Central High.
Relationship between Student Views of Leadership and the BC Curriculum’s Core
Competencies
If the school system in British Columbia is serious about implementing a new curriculum
that clearly emphasizes active citizenship as expressed through the tenets of the Core
Competencies (Government of British Columbia, 2017d), then a comparison between my own
research on student views of leadership, the Core Competencies of the new K-12 curriculum, as
well also to the existing British Columbia School Act (The School Act, R.S.B.C., c 412) and
other selected current research relevant to student character development and active citizenship
may be a valuable exercise. It is of particular interest to see if the Core Competencies are wellrounded enough to implement as they are now written, or if further revisions might be
considered. A critical examination of recommendations about how to create engaged citizens
might also be of use in designing programs such as the Environmental and Community based
Leadership program proposed for Central High and described in Chapter 6.
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Appendix F provides a table created in an attempt to show potential relationships among
the BC Core Competency profiles, listing traits taken from each of the six Core Competency
Profiles (Government of British Columbia, 2017d) and the themes emergent from the student
focus groups as well as relevant citations from research and policies regarding student
citizenship, character, and leadership. The Core Competency profiles can be viewed as having
implications for the role of schools in fostering the development of future active citizens. In
developing the Table in Appendix F, I chose sample “I statements” and other outcome
statements, as found in published Core Competency profiles that I considered applicable to
building engaged and active citizens. I then compared those statements with similar writings
taken from a recent report from the US National Academy titled Approaches to the Development
of Character: Proceedings of a Workshop (National Academies of Sciences, Engineering, and
Medicine, 2017), and the Statement of Education Policy Order (The School Act, R.S.B.C., c 412)
from the BC School Act. In the first column of the Table, I included statements reflecting the
emergent themes on leadership identified by the focus groups with the student leaders in my
study (The Concept Diagram included as Figure 2 in Chapter 4 portrayed the possible
relationships among the emergent themes from the focus groups).
A deeper look at comparisons between the student focus group themes and the BC
curriculum’s core competencies
The table that forms Appendix F is intended to show that many of the students’
suggestions from the focus group can be aligned with elements of the framework and profiles
published in the BC Curriculum’s six Core Competencies (Government of British Columbia,
2017d). Further, the themes identified by the students are also reflected in, and congruent with
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the goal and mission statements of Education Policy in the BC School Act as well as research
and scholarly discourse on character development published recently by a working group
convened by the US Academy of Sciences. As examined in the literature review of Chapter 2, the
BC Curriculum’s Core Competencies include Critical and Creative Thinking, Social
Responsibility, Positive Personal and Cultural Identity and Personal Awareness and
Responsibility (Government of British Columbia, 2017d). The themes that emerged from the
student focus groups described being a mentor, facilitator, servant leader, and innovator, as key
elements of effective leadership. The themes, combined with comments made by students in the
focus groups, and highlighted in parts of the PLACES survey results, as highlighted in Appendix
E, often align with the language in the published research on leadership and active citizenship.
They conform with the goals stated in the Statement of Policy Order in the School Act for the
Province of BC, and the Core Competencies in the new K-12 curriculum documents. For
example, a recent addition to the Ministry website in support (Government of British Columbia,
2017d) of the Core Competencies, provides “Illustrations of the Core Competency Profiles.”
These Profiles are sample statements of what students “can do.” One example from the Social
and Personal Responsibility Competency provides an illustration for Profile 3 “Students had an
experience meeting people in the downtown eastside of Vancouver at The Door is Open”
(Government of British Columbia, 2017e, Profile 3). Profile 3 for that Competency states, as an
outcome:
I can interact with others and the environment respectfully and
thoughtfully.
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I contribute to group activities that make my classroom, school,
community, or natural world a better place.
I can identify small things I can do that could make a difference.
I can consider others’ views and express a different opinion in a
peaceful way.
I can identify problems and compare potential problem-solving
strategies. I can demonstrate respectful and inclusive behaviour, including
online.
I can explain why something is unfair.
I can identify when others need support and provide it. I can
build and sustain relationships.
I show care for elders. (2017). (Emphasis mine).
Although the language of the outcome statements for the Core Competencies emphasizes
individual accomplishment, (I can…) some leadership traits proposed by the student focus
groups can be seen as embedded in the profiles. In Chapter 4, I cited Katrina’s suggestion in
which she described city-wide youth leadership opportunities run by various community
organizations and how they could be good possibilities as placements in which students at
Central High could get real-world experiences. Her comment was uncannily similar to the above
example taken from the Core Competencies.
Further, some of the other language in the section headings used in the Core
Competencies aligns nicely with comments made in the student focus groups. For example,
Sally’s comment:
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I think if you're--if the goal is in-depth thinking and creativity, I think that every
person is capable of that. So I feel like the best way to encourage that would just
be lead by example. …. So I think that if you just personally, if someone was in
charge, the leader, if they just started contributing their own creative thoughts
and ideas, the other people would sort of follow suit because they kind of bounce
off each other and be inspired or just, you know...lead by example I guess.
(Emphasis mine.)
Here again, it would seem clear that there are potential alignments between the Core
Competency descriptions and the focus group comments of the student leaders and that in
combination these descriptions could form the basis for design criteria in the development of a
program for student leadership. These connections are described and discussed further in Chapter
6.
The Issue of Assessment in the New BC Curriculum
At present, there is a gap between the Core Competency documents as published in the
new BC Curriculum (Government of British Columbia, 2017d) and the assessment of the
Competencies.6 This past year (2016-17) the Ministry of Education mandated that students who
are currently part of the new curriculum, Kindergarten to Grade 9, are required to do a selfassessment of their progress in meeting the Core Competencies. My School District developed
some basic rubrics for students to use in their self-assessments. Each school has the choice to use

6

It should be noted that as published on the BC’s New Curriculum website (Government of
British Columbia, 2017a) the Core Competencies are described as being DRAFTS. This would indicate
that the Core Competencies are still a work in progress. Notes indicate the involvement of teams of
teachers from a number of BC School Districts.
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the District self-assessments or create their own rubrics at the school level. I am recommending
that as a school, we use the analysis I have done regarding student’s understanding of leadership
as a model for how students can self-assess according to the Core Competencies.
It is important to note that the Core Competencies need to be engaged in every course, no
matter the subject area. The Ministry of Education has told the school district administration that
students will eventually have to self-assess their Core Competencies. The administration told the
teachers that it was supposed to occur in all subjects eventually, but this could be just a District
initiative. My colleagues and I do not know what that looks like, but in order to foster leadership
skills in all classes, as recommended by the analysis of the student focus group results, as well as
current research from the National Academy Workshops on the development of character
(National Academies of Sciences, Engineering, and Medicine, 2017), then it would be beneficial
to create Core Competency self-assessment rubrics that highlight the nature of leadership roles in
each subject. If a group of teachers, including myself, create self-assessment tools for Central
High, it may make the task easier for other teachers, especially for teachers who work in subjects
that traditionally do not rely heavily on looking at character and citizenship building such as
Science or Math. This model of self-assessment that highlights character building and active
citizenship across all courses could also prompt a shift in school culture that the staff is trying to
work on with the School Growth Plan for Central High, a plan that each school in the District
must create to act as an overview of the school culture.
Further Consideration of Literature Relevant to the Findings of this Research
At this point, it will be useful to return to a discussion of some of the research and
scholarship that has relevance to the findings of this research. Redmond and Dolan (2016) have
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described the characteristics that they believe are necessary in a program intended to foster the
development of youth leadership skills: “In the context of skills, this model highlights that
concepts such as social and emotional intelligence, collaboration, articulation, and insight and
knowledge are crucially important to the development of a young leader” (Redmond & Dolan,
2016, p. 264). Redmond and Dolan (2016) also described appropriate environmental conditions
as being those in which students “can be conceptualized as having genuine opportunities for
leadership and having access to mentors who can guide an individual through their leadership
journey” (Redmond & Dolan, 2016, p. 266). Finally, they recommend that youth need an action
component: “Once a young person has the skills and the opportunity to exercise those skills, they
then need to move into action” (Redmond & Dolan, 2016, p. 267). These comments are certainly
compatible with the examples provided by focus group participants describing opportunities to
work in programs that address urban issues such as homelessness and mental illness or programs
in which they get to work as mentors and peer counselors with younger students. The NAP
Workshop Report (National Academies of Sciences, Engineering, and Medicine, 2017) on the
development of character also emphasizes providing youth with -“The opportunity to grapple
with real-world challenges, in a supportive, prosocial environment with the oversight of trusted
program leaders….” (p.31). The sorts of skills and attributes described by Redmond and Dolan
(2016) as important program goals are likely to be nurtured when students have opportunities to
that require “ working through complex situations “ and “struggling with and fulfilling
meaningful obligations” (National Academies of Sciences, Engineering, and Medicine, 2017, p.
31). These character-building attributes are more likely to be promoted by learning experiences
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that place students in authentic situations and real-world settings with the “oversight of trusted
program leaders” (National Academies of Sciences, Engineering, and Medicine, 2017, p. 31.)
Arnold, Cohen, and Warner (2009) wrote about the importance of including young
stakeholders in the decisions around environmental issues (p. 27). They interviewed
environmental leaders between the ages of 16 and 19 years about significant life experiences that
they attributed to their passion for environmentalism (Arnold et al., 2009) and described the
factors that had influenced youth to be environmental leaders:
[They] were distinguished as (an) influential people [person]—parents, role
models, teachers, and friends—and influential experiences—time spent outdoors
and in youth groups, conferences, and gatherings. All of the participants traced
formative influences through their childhood, and all but one subject noted a
specific transformational person or set of experiences in adolescence that was key
to setting them on the path to environmental leadership (2009, p. 29-30).
Sturrock’s recent (2017) study on the long-term effects of high school programs
that were designed to foster active citizenship found that students who got involved in
authentic volunteer service activities during their Grade 11 and 12 school years were more
likely to continue volunteering in areas relating to social justice, humanitarian, health or
environmental themes after graduating from school and on into adulthood.
Based on this research it would appear that including components of place-based
experiential learning in school or youth programs may help youth to become environmental
leaders. Mitra’s study (2006) also frequently touched on this topic. She described student voice
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as a “process (that) will enable youth to meet their own developmental needs and will strengthen
student ownership of the change process” (p. 7).
In Arnold, Cohen and Warner’s study (2009) that I overviewed in Chapter 2, participants
also discussed having received mixed messages during their school experiences. Students in
leadership roles pointed out that school was an important influence, although other participants
thought that “the messages sent to students stifle creativity and limit learning” (Arnold et al.,
2009, p. 32). In the Arnold et al. (2009) study each participant also pointed out the importance of
the time they spent outside as being a big influence on their environmentalism. They described
the importance of: “(a) an intense immersion experience in the natural world or outdoor camp
program, typically beginning in late childhood, and (b) an unstructured and habitual contact with
nature through play beginning early in childhood” (Arnold et al., 2009, p. 32).
Eich (2008) has published a very important study of a number of existing programs that
focus on developing leadership in undergraduate students. Eich (2008) used a grounded theory
approach in developing his model of the factors that are significant to creating a learning
environment likely to actively development student leadership. I will return to a discussion of
this paper in Chapter 6.
The PLACES Survey as an Influence on the Design and Development of Programs in
Student Leadership
Chapter 3 includes a description of the PLACES scale (Place-based Learning and
Constructivist Environment Survey) (Zandvliet, 2012, 2014) as a component of the research with
students in leadership roles at Central High. Chapter 4 and Appendix E describe the PLACES
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results for the students who participated in the focus groups and completed the PLACES
instrument online in addition to their focus group session.
It is important to note that there are prescriptive and descriptive theories (Barrow, 1981;
Schubert, 1986) about the nature of learning environments underlying the PLACES instrument.
That is, the statements of the PLACES scale reflect a definite value orientation in regard to how
learning environments should be constructed. While the PLACES scale is structured around a set
of statements, it asks students to respond to those statements from the bases of their own
perceptions, experiences, and values. To that extent the instrument is qualitative although the
numbers associated with the scale responses can be processed statistically. In validation studies
the PLACES scales have been found to demonstrate internal consistency. That is, items on the
same scale measure the same aspects of students’ perceptions of the environment. Validation
studies also found that “students generally rated the actual learning environment less positively
than their ideal (or preferred) learning environment, making individual classroom data an
important diagnostic or self-evaluative tool for teachers’ professional action research [emphasis
added]” (Zandvliet, 2012, p.134).Studies also found that the instrument was able to
“differentiate clearly between the perceptions of students in different classrooms” (Zandvliet,
2012, p. 137). Given the use of PLACES in numerous studies of student expectations and
preferences regarding learning environments it is possible to apply the statements of the survey
as a base for developing design criteria for programs that intend to develop student leadership
and character attributes.
In developing a prescriptive and descriptive theory for a school-based program intended
to foster student leadership and active citizenship, it should now be possible to list design criteria
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for such a program by drawing from the students’ emergent leadership themes as well as other
bodies of research and integrating the program design with the BC Curriculum’s Core
Competencies. In Chapter 6 I will attempt to outline those connections. The following section
highlights the student focus group participants’ responses to the PLACES with a view to
considering their implications for the design of a leadership course or program.
PLACES survey findings.
Figure 3 and Figure 4 below provide a synthesis of the PLACES survey results that I
overviewed in Appendix E. Figure 3 shows the item categories in the PLACES survey that
resulted in the greatest number of choices on the positive (Always) ends of the Likert response
line by the 20 students who responded to the survey from the focus group participants.
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Relevance
Critical Voice
67

63

Student
Negotiation

63

83

46

Cohesiveness
Involvement

71
60

Shared Control
68
Open-Endedness
Env Ed

Figure 3. Total Number of Positive (1=Always) Scale choices (1 +2) by PLACES Category.
Note. Student choices along the PLACES Scale are reported as the number of choices made on that scale
point. The Scale is NOT weighted, so a choice of Always (1 on the line) does not have more weight than a choice of
Never (5 on the line) and the numbers reported are counts of responses only. The numbers and areas shown on the
Pie Chart above therefore compare how often students made choices on the positive (Always) ends of the 5 position
scale distributed among the categories of the PLACES survey. For example, the count of 83 choices by students in
the positive ends of the scale in the category of Critical Voice, indicates students’ positive level of agreement with
the survey statements made in that category of PLACES.

Figure 4 below indicates the number of choices made in the NEGATIVE (Never 5 on the
line) end of the 5 position PLACES Scale distributed across categories of the PLACES Survey.
As shown in Figure 4, there were a total of 33 choices at the negative ends of the PLACES scale
in the category of Shared Control. This would indicate that the students in the focus groups
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generally felt less positive about their roles as described by the statements in the Shared Control
category of the instrument.

Relevance
Critical Voice
10

18

Student
Negotiation

18

5

Cohesiveness
6

9
33

9

Involvement
Shared Control
Open-Endedness
Env Ed

Figure 4. Total Number of Negative Scale Choices (4 +5) by PLACES Category.
I also included Figure 5 below, which are Bar Charts with the actual survey item
statements that were given high positive ratings (Always (1) or (2)) by the focus group students.
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ENVIRONMENTALED-Iammoreengagedduringfieldtrips

16

OPEN-ENDEDNESS-Iamencouragedtothinkformyself

16

SHAREDCONTROL-Ihelptheteacherdecidewhichactivities orprojectsarebest
formetoworkon

11

INVOLVEMENT-Ipayattenion

16

COHESIVENESS-Membersoftheclasshelponeanotherduringclassroom
activities

COHESIVENESS-Ihaveopportunitiestogettoknowother
students.

14

11

NEGOTIATION-Otherstudentstoaskmetoexplainmyideas

15

NEGOTIATION-Imakeanefforttoexplainmyideastootherstudents

16

CRITICALVOICE-It’sallrightformetospeakupformyrights.

18

CRITICALVOICE-It’sallrightformetoexpressmyopinion.

18

RELEVANCE-Igainabetterunderstandingofthelocalenvironmentandplaces
outsideoftheschool

13

Figure 5. PLACES Survey Results-Highest Positive Responses by Category & Item.
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INVOLVEMENT- The teacher asks me
questions when we are learning

4

RELEVANCE-Lessons are supported
with field experiences and other
community activities

7

ENVIRONMENTAL ED-I spend most of
the time during field trips learning
about my local environment

5

OPEN-ENDEDNESS-I am able to
express myself in my learning

5

OPEN-ENDEDNESS-I design my own
learning projects

7

SHARED CONTROL-I help the teacher
decide how much time I spend on
learning activities

7

SHARED CONTROL-I help the teacher
decide how well I am learning
COHESIVENESS-I am able to depend
on others for help during classroom
activities
COHESIVENESS-Students get to know
each other well through participation
in classroom activities

8

3

4

Figure 6. PLACES Survey Results-Highest Negative Responses (5=Never or 4) by
Category & Item.
Figure 6 above includes Bar Charts with the actual survey item statements that had high
NEGATIVE response counts by the focus group students.
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The reader will note that according to the surveys, a high incidence of positive response
choices for Critical Voice (83 choices) in Figure 3 reflects the students’ positive views of current
classes or clubs where they take on leadership roles. This example is something to be noted when
making recommendations based on students’ views of what should be included in classes at all
grades to promote leadership skills. The Critical Voice positive response choices also reflect the
focus group results and suggest that students wish to have a voice in school routines and class
operations. According to the data represented in Figure 5, students also gave a high total number
of choices (71) to statements in the Negotiation Category Students, which also highlights the
need for cohesiveness in classes, that is, classes where students rely on each other to foster
leadership opportunities. The above example was highlighted in the focus group findings.
In regards to the negative responses, one of the most important factors that should be
taken into account for recommendations about promoting leadership opportunities at Central
High is the students’ apparent perception of a lack of shared control. In Figure 4 the attribute of
Shared Control received 33 choices at the negative ends of the Likert line for statements
designed to assess students’ views of that aspect of their learning environments. Regarding the
Critical Voice category reviewed in Figure 5, it appears that students may feel confident to give
their opinions and stand up for their rights in their leadership classes and clubs, but they do not
yet perceive that they have the opportunity to share part of the actual decision-making process.
Both of these categories are critical to give students voices at Central High and have youth feel
engaged in school.
The responses to the statements charted in Figures 5 and 6 can be used in developing
more specific recommendations for a future leadership program that will eventually run at all
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grades and in multiple courses beyond the emergent themes I described in Figure 2. For example,
if Central High wants to create more engagement by raising the level of shared control, it could
be a priority for teachers to promote who may become involved in teaching in a future leadership
program. Teachers will need to be comfortable and feel competent to give the students choices
on how long they work on their various learning activities or be a part of the assessment process.
Research Limitations
As a Case Study the research reported here was located in a single BC High School, a
large enrolment school located in an urban setting. The students directly involved in the focus
group discussions were identified and recruited through their involvement in leadership activities
such as the student council. They were also students in the senior years of high school, and the
total number of participants was small. The students selectively recruited my not be
representative of the large school population. I reviewed the results of the focus group
discussions qualitatively. Given these factors, it is difficult to make generalizations to other
settings based on these results, but the results can be useful in framing further investigations and
initiatives.
Within the boundaries of this case study, I did not have time to fully examine the last
research question posed in Chapter 1, namely, can the leadership program be designed in such a
way that replication and implementation by other schools in BC is possible? Until there is an
opportunity to field test the ideas described in this thesis with working teachers (and perhaps
students and parents) in other schools (or across grades at Central High), it is not possible to
know how these ideas will be received and whether or not they will (or can be) implemented in
other schools.
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In Chapter 6 I will elaborate on the limitation of the time boundaries of the case study. I
did not get to a place in the design process with the ART where I felt confident that there has
been a shared clear vision of what exactly the future leadership program should entail. In Chapter
6 I will discuss the design elements that I see as being critical in the development of the potential
student leadership program. I plan to make these recommendations to the ART as we continue
our design process. In Chapter 6 I will also elaborate on the timeline for the eventual
presentation of a pitch of the program design to the stakeholders.
I know that there are networks already in place where teachers can access certain
resources for environmental education and other elements of the new curriculum. I would like to
see a centralized network whereas many schools as possible (that have any interdisciplinary
environmental and community-based programming), can collaborate through an online portal.
Through such a portal there could be a summary of how the programs operate, provide a place
for resources, a message board, and anything else that might help teachers who want to start
similar programs reach out for inspiration. The ART at Central High met with at least four other
educators who are in some way part of established alternative programs at other British
Columbia schools. The face-to-face meetings were a valuable but time-consuming process that
ate into our release time as well as our own free time. It would be more efficient if teachers had
the option of going to an online site to gain ideas and get feedback. The feedback that we heard
from face to face meetings with other teachers did affect our design, and I will elaborate on that
information in Chapter 6.
I intend to begin to connect with the contacts that I have made so far at other schools that
have currently operating outdoor or environmental leadership programs running and ask them if
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they would be willing to be part of a collaborative network. Some teachers have already agreed
to be part of any future collaboration. I would like to use a system that is already in place, such
as the British Columbia Teacher’s Federation’s Environmental Educators Provincial Specialist
Association (EEPSA), to develop an electronic online centralized network. There is already a
new website (called TEACH BC) where teachers can add resources. This site is hosted by the
BCTF (BC Teachers' Federation, 2015). It should be possible to have an external link to a
website sponsored by EEPSA on this provincial platform.
Recommendations for Further Research
Following my research, for this thesis, I am left with several key questions, and those
questions provide opportunities or directions for further research. My findings, and the students’
comments and recommendations, in particular, show that in the context of the new BC
curriculum, there is a need (and opportunities) to develop meaningful alternative programming.
I have also decided that there is a gap in the research literature regarding curricula intended
deliberately to foster youth leadership.
Conclusion
In this Chapter, I have summarized the results of the student focus groups, and PLACES
Survey responses and discussed the implications of the themes that were emergent from the
focus group discussions and surveys. I compared the current research on leadership and character
development with my research and also examined possible links to the Core Competencies of the
BC Curriculum (the results are described in detail in Appendix F). In Chapter 6 I will describe
and discuss the work of the Action Research Team at Central High will be recommended to do
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based on the Focus Group and PLACES survey results while continuing to develop concepts for
a program to foster student environmental and community leadership at the school.
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Chapter 6: Moving Forward with the Design and Development of a Student Leadership
Program at Central High
Challenges and Opportunities
In this Chapter, I discuss how the ideas collected from the students currently involved in
leadership roles at Central High, combined with other sources of information and relevant
research findings, plus the policies prescribed in the new BC Curriculum could be applied to the
final design for a proposed Community and Environmental Leadership Program at Central
High—a program that could be accepted for implementation by the end of the 2018-19 school
year.
It is useful here to re-state the research question and sub-question with which I began this
research (Chapter 1). The core question was:
What steps should be taken by a secondary school Action Research Team ((ART) a group
of teachers who were part of an Inquiry Group who acted as co-researchers on the project) in
order to gain inputs from students that could be valid and useful for the design and
implementation of learning environments that develop and support student leadership and
engagement with active citizenship?
The main question was extended through several sub-questions.
1. Can student conceptual understandings and perceptions of leadership skills
and what it means to be active citizens be developed into criteria useful for the design
and implementation of a learning environment for a program that will foster the
attributes of effective and responsible leadership and community engagement within the
program’s learning environment?
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2. Can the prospective program’s design be aligned to support and complement
the framework and profiles published in the BC Curriculum’s six Core Competencies for
grades K-12?
3. Based on effective and meaningful student consultations and inputs, what
learning environment factors should be incorporated into the design of a leadership
program in order to create a sense of community among the student participants?
4. Can student recommendations for the design for the intended leadership
program be used to develop criteria for the program design that integrate aspects that
are mindful of students’ stated views about leadership skills while fostering their senses of
agency and choice about the shape of the directions they can take in the program?
5. Can the leadership program be designed in such a way that replication and
implementation by other schools in BC is possible?
I believe that the themes that emerged from the student focus groups (as discussed in
Chapter 4, Figure 2 and Chapter 5, along with the student responses to the PLACES Survey
(Figures 3-6)) and the cross comparison of the student themes with the Core Competencies of the
BC Curriculum (Appendix F), when also referenced to recent research provide a clear basis for
the development of criteria useful to the design of a school-based program to support student
leadership, with specific reference to Central High School, with potentially wider general
application to other schools.
At the time of writing this thesis, the design process was still a work in progress with the
Action Research Team (ART). As described in the Introductory Chapter and Chapter 3, the ART
was formed in the fall of the 2016-17 school year by a group of teachers who were part of a

GIVING STUDENTS VOICES

106

larger school collaborative inquiry group that we organized during the 2015-2016 school year.
The ART’s original intention was to create a Leadership program for students that would involve
combining required courses for graduation with leadership-themed electives to align with BC’s
New Curriculum (Government of British Columbia, 2017a). The Team wanted to have a program
that would lead students to a Leadership Certificate upon successful completion-- a concept
somewhat similar to the Certificates, Diplomas, and Minors found in some undergraduate
university degree programs. That is still our focus, but there is considerable work to be done and
challenges to be faced.
In many current models of design, especially design involving humans and human
environments the process begins with an attempt by the designers to develop a deep
understanding of the lives and circumstances of the intended users of their designs. (IDEO.org,
2015). The research with the senior student leaders at Central High as described in this thesis
was intended to access the students’ conceptions of leadership with a view to having their voices
affect the design work of the ART. In this chapter, my goal is to indicate how the students’
recommendations, BC curriculum requirements, and current research on leadership and character
development can shape the design of a program in student leadership. I will also examine the
potential barriers and challenges to be faced to get this vision successfully implemented at
Central High. Among the expected challenges will be the current school structure, including
timetable restrictions and potential resistance from other stakeholders who may not want to work
collaboratively on approving or implementing a new program. I will elaborate on how I hope to
act as a voice for the students at Central High while supporting the eventual implementation of
the ART’s program design. The first challenge will be to get my ART colleagues to develop a
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design on which there is consensus and also one that I can accept as representing my vision and
commitment to the students “voices.”
In the following section, I intend to describe what the program should look like based on
my students’ recommendations and current research on character development. I will be using
my description to propose a model to the ART that I believe we should use when we get to the
point where we need to present a final program design idea to the staff, students, and parents.
The pitch to the stakeholders will most likely not occur until at least the end of the 2017-2018
school year.
Moving Forward with the Action Research Team: Strengths, Weaknesses, Challenges and
Opportunities
A vision for program design based on student feedback and research on leadership.
In this section, I offer my suggestions about what a high school leadership program might
look like. My proposals are intended to reflect the opinions and ideas from the student focus
groups and the PLACES survey responses that emerged from the research for this thesis and also
to reflect current research on effective leadership and student expectations. (Koci, 2012;
Sturrock, 2017; Ormond, 2013) I also made the proposals with an appreciation of the existing
Central High school structure and culture as well as the current and on-going changes to the BC
curriculum. I hope that the recommendations might help the ART to arrive at a cohesive vision. A
team consensus and shared vision will be required when we have to pitch the program design to
other staff members, students and parents to gain consent to implement the design. I do not know
if the ART members will agree with my proposals, but I hope to act as an advocate for the
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students and also to ground my proposal in credible current research and scholarship. I intend to
offer this program design to the ART members during the 2017-18 school year.
The following section describes how the PLACES survey statements can be used as
criteria for the design of our intended leadership program. I will also refer to some of the
additional credible research to further validate my recommendations.
Recommendations arising from the structure of the PLACES survey.
The Place-Based Learning and Constructivist Environment Survey (PLACES)
(Zandvliet, 2012) is intended to be of use in assessing students’ perceptions of actual and
preferred learning environments (p. 137). I devided tthe Survey statements into seven
categories: Personal Relevance, Critical Voice, Student Negotiation, Student Cohesiveness,
Student Involvement, Shared Control, and Environmental Education. The statements are in
positive language. For example, in the category of Personal Relevance, Statement 1, of 5 in that
category, is “I learn about the community outside of school.” The survey uses the Likert
Response format so that the person completing the survey can select from “Always” to
“Sometimes” or “Never” along a 5 point line. A choice of “Never” would indicate the person’s
negative perception or view of their experience of this aspect of their learning environment. The
PLACES instrument can ask respondents to treat the statements as representing what they
actually experience or what they would prefer or expect to experience from a learning
environment. The survey can also be used to assess changes in a learning environment over
time—that is, the results for a survey given at the start or outset of a learning experience and be
compared to the results at the end or completion of a learning experience. If the responses shift
more towards “Always,” then it might reasonably be inferred that the respondent’s learning
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experience has been largely positive. The PLACES instrument has been tested statistically for
reliability and validity, with good results.
Obviously, the structure of the PLACES survey regarding its main categories and
statements reflects a set of ideas or theories about learning environments. So one can view a
statement such as “I learn interesting things about the community outside of school” (# 4 under
Personal Relevance) as reflecting a theory or belief about how things SHOULD be done in a
personally relevant learning experience. Using that approach the PLACES statements can be
reframed as a set of design criteria proposed for an effective learning environment. Thus, in the
category of Relevance, below, I have developed a statement that combines several of the separate
statements in that category into the following criterion statement:
• To demonstrate relevance an effective program’s Learning Environment should:
Incorporate discussion and exploration of issues that are important to the school’s
community or particular sectors of the local economy and society.
Areas of concern that need to be enhanced to demonstrate relevance:
Incorporate Field Experiences and Community-based Activities and make use of the
local school environment and significant places.
On the following pages, I’ve tried to use the formatting of the text to indicate how the
students in my study responded to the PLACES categories. Thus, I have bolded and coloured
the recommendations that attracted the least agreement with the survey statements in a particular
category (interpreted to mean that the students felt them to be missing or lacking from their
current learning experiences). On the other hand, the recommendations that are in regular, nonbolded italic text, are drawn from the survey statements that attracted the strongest student
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agreement. The above has been identified as such so that when the ART looks at the list of
recommendations, they will know what is currently working well in classes or clubs that
currently provide leadership opportunities and aspects that are also lacking. The idea is that when
creating leadership opportunities in all types of classes, the ART would know which areas need
to be focused on a bit more to enhance the criteria that previously was lacking.
My intent in this approach is to flip the PLACES survey statements and categories into a
set of criterion statements for use in the design and development of a student learning
environment while also giving some indication about how the students in my study viewed areas
of strength or concern in these categories. The combined criterion statements, as extracted and
realigned from PLACES, are offered below.
The relevance category.
• To demonstrate relevance an effective program’s Learning Environment should:
incorporate discussion and exploration of issues that are important to the school’s
community or particular sectors of the local economy and society.
Areas of concern that need to be improved to demonstrate relevance: Incorporate
Field Experiences and Community-based Activities and make use of the local school
environment and significant places.
The critical voice category.
• To permit the exercise of students’ critical voice, a program’s Learning Environment
should:
Provide a safe and open climate for students to express their opinions and speak
up for their rights while also respecting the rights of other students. Students should be
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encouraged to ask questions about the purpose and significance of learning activities and
experiences and propose alternatives. Students should be given opportunities to focus on
their learning projects without distractions and with appropriate allocation of time and
resources.
The student negotiation category.
• To permit the exercise of student negation, a program’s Learning Environment
should:
Provide a safe and open climate for students to be able to ask each other and state
their ideas and make an effort to explain their ideas to others.
The cohesiveness category.
• To develop student cohesiveness, a program’s Learning Environment should:
Enable members of the group to help one another during activities and have
opportunities to get to know other students in the program.
Areas of concern that need to be improved to develop more cohesiveness would
be to enhance opportunities where students: depend on others to help them during
activities and get to know each other well through participation in program activities.
The involvement category.
•

To promote student involvement, a program’s Learning Environment should:
Enable opportunities where students feel the desire to pay attention to program activities.
Areas of concern that need to be improved to develop more involvement would be to
enhance opportunities where teachers ensure to ask students questions when they are
learning new information.
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The shared control category.
•

To permit the exercise of students’ shared control, a program’s Learning Environment
should:
Enable students to help the teacher decide which activities or projects are best suited

for students to work on.
Areas of concern that need to be improved to develop more shared control would be
to enhance opportunities where students: help the teacher decide how much time students
spend on learning activities and help the teacher decide how well the student is learning.
The category of open-endedness.
•

To permit the exercise of students’ open-endedness, a program’s Learning Environment
should:
Encourage students to think for themselves.
Areas of concern that need to be improved to develop more open-endedness would

be to enhance opportunities where students are able to express themselves in their learning
and design their own learning projects.
The category of environmental education.
•

To promote students’ environmental education opportunities, a program’s Learning
Environment should:
Encourage students to become engaged during field trips by offering field trips of

their choice.
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Areas of concern that need to be improved to develop more environmental
education would be to enhance opportunities where students promote student opportunities
to participate in field trips where they can learn about their local environment.
Some of the themes that emerged from the student Focus Groups align with the responses
for the same students to the PLACES survey. It should be noted that the focus group opinions
came about even before the participants completed the PLACES survey, so the PLACES
statements and categories did not influence their Focus Group opinions. Below I have
summarized themes from the student focus groups and compared them with parallel PLACES
categories (as noted in brackets following the statements).
1. Is able to work through challenges and find solutions without the help of a supervisor,
instead uses their peers for support.
(Shared Control, Negotiation)
2. Understands how to work with others and knows when to step aside and give
opportunities for others to gain leadership experience and skills.
(Shared Control, Involvement, Negotiation)
3. -Is able to get others to brainstorm new ideas and collaborate
(Cohesiveness, Involvement)
4. Has opportunities to practice skills needed to become a responsible citizen: someone who
can be an effective member of society
(Environmental Education, Open-Endedness)
5. Has opportunities to practice skills needed for future careers
(All Categories)
To further validate what the students at Central had to say in their focus groups and in their
PLACES results, current research around student input was of value to the development of my
presentation to the ART. In 2014 the Massachusetts Institute of Technology (MIT) conducted a
survey of undergraduate and graduate students regarding the future of education (The Institute-
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Wide Task Force on the Future of MIT Education, 2014). MIT is a school with high rankings in
the USA and some students at Central have attended there after graduating. Parents and students
hold the MIT’s reputation in high regard. However, the results to the following MIT questions
from a recent internal survey of student opinion about their educational experience are of
particular interest for my program vision validity:
Question: Students: Recognizing that this list is not exhaustive, from your
perspective, which values and principles of an MIT education do you feel are most
important to maintain or develop? Please list up to three.
The most common values to maintain or develop, listed in order of the frequency with
which they were mentioned (five times or more), were the following:
1. Commitment to hands-on experience—Comments on learning by doing,
project-based learning, the broad hands-on experience, apprenticeships and
internships, and laboratory work. 3. Education in the service of pushing the boundaries
of knowledge—Comments on broad expansion of knowledge, as well as the advising and
mentoring that enables students to pursue their own expansion of knowledge.
5. Leadership training, fostering teamwork, and developing communication
skills—Comments on leadership in science, technology, and society; teamwork;
collaboration at all levels; and communication. (MIT, 2014, p. 70)
Another MIT survey question asked the following with the ensuing responses.
Question: If you could change up to three things about the way MIT educates its
students, what would you change? Please list up to three.
1. Focus the curriculum on applying skills and knowledge, hands-on experience.
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“An increased emphasis on practical skills over pure theory.”
“More hands-on classes/opportunities to see real world applications (field trips
outside of lecture).”
2. Emphasize faculty-student interaction, improve mentoring
4. Increase focus on communication/teamwork/leadership skills
“Adding more opportunities for leadership, teamwork, and communication
development.” (MIT, 2014, p. 70-71)
Most of these responses have multiple parallels to the PLACES survey category
recommendations and focus group result recommendations that referenced above. There are also
similarities to the Core Competencies described in the new BC curriculum (Government of
British Columbia, 2017d) Another source that notes the importance of leadership programs with
various similarities to my findings is Eich’s study on Leadership programs in post-secondary
institutes (2008). Eich’s study is based on the following data:
The theory of high-quality leadership programs developed in this study is grounded in
those programmatic attributes that, when enacted, contribute significantly to enhancing
student learning and leadership development. The data analysis revealed 16 attributes of
high-quality leadership programs organized into three clusters: (a) participants engaged in
building and sustaining a learning community; (b) student-centered experiential learning
experiences; and (c) research-grounded continuous program development. (2008, p. 176)
Eich (2008) has summarized this work in a diagram: (p.180). This figure is redrawn
below in Figure 7 from his version with the addition of the circle indicating that the three clusters
interact in any actual on-going program.
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Figure 7. Cluster of Attributes of High-Quality Leadership Programs. Redrawn with author’s
permission.
In his published article, Eich (2008) expands on each of those 16 areas, and he bases his
descriptions on a study of a considerable number of the most respected Leadership Development
programs. His article states the selection criteria: “Selection was made from this pool to begin
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discovering what it is about each program that is contributing most to learning and development.
Criteria used to select programs include the following.” (Eich, 2008, p. 178):
1. The program was identified as being effective in contributing significantly to
student learning and leadership development. The program’s own assessment and
evaluation data assisted in identifying quality programs.
2. The program had at least a 5-year history of operation. This length allowed for
an improvement process of the program to make it more effective, serve more students,
and acquire more experience.
3. The program had a sufficient number of stake-holders including students,
teachers, staff, and alumni to interview to achieve saturation of at least 15 interviewees.
This breadth is important, as the research is grounded in diverse stakeholder perspectives
and experiences.
4. The program was prominent. Successful programs were identified through
articles, national conferences, and leadership education leaders in the field. Through the
National Clearinghouse for Leadership Programs and the International Leadership
Association, contact was made with the administrators who could give access to
successful programs at six sites.
5. The program teaches leadership as a collaborative process in which anyone can
engage. This conceptualization is connected to the relational leadership definition
presented earlier by Komives et al. (2006).
6. The program dedicated significant time to educating the student. A minimum of
roughly the equivalent of a single semester-long course was required to qualify as a
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leadership program for this study. This time minimum allows for both substantial
participant experience and a substantive intervention for meaningful development to
occur.
7. The programs had different formats as well as differences in program goals and
in methods of teaching leadership. (Eich, 2008, p. 178)
The summary of the types of leadership programs that Eich (2008) studied demonstrates
the caliber of each program. In presenting my case to the ART, I will draw broadly upon the
sources described above, on the restructured PLACES statements presented as design criteria,
and on the themes from the student focus groups as to how the future leadership program at
Central could be designed and implemented. In addition to the broad conceptual design of the
prospective program, there will also be a need to consider how the program could be
implemented within the conventional structure of grades and courses that is typical of most BC
public high schools.
Current School Culture
Central High is not a new School. As discussed in previous chapters, there is an
established emphasis program, the Central Arts Program. The program runs from Grade 8-12,
and the students are in a cohort group for each grade. The Central Arts members take a number
of their required courses such as English and Social Studies together as a cohort. In Chapter 1, I
also mentioned that Central High is rated as a highly academic school and that parents have an
expectation that the school will live up to its reputation. There are numerous service clubs at the
school, so many that teachers are working on amalgamating them. There are also various sports
teams, some that consistently go to the local championships. There is an entire Staff Committee
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for all of the scholarships because of the academic reputation of the school. The Parent Advisory
Committee (PAC) tends to be active if there are strong leaders, but over the past few years, it was
not as active as it had been in the past. The vision for a leadership program that I will offer will
challenge some elements of the current school program and culture.
Structural Considerations for a Leadership Program at Central High School
In my proposal to the ART, It is my intent to recommend the implementation of
leadership program running as a cohort model from Grades 10-12. I have noted that there are
cohort models, although with different foci, currently operating at some other schools within the
same District as Central High7. The final long-term goal would be to also implement a junior
leadership program in Grades 8 and 9 as well as in the senior grades. The following is an outline
of the courses that students could take in the leadership program in each grade of the senior
levels.
In each grade students, as a cohort would be streamed into the same courses (to increase
cohesiveness)
Grade 10:
-Leadership 10, English 10 and Social Studies 10
Grade 11:
-Global Sustainability 11, English 11, First Nation Studies 12
Grade 12:

7

Pseudonym
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-Graduation Capstone Project Homeroom Class (This would be a course students would
take with a mentor teacher (or teachers) to work on their graduation capstone projects for
the new curriculum). In addition, students would take English First People’s 12, Social
Justice 12.
I based the above overview on what I foresee to be the requirements to be met by a Grade
10-12 student to graduate from the Leadership Program with a certificate based on the new BC
Curriculum (Government of British Columbia, 2017a) changes to be implemented by 2020-2021.
These courses would just be the required courses to complete in addition to their required
courses and minimum credits for graduation in order to receive a certificate of completion from
the program. The Junior 8 and 9 Program could be running by 2021-22.
The required leadership-themed courses would be taught by teachers who had agreed to
teach and develop their learning environments through the lens of leadership development and
who already involve aspects of character building and support creating responsible, caring and
engaged citizens in their teaching practices. Courses such as Social Justice 12 or First People’s
English 12 would certainly be courses that can be expected to have these orientations. To receive
a Leadership Certificate, students in the leadership cohort would have to complete all of the
required courses.
An idea discussed at various meetings of the ART in the 2016-17 school year was to open
the timetable to accommodate more experiential learning opportunities for a leadership program.
This approach would entail the implementation of a weekly student Inquiry Day. This model has
been used by some other schools (I have described this concept in Appendix G). A Student
Inquiry Day is defined as a time set aside each week where students would not have formal
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classes and be able to work on “inquiry-based learning.” What I propose is that the Inquiry Days
would occur in the afternoon during Periods 3 and 4 once a week. This format would allow
students in a future Leadership Program to work with multiple teachers on various action
projects across courses such as the graduation Capstone Project. This approach would also allow
time for more field trips by extending from the afternoon periods into the after-school time and
allow opportunities for real-world experiences such as volunteering at nonprofit organizations.
The students from the focus groups mentioned both these program attributes, by students in the
MIT Survey (The Institute-Wide Task Force on the Future of MIT Education, 2014), on the
PLACES survey responses, and by Eich (2008). An Inquiry Day approach would also give
current programs, such as the Central Arts program, the opportunity use Inquiry Days for the
Arts Assemblies that they currently host several times each year.
This element of my proposal may be the most challenging practical aspect of the
Leadership program’s design because it requires a complete restructuring of the current Central
High timetable. We will need to convince parents will need of the value and potential of the
opportunities that could be made available by allowing their children to have times outside the
schedule of formal classes every day of the week. When I made preliminary presentations to the
school administration during the 2016-17 year, they seemed to like the idea. I also pitched the
concept when we were talking about the school plan during the spring of the 2016-17 school year
at a Professional Development day meeting that involved the entire school staff. At that time
several teachers made positive comments about the idea.
In Appendix G, I have included a Homeroom Block during the Inquiry Day so that
students in a leadership program or those who are working on a Capstone project will have a
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teacher they can check in with. In the regular timetable, students currently do not have a
scheduled Homeroom Block, and they just go to homeroom at the beginning of the year for a few
days. Inclusion the Homeroom block in the Inquiry days would also account for the attendance
of students if they are not volunteering or on a field trip. When we discussed this concept, the
ART members felt that for the Inquiry Day to be successful, teachers could act as mentors to
students working on Capstone Projects for graduation during their Grade 11 and 12 years. Those
teachers would get an actual off timetable block of students (where they have one less class to
teach during the day: they would have a spare preparation block during the regular timetable, and
could hold meetings with students whenever it worked in the students’ schedules, or during
lunches or after school). Another thing to note about the Inquiry Day concept is that because, in
the current structure of the schedule, all of the periods need to have the same number of minutes
in a year, the two morning periods would need to rotate between the Day 1, Periods 1-4 and Day
2, Periods 1-4. In Appendix G I have described how the periods would alternate based on the
quarterly period rotations.
Leadership Program Culture
One of the additional aspects of the program that would be part of the “requirements” of
its design would be to implement real-world opportunities that would give the students even
more of a chance to work with other their cohort beyond the regular required cohort classes they
took together each year. We could use Inquiry Days, where students would get to go on various
field trips or have speakers make presentations and meet with other members of the program in
the same grades. They might also be able to incorporate these opportunities into the required
classes in which they would be streamlined together at each grade. These two areas of learning
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would provide the leadership students with the cohesiveness recommended in the PLACES
categories. A final opportunity that could foster cohesiveness among the leadership students
would be for each grade to have a yearly trip to an outside location. For example, in Grade 10
there might be an overnight camping trip, or in Grade 11 a multi-day trip and Grade 12 might
have a culminating full week retreat. Experiences such as this would certainly have the potential
to develop the sense of cohesiveness among the students in the Leadership stream.
Curricular Requirements
Any proposal for change in the context of public school curricula must always be
understood as constrained (or framed) within the formal requirements of the curriculum
prescribed by the Ministry of Education. These requirements reflect underlying assumptions and
ideas about the purposes of schools and the nature of education. They are ideological and
political. British Columbia, like other provinces, has developed requirements for which teachers
and school administrators are accountable and which students in regular programs must meet to
graduate. I will not outline the current BC requirements in detail in this thesis. They are available
online at the BC’s New Curriculum website (Government of British Columbia, 2017a). Given
my intention to propose a leadership emphasis for students in Grades 10-12 in Central High
school I have to develop my proposal with an appreciation of the graduation requirements,
especially since they have a critical influence on students, teachers, and parents in the final years
of high school. In essence, the graduation requirements are as follow:
Students must earn 80 credits to graduate, 48 of the required courses, 4 credits for Graduation
Transitions and 28 credits from elective courses. These courses include Planning 10 and
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Graduation Transitions. Students need at least 16 credits at the Grade 12 level, which must
include Language Arts 12. Students need at least four courses (16 credits) in one Focus area.
The required courses include Language Arts, Mathematics, Fine Arts, Applied Skills, or Social
Studies, a Science course in grades 10 plus a course in grade 11 or 12, and Physical Education in
Grade 10. At present, the new curriculum, introduced in Grades K-9 in 2015-16, is still in the
process of being implemented at the senior grade levels and it is to be expected that some
requirements may change. Even with the framework of required courses, students at a large
urban school such as Central have a considerable list of elective courses from which to choose.
The electives provide a palette of options for the development of a program in Leadership.
Constraints of Schedule and Time
In a large composite high school such as Central, the development of a timetable or
schedule of courses and classes is a complex and demanding activity in which the person or
persons responsible must try to accommodate often-competing interests and expectations. At
Central, the schedule has the following attributes.
Students travel the schedule individually unless they are a member of Central Arts, where
they are a part of a cohort, and they each take the same English, Social Studies and Science.
Central Arts students also take the same specialization classes with each other (either in Visual,
Fine Arts or Music)
•Each subject gets the same time allocation
• There are four periods every day
• The schedule works on a linear model (same classes all year) so students rotate on a
Day 1, Day 2 schedule each week (up to 8 classes total depending on grade)
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• Students in Grade 11 and 12 can take a study block instead of eight courses.
• Students also take their graduation requirement courses such as the current Planning 10
off timetable at Central High. This means Planning 10, for example, occurs through
various assemblies and events such as a Career Fair they have for two days in the fall.
• They have to submit assignments to a teacher who works out of an office at the school.
Time is a critical factor in developing designs for any program. One of the assumptions in
a timetable structured like that at Central is that all subjects can be taught effectively in the same
time blocks. This assumption has been challenged in many studies of the development of
expertise or talent but it has proven to be very difficult to overcome in the realities of school
operation (Bransford, Brown & Cocking, 2000). For this report I have attempted to stay within
the current constraints with some suggestions that have the effect of partially escaping from them
(as in my description of Inquiry Days, above). There are other timetable models available and
they might be considered by the staff at Central, but that would require very serious persuasion
of stakeholders, including parents and even students. I have not included a discussion of these
alternatives in this presentation but I am aware of them, and they may well form part of
discussions among colleagues at a later time.
Challenges to Program Acceptance and Implementation
Challenges for a leadership program from the established Central Arts Program.
The Central Arts Program is an established part of the school culture of Central High. The
Arts program currently the biggest barrier to implementing my vision for a Leadership
development program. It is important to note that during the 2015-16 school year (before my
formal research commenced), the staff members who were part of the Collaborative Inquiry
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Group that eventually formed the ART looked at alternate models for program designs based on
the model of the Leadership Program at Windy Brook Secondary. This is a school in the same
district as Central, where the students are also in a cohort, not unlike our Central Arts Program at
Central High (Windy Brook leadership model is similar but more developed than a full semester
alternative environmental education focused program at Orca Point Secondary8, a school that is
also in the same District as Central). Because there is already a cohort model operating for the
Arts program at Central High, the ART thought that would be too hard to add another cohort
program to the current school timetable model because that schedule is too structured and
complex to be able to accommodate two cohort-based student experiences. A challenge I will
have when presenting my program vision to the ART is that it would be worthwhile to consider
again modelling our Leadership Program on the Windy Brook Model.
A pitch to start shifting school culture.
In the eventual pitch of the proposal for a Leadership program to the stakeholders
(parents, students and other staff members) I will plan to make explicit all of the benefits of
student participation in a leadership program. I will also try to demonstrate the connections
between character building, active citizenship, and student engagement. I will make the point
that if Central High is serious about meeting the stated intents New BC Curriculum (Government
of British Columbia, 2017a), a leadership program would be a way to get there. I plan to be the
voice of the students and emphasize that what we are proposing is what the students want and
need and that significant research supports. I would intend to include testimonials from school

8

Pseudonym
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alumni who are now out in the workforce in various sectors about what helped make them
successful to make connections between the benefits to students of a leadership program as a
preparation for life after high school.
Conclusion
In the research for this thesis, I have been working on a small piece of education design.
The implementation of a design for a future leadership program at Central High would represent
a tiny component of change in the larger educational system. However, from a systems
perspective, one small shift in a variable can create a change in the homeostasis of a larger
system as it tries to reach a new state of homeostasis (Macy, 1991). Hopefully Central High
might act as a sub-system and lever of change for the larger system. The new BC curriculum
could permit and enable a fundamental shift in the traditional structure of our school, a structure
tightly based on bell schedules and on teaching that occurs in curricular silos. However, such a
shift will require a considerable amount of perspective shifting and collaborative effort from all
stakeholders, not least even the students themselves.
Teaching through an interdisciplinary model is not new. The teachers in the ART are not
trying to reinvent the wheel. We are just trying to create space for a way of teaching and learning
that is conducive to 21st Century Learning and a rapidly changing diverse and globalized society.
The new BC Curriculum (Government of British Columbia, 2017a) gives us an opportunity to
try new ways of addressing traditional goals. This explicit mandate from the new curriculum has
even more validity when it reflects the desires and hopes of creative and motivated young
citizens.
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If I were to give my research a motto, it would be: In light of our rapidly changing
society and a need to bring education into the 21st Century, let’s not only look to the experts in
the field, the business and academic leaders, to create an adaptive and creative educational
model. From now on, let’s look to the people, the children, and our future leaders of a society
filled with unknowns that will need people who learned how to make change.
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Appendix A. Action Research Team Consent Form and Confidentiality Agreement
Dear Colleague,
My thesis research project is part of the requirement for a Master of Arts in Environmental
Communications and Education at Royal Roads University. My credentials with Royal Roads University
can be established by emailing Dr. Richard Kool, Associate Professor at RRU: xxxxx@royalroads.ca.
This document constitutes an agreement to participate in my thesis research project, the objective of
which is to design our environmental and community themed stewardship program for Central High
students through our inquiry team in order to demonstrate how new educational designs can effectively
function while incorporating the redesigned curriculum and First People’s principles of learning as well
as create a meaningful impact on students' and teacher's working and learning experiences.
The research will consist of an action research approach during the design process, which is a
collaborative approach of the members of the inquiry team. It will involve students who will be
representative of the intended program participants. It will also use parts of a Case Study and is
foreseen to last eight to ten months. The foreseen questions will refer to the following: Can an Action
Research Team approach be used to design an environmental and community themed educational
program for youth within a public school system that is constrained by a diminishing budget and
traditional educational perspectives? Can the program design be aligned with the framework and
principles of the redesigned BC Curriculum and with incorporation of First People’s Principles of
Learning? Can the program design be developed to be capable of voluntary replication and
implementation by other provincial schools? Can the design for the intended program be developed to
integrate aspects that are mindful of students’ overall social and emotional wellbeing while fostering
their senses of agency and choice about the directions they can take in the program? What factors of
the program design should be incorporated to create a sense of community among the student
participants? What factors of program design should be considered to foster opportunities for
participating teachers to teach within their areas of passion within an interdisciplinary program
structure while also promoting the social and emotional wellbeing of the involved teachers?
In addition to submitting my final report to Royal Roads University in partial fulfillment for a Master of
Arts in Education and Communications degree, I will also be sharing my research findings with Lord Byng
Secondary and the Vancouver School Board.
Information will be recorded or taped (it can by typed out based on your explicit need)
At no time will any comment be attributed to you unless your specific agreement to attribute that
comment has been obtained beforehand.
All documentation will be kept strictly confidential. The document will be published and made available
at Royal Roads University after the thesis defence is complete.
As we will be co-collaborating on the Inquiry Team, there should be no perceived conflict of interest. If
anything does occur, we can abide by the BCTF Professional Code of Ethics.
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You are not compelled to participate in this research project. If you do choose to participate, you are
free to withdraw at any time without prejudice. Similarly, if you choose not to participate in this
research project, this information will also be maintained in confidence. If you would like to be notified
about the research results after they have been published, please note down on the next page.
By signing this letter, you give free and informed consent to participate in this project.
Name: (Please Print): __________________________________________________
Signed:_____________________________________ Date: ____________________________
Principal Investigator: ___________________________________________________________
Signed:_____________________________________ Date: ____________________________
P Please notify me when the research results are published. My email is: ________________________

Action Research Team Confidentiality Agreement
Project title - Design of an Effective Environmental and Community Themed Youth Educational Program
I,
, the colleague participating in the inquiry of the design and
implementation of the Environmental and Community Youth Stewardship Program, is acting as a co-researcher in
the action-based research for the program:
I agree to 1.

keep all the research information shared with me confidential by not discussing or sharing the research
information in any form or format (e.g., disks, tapes, transcripts) with anyone other than the Principal
Investigator (Shelby Calman).

2.

keep all research information in any form or format (e.g., disks, tapes, transcripts) secure while it is in my
possession.

3.

return all research information in any form or format (e.g., disks, tapes, transcripts) to the Principal
Investigator when I have completed the research tasks.

4.

after consulting with the Principal Investigator, erase or destroy all research information in any form or
format regarding this research project that is not returnable to the Principal Investigator (e.g., information
stored on computer hard drive.

(Print Name)

Principal Investigator

(Print)

(Signature)

(Date)
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Appendix B. Preamble

Thank you for agreeing to participate in this focus group discussion. I believe many
of you know that BC is starting the new curriculum. The core competencies in the
new program are meant to help develop students’ skills and attitudes in the areas of
leadership and active citizenship and to support students in becoming effective
contributors to their communities and society. In my research I am looking at the
leadership aspects of character development. I need your opinions and ideas about
leadership and active citizenship based on your experiences at Lord Byng and in the
larger Vancouver community. What does being a leader mean to you and what can
teachers do to foster a culture of leadership at Lord Byng?
This focus group is a way for you to act as collaborators in developing
programming for leadership opportunities in every grade, subject, and school activity.
It is just one step in a process in which we want your feedback and ideas so that we
can develop programs to support leadership skills for students at Byng. Your group
has been invited to participate in this focus group because you are student leaders at
Byng and you are going out into the workforce or to further education in a few short
years. This is an opportunity for you to leave a lasting legacy at Byng for future
students so that they have a full range of opportunities to develop their overall
leadership skills from the beginning of their time at Byng.
You have been given Consent Forms in which you will have agreed to
participate in this group discussion. You should have signed and returned them, along
with a Form also signed by your parent or Guardian. Please note that I will be
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recording this conversation so that I can go back over our discussion and review your
comments. I will also make some notes as we go along. In my report you will not be
identified by name nor will any information about your participation in this group or
the entire record of the conversation, be made public. After the end of the group I
would ask you to agree not to discuss comments made by other members with people
who have not attended this session. It is our intent that you will be completely free to
state your ideas and views in this session. Your decision to participate and any
contributions that you make to the conversation will have no effect on your school
assessment or other school decisions. After I have reviewed my notes and the
recording of the conversation I will prepare a summary that I will send to you so that
you can make any additional comments, or make changes or corrections to my
summary. I’d ask that you return your comments and the summary to me in a sealed
envelope delivered to my box in the School Office.

The following topics are intended to be Conversation Starters for our
focus group.
1. When you hear or read about leadership, what does that term mean for you?
What do you think leaders do when they are acting in leadership roles or situations?
2. Do you see yourself offering leadership and support in this class/club?
What learning opportunities would be useful to you to help develop these skills in the
future?

139
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3. When you are involved in a group or class discussion or collaboration how
could you exercise leadership to contribute to making the group thinking more in
depth and creative??
4. When you think about situations where you feel you have taken on a
leadership role in a class or club, what do you consider to have been the areas of
strength that showed your potential as a leader?
5. In what sort of school or community activities or organizations do you feel
you have had the greatest opportunities to demonstrate leadership?
6. Specifically, what can Central High do to foster more leadership skills and
opportunities at all grade levels and classes in different subject areas and not just in
senior electives and clubs?

140

GIVING STUDENTS VOICES

141

Appendix C. Student and Parent Informed Consent Letters
Letter of Informed Consent for Students Participating in the Leadership Focus Group and Survey
as part of the Student Leadership Development Research Project at Central High Secondary
School.
Dear Central High Student,
I would like to invite you to be part of a research project that I am doing at Central High. This project is
part of the requirements for a Master’s Degree in Environmental Education and Communications, at
Royal Roads University. My name is Ms. Shelby Calman. The study is about designing an environmental
and community themed stewardship active leadership program for Central High Secondary for students
like you. This research study is a way to learn more about the topic. Getting student input for the design
and operation of the potential program is very important. One approach to collecting your views and
opinions is to set up a focus group discussion to explore your ideas about the potential leadership
program. If you decide that you want to be part of this study, you will be asked to participate in a focus
group and then complete a follow up online survey during a club/class time (or an agreed upon lunch
time).
There are some things about this study you should know. First, in the focus group I will ask the group to
discuss some questions about what you think should happen at the school to support the development of
leadership skills. I will record your answers via a video or audio recording device. Everything said during
the discussion will be kept private. No teacher will have any record of our conversation or of comments
made by any student. Your views and ideas about current and future leadership opportunities at Central
High will be important contributions to future planning and development at the school and to the
experiences of future students.
There are some possible personal benefits to being part of a research study. In this research you will have
a chance to give your opinions about the importance of creating more leadership opportunities for
students at Central beyond the classes or clubs that you are a part of as senior students. You will also hear
the ideas of fellow students as well. As senior leaders at the school, the information you provide may be a
legacy for future programs and opportunities at Central. The research will give you the opportunity to let
adults know what you want to learn and how you would like to learn. It will also give a chance for other
schools in BC to be able to create similar leadership programs, so you could be a pioneer in helping create
something new in BC schools.
On completion of the study I and the teachers that are involved in creating the active leadership program
will write a report about what was learned for all the teachers and administration at the school. The
information will also be included in my thesis at Royal Roads University. The final report and my
completed thesis will not include your name, or any identifying information, or indicate that you were a
participant in the study.
You do not have to participate this study. If you do not want to participate there will be no penalty nor
will that decision affect your grades or other school activities. If you decide to leave the study at any
time after it begins, that’s okay too. You can choose to let us use any data you have contributed to that
point or ask that it be removed from the record. If you are under 18, your parents will have to sign a
separate Consent Form agreeing to your participation in the study. If you want to find out about the
research results after they have been published, please indicate that below.
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If you have any questions about the study you may contact me via email at xxxxxx@vsb.bc.ca or my
Research Supervisor, Dr. Milton McClaren at xxxxxx@sfu.ca
My enrolment in the MA in Environmental Education and Communication program at Royal Roads
University may also be authenticated by contacting Dr. Hilary Leighton: xxxxxx@RoyalRoads.ca
If you decide you want to participate in this study, please sign your name.

YES [

] I, want to participate in this research study.

___________________________________
(Print your name here)

_______________________________
(Date)

Signature: _____________________________________
Signature of the Researcher:
Signed: _____________________________________ Date: ____________________________
Please notify me when the research results are published. My email is:
______________________________________________________________
Please sign two copies of this Consent. Retain one copy for your Records and Return the second copy to
me.
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Letter of Informed Consent for Parents/Guardians of Students Participating in the Leadership Focus
Group and Survey as part of the Student Leadership Development Research Project at Central High.
Dear Parent/Guardian,
Your child, who is a student currently enrolled at Central High, is invited to participate in a Research
Study conducted by me, Shelby Calman. I am currently a member of the teaching staff at Central High.
The purpose of the research is to design a Leadership program for Central High students. I will work with
some of my colleagues in order to demonstrate how new educational designs focused leadership and
citizenship development can effectively be aligned with the requirements of the new BC curriculum
while also having positive and meaningful impacts on students' and teachers’ working and learning
experiences.
Your child was selected as a possible participant in this study because of his/her senior leadership role in
the school and because they have expressed interest in participating in a focus group discussion and
individual survey designed to give Central High students opportunities to give their opinions and offer
ideas about how leadership should be fostered at the school.
If you decide to allow your child to participate, s/he will participate in a focus group and then a follow up
online survey. I will record the focus group via video or audio recording device. The discussion will
remain confidential and the identities of participants will be protected. I will use the research
information to discover what students find to be important about current and future leadership
opportunities at Central. I believe that their opinions will provide important information to help the
teaching staff and administration consider the development and implementation of programs and
opportunities for students to gain and develop leadership skills.
There are no known risks to participating in this research. As potential benefits to being part of this
research study student participants will get chances to give their opinions and offer ideas about the
importance of creating leadership opportunities for students at Byng beyond the classes or clubs in
which they are currently involved. The study will also provide students with a chance to express their
views about their preferred educational experiences and will give other schools in BC information that
may help them in creating similar leadership programs. In a sense the students will be pioneers in
helping create new program opportunities in BC schools.
My thesis research project is part of the requirement for a Masters of Arts in Environmental Education
and Communications at Royal Roads University. My enrolment as a student can be confirmed by
emailing Dr. Richard Kool, Associate Professor at RRU: xxxxxxl@royalroads.ca or Dr. Hilary Leighton
xxxxxx@RoyalRoads.ca or by contacting my thesis supervisor, Dr. Milton McClaren (xxxxxx@sfu.ca).
Any information that is obtained in connection with this study and that can be identified with your child
will remain confidential. Participant identities will be kept confidential by not attaching any identifiable
information such as real names or specific location of the school in any reports about the research or in
the final thesis. The survey phase of the research will not require students to use their own names.
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After the thesis defense is complete the final thesis will be published and made available at the Royal
Roads University Library.
Your child’s participation is voluntary. Your decision whether or not to allow our child to participate will
not affect your or your child’s course grades or relationship with the teachers or administration at
Central High. If you decide to allow your child to participate, you and/or your child are free to withdraw
your consent and discontinue participation at any time without penalty. If your child needs to withdraw
for unforeseen circumstances, s/he is able to still contribute any data collected so far if they desire.
If you have any questions about the study, please feel free to contact me at xxxxxx@vsb.bc.ca. You can
also phone the school (604-713-8171) to contact me.
Your signature below indicates that you have read and understand the information provided above, that
you willingly agree to allow your child to participate, and that you and/or your child may withdraw your
consent at any time and discontinue participation without penalty.
Name: (Please Print): __________________________________________________
Child’s Name: ________________________________________________________
Parent Signature: _____________________________________________________________
Date: _______________________________________________________________
Principal Investigator : ___________________________________________________________
(Please Print)
Signed: _____________________________________ Date: ____________________________
P Please notify me when the research results are published. My email is: ________________________
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Appendix D. Example Code Book developed from of Focus Group Analysis (Themes chosen
from second round of data analysis)
Code
Name
Servant
Leadership

Facilitator

Innovative/I
nnovation

Description of
Code
A person who
learns how to
take a step back
and become a
participant in a
project to let
others learn
how to take on
leadership roles;
almost like a
puppet master
A person who
can work as a
team player and
can collaborate
with others

Demonstrating
innovative
qualities but
also giving
advice for
innovative
organization of

# of
Quotes
7

21

32

Quotation Examples
Sally: I think that the importance of being a good
follower is not nearly as emphasized as being a
leader.
Bob: in a lot of situations the most powerful
personality will take the natural role of the
leader. And it's maybe possible to assign someone
that way everyone has a chance to develop those
qualities because not everybody has personal
experiences that allow them to develop leadership
qualities.
-Tom: I think leadership requires you to be able
to gather different people who have different
interests and have them--have a similar goal and
you work on that goal together. And also, you're
in charge of your team members, how they act
and also encouraging each other. And I think
leadership's a great way to just get people to
work together in general.
-Sally: I think if you're--if the goal is in-depth
thinking and creativity, I think that every person
is capable of that. So I feel like the best way to
encourage that would just be lead by example.
…. So I think that if you just personally, if
someone was in charge, the leader, if they just
started contributing their own creative thoughts
and ideas, the other people would sort of follow
suit because they kind of bounce off each other
and be inspired or just, you know...lead by
example I guess.
-Tom: you could make them go on field trips, or
draw, do videos, do films. Just different ways
[because] everyone has different intelligences
and I think it's real good that we can make use of
each of these intelligences.
-Samantha: So I've noticed especially with girls,
they don't tend to participate a lot in class
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Mentor

the structure of
the design,
these inputs
include
numerous
recommendatio
ns for real
world
transferable
skills
development
and placed
based learning
in the real world
Someone is
15
responsible for
others as well as
projects,
someone who
can motivate
others to work
together
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discussions so sometimes my friends have really
good ideas (technical sound issue cut out)--way
you think, but people still can get always very
(inaudible). So I think this is something we need
to address. I think we can change this by
promoting self-confidence by inviting speakers to
come over and do speeches like this. Yeah.

-Joe: Well I think a leader is someone who can
kind of inspire a group of people and act as a role
model for them. .. . So, kind of the same think I
think they really have to act as a role model and
be able to get other people motivated to help them
out. And obviously the--to a certain extent--they
have to kind of be responsible for people but also
listen to everyone's opinions, which is a difficult
balance to strike.
-3.3: Yeah, and there are times when you are not
expecting to be a leader, but you are a leader
because nobody else apparently knows as much
as you do about a subject. I think when times like
this happens, you become a leader really fast
because your situation demands that you
suddenly become responsible for.
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Appendix F. Comparison of Core Competencies, Current Research and Student Feedback
Findings on Attributes to Create Active Citizens in Schools
Core Competencies on
Creating Active Citizens

Current Research on
Creating Active Citizens

Critical Thinking Skills
(Government of British
Columbia, 2017d):
1. Analyze and critique:
-I can analyze my own
assumptions and beliefs and
consider views that do not
fit with them.

Approaches to the
Development of Character
(2017)
There are also actions that
adolescents can reflect on
experiences such as
“describing what one
observes, evaluating and
making judgments about
one’s own and others’
behaviour, making
connections both with other
people and among ideas and
experiences, envisioning the
future, and integrating
experiences into one’s sense
of self” (p. 34-35).

2. Question and Investigate
-I can evaluate the
credibility of sources of
information.
-I can tell the difference
between facts and
interpretations, opinions, or
judgments.

Statement of Education
Policy Order ([oic_128089],
D88).
-Continued progress toward
our social and economic goals
as a province depends upon
well-educated people who
have the ability to think
clearly and critically, and to
adapt to change.
-Thoughtful, able to learn and
to think critically, and who
can communicate
information from a broad
knowledge base;
- Capable of making
independent decisions

Student Feedback
regarding
Leadership: Creating
Active Citizens
-Is able to work
through challenges and
find solutions without
the help of a
supervisor, instead
uses their peers for
support.
- Understands how to
work with others and
knows when to step
aside and give
opportunities for
others to gain
leadership experience
and skills
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Personal Awareness and
Responsibility
(Government of British
Columbia, 2017):
1. Self Determination:
I can show a sense of
accomplishment and joy.
I can celebrate my efforts
and accomplishments.
I can advocate for myself
and my ideas.
I can imagine and work
toward change in myself and
the world.
I take the initiative to inform
myself about controversial
issues.
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Statement of Education
Policy Order ([oic_128089],
D88).
-productive, who gain
satisfaction through
achievement and who strive
for physical well being;

Approaches to the
Development of Character
(2017)
-Intrinsic Motivation—
“Children can be partners in
the journey of their own
character development,”
Berkowitz commented, and
he said he does not favour
behaviour-modification
2. Self-Regulation
strategies for fostering
I can sometimes recognize
certain behaviours. “We want
emotions.
kids to internalize values and
I can use strategies that help virtues,” he suggested, and
me manage my feelings and that is best done using
emotions. I can persevere
strategies that engage
with challenging tasks.
students’ own motivations.
I can implement, monitor,
One effective practice is to
and adjust a plan and assess focus on students’ selfthe results. I can take
growth, guiding them in
ownership of my goals,
setting goals, offering focused
learning, and behaviour.
training, and allowing them
opportunities to review their
3. Well-being
actions and behaviour and
I can participate in activities initiate changes, he said.
that support my well-being, Opportunities to serve others
and tell/show how they help also give students the chance
me.
to engage in morally positive
I can take some
actions and reflect on what
responsibility for my
they learn. (p. 29)
physical and emotional well- -Modeling—The adults and
being.
older students in exemplary
I can make choices that
character education settings
benefit my well-being and
model core values or virtues
keep me safe in my
and social and emotional
competencies, Berkowitz

- Has opportunities to
practice skills needed
to become a
responsible citizen:
someone who can be
an effective member of
society
-Is able to get others to
brainstorm new ideas
and collaborate
-Is able to work
through challenges and
find solutions without
the help of a
supervisor, instead
uses their peers for
support.
-Understands how to
work with others and
knows when to step
aside and give
opportunities for
others to gain
leadership experience
and skills
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community, including my
online interactions.
I can use strategies to find
peace in stressful times.
I can sustain a healthy and
balanced lifestyle.

noted, and this has a
powerful influence on young
people. “What you do has
more impact than what you
say,” he added. (p. 29)

Creative Thinking
(Government of British
Columbia, 2017)
1. Novelty and value
I generate new ideas as I
pursue my interests.
I get ideas that are new to
my peers.

Statement of Education
Policy Order ([oic_128089],
D88).
-creative, flexible, selfmotivated and who have a
positive self image;

- Is able to get others to
brainstorm new ideas
and collaborate

Statement of Education
Policy Order ([oic_128089]
D88).
-cooperative, principled and
respectful of others
regardless of differences;
-aware of the rights and
prepared to exercise the
responsibilities of an
individual within the family,
the community, Canada, and
the world.

- Has opportunities to
practice skills needed
to become a
responsible citizen:
someone who can be
an effective member of
society
- Understands how to
work with others and
knows when to step
aside and give
opportunities for
others to gain
leadership experience
and skills

2. Generating ideas
I have interest and passions
that I pursue over time.
3. Developing ideas
I can persevere over years if
necessary to develop my
ideas.
I expect ambiguity, failure,
and setbacks, and use them
to advance my thinking.
Positive Personal and
Cultural Identity
(Government of British
Columbia, 2017)
1) Relationships and
cultural contexts:
I can describe my family and
community.
I am able to identify the
different groups that I
belong to.
I understand that my
identity is made up of many
interconnected aspects
(such as life experiences,
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family history, heritage, peer
groups).
I understand that learning
is continuous and my
concept of self and identity
will continue to evolve.
2. Personal Values and
choices
I can tell what is important
to me. I can explain what my
values are and how they
affect choices I make.
I can tell how some
important aspects of my life
have influenced my values.
I understand how my values
shape my choices.
3. Personal strengths and
abilities:
I can identify my individual
characteristics.
I can describe/express my
attributes, characteristics,
and skills.
I can reflect on my strengths
and identify my potential as
a leader in my community.
I understand I will continue
to develop new abilities and
strengths to help me meet
new challenges.
Social Responsibility
(Government of British
Columbia, 2017)
1. Contributing to the
community and caring for
the environment
With some support, I can be
part of a group. I can
participate in classroom and

Approaches to the
Development of Character
(2017)
-Opportunities to serve
others also give students the
chance to engage in morally
positive actions and reflect
on what they learn. (p. 29)
- Relationships—Healthy
relationships within and

-Has opportunities to
practice skills needed
for future careers
- Has opportunities to
practice skills needed
to become a
responsible citizen:
someone who can be
an effective member of
society
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group activities to improve
the classroom, school,
community, or natural
world.
I contribute to group
activities that make my
classroom, school,
community, or natural
world a better place.
I can identify how my
actions and the actions of
others affect my community
and the natural
environment and can work
to make positive change.
I can analyze complex social
or environmental issues
2. Solving problems in
peaceful ways
I can solve some problems
myself and can identify
when to ask for help.
I can identify problems and
compare potential problemsolving strategies.
I can clarify problems,
consider alternatives, and
evaluate strategies.
I can clarify problems or
issues, generate multiple
strategies, weigh
consequences, compromise
to meet the needs of others,
and evaluate actions.
3. Valuing diversity
With some direction, I can
demonstrate respectful and
inclusive behaviour.
I can explain when
something is unfair.
I can advocate for others.
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beyond the school are also
characteristic of settings
where character education is
effective, Berkowitz said.
Positive relationships
flourish when they are
“strategically promoted,” he
added. In the classroom, this
means teachers use
interactive pedagogical
strategies such as
cooperative learning, for
example, and teach inter
personal skills. School
settings in which
relationships among all staff
members, families, and
community members are
respectful and engaged foster
character learning. (p. 29)

- Is able to get others to
brainstorm new ideas
and collaborate
- Is able to work
through challenges and
find solutions without
the help of a
supervisor, instead
uses their peers for
support.
- Understands how to
work with others and
knows when to step
aside and give
opportunities for
others to gain
leadership experience
and skills
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I take action to support
diversity and defend human
rights, and can identify how
diversity is beneficial for my
community, including
online.
4. Building relationships
With some support, I can be
part of a group. I am kind to
others, can work or play cooperatively, and can build
relationships with people of
my choosing. I can identify
when others need support
and provide it.
I am aware of how others
may feel and take steps to
help them feel included.
I build and sustain positive
relationships with diverse
people, including people
from different generations.
Communication
(Government of British
Columbia, 2017)
1. Collaborate to plan, carry
out, and review
constructions and activities
I can work with others to
achieve a common goal; I do
my share.
I can take on roles and
responsibilities in a group.

- Is able to get others to
brainstorm new ideas
and collaborate
- Is able to work
through challenges and
find solutions without
the help of a
supervisor, instead
uses their peers for
support.
- Understands how to
work with others and
knows when to step
aside and give
opportunities for
others to gain
leadership experience
and skills

GIVING STUDENTS VOICES

161

Appendix G. A sample timetable of a Grade 10 student showing the possible incorporation
of a weekly Student Inquiry Day

2020/21 Sample Timetable and Bell Schedule for a Grade 10 Student in the
Leadership Program

The timetable is an alternating Day 1 / Day 2 schedule with periods 1, 2, 3, 4 each
day. Each
Wednesday afternoon is Inquiry Day.
Quarterly Rotation Schedule:
Rotation 1: Periods 1,2,3,4
Rotation 2: Periods 2,1,4,3
Rotation 3: Periods 2,1,4,3
Rotation 4: Periods 2,1,4,3

Inquiry Day
Schedule
Periods

Times

WARNING

8:35

Period 1/3

8:40 –

Wednesdays (Day 1 or Day 2)

BELL

*Alternating
AM and PM periods
depending on
quarterly rotation

9:57

Rotation 1:
Rotation 2:
English 10
Leadership
(Day 1)
10 (Day 1)
PE 10 (Day 2)
Science 10
(Day 2)
Rotation 3
Rotation 4:
English 10
Leadership 10
(Day 1)
(Day 1)
PE 10 (Day 2)
Science 10
(Day 2)
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9:57

– 10:12
Period 2/4
*Rotation of

10:12
– 11:35

AM and PM periods
depending on
quarterly rotation
LUNCH

Rotation 1
Rotation 2
Spanish 10
Socials 10
(Day 1)
(Day 1)
Math 10 (Day
Drama 10
2)
(Day 2)
Rotation 3
Rotation 4
Spanish 10
Socials 10
(Day 1)
(Day 1)
Drama 10
Math 10 (Day
2)
(Day 2)

11:35
– 12:20

Student
Inquiry Time

12:20
– 3:03

Homeroom Period (20 minutes)
(For Grade 12s Graduation Capstone
Homeroom)
Inquiry Work

