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Abstract 

In the spring of 2020, the COVID-19 pandemic resulted in sudden school closures worldwide, 

including the critical learning years from early kindergarten to grade twelve (K-12). Teachers, 

students, parents, administrators, and staff were thrust into learning at a distance. This qualitative 

case study focussed on a specific islands district in British Columbia, Canada, where the school 

community's personal experiences during the pandemic were examined. An Appreciative Inquiry 

approach was used to investigate the voices of everyone in the school community in this unique 

District with the hope of positively impacting future district decisions. Data was collected 

through an online survey, interviews, and a mini focus group. Thematic analysis resulted in the 

identification of three central themes: (1) reciprocal learning, (2) the adoption of technology, and 

(3) re-imagining the curriculum. The results of this study include recommendations, strategies, 

and actions for decision-makers to consider for the future of education delivery in K-12 districts 

worldwide.   

 

KEYWORDS: remote learning, K-12, COVID-19 pivot, tech-enhanced practices, 

designing learning environments 
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Foreword: Positionality  

Before the background of this study is presented in chapter one, it might be helpful for 

the reader to understand the researcher's positionality. Therefore, this section has been provided 

to contextualize the author's role and lens for this research.  

The researcher is an educator with over a decade of teaching experience in higher 

education and is currently a teaching and learning with technologies strategist at a post-

secondary institution in British Columbia (BC). In this role, the researcher partners with faculty 

in using technology to support pedagogy. In addition, the researcher is passionate about 

instructional design and the intersection of learning and technology.  

The researcher does not currently, nor has ever, taught in a Kindergarten to Grade Twelve 

(K-12) context and has no association with the School District examined in this study. 

Investigating experiences in this District was of interest to the researcher as the students who 

continue to post-secondary arrive from a K-12 context. What they learned throughout that time 

shapes them. In addition, the researcher deeply believes that humans learn lifelong and that 

scaffolded experiences for students in K-12 can allow them to meet their fullest potential as 

citizens in society.  

The researcher lives in this District and has been fascinated by its unique configuration. 

Furthermore, the researcher was curious about how education in this region was delivered and 

the role technology played in supporting that delivery. However, not being connected to a K-12 

context or having a role in this District might have minimized any influence on the researcher's 

decisions.  

This study involved participants at a distance virtually "zooming in", using a web 

conferencing platform, as well as accessing an online research survey. Participants were from 
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various regions within the unceded territories of the Coast Salish people who were displaced 

under the forces of colonization.  With the emerging acknowledgement of Canada's colonial past, 

the researcher encourages educators and fellow researchers to reflect on the current curriculum 

and needed actions to address systemic inequities which were beyond the scope of this study.  

The researcher would like to emphasize the importance of other studies needed in these regions 

and across Canada in K-12 contexts to support the naturalization of an indigenized curriculum. 

Chapter One: Study Background 

This chapter provides the background of this study, contextualizes the problem, and 

introduces the reader to the research's scope and objective. Additionally, this chapter will provide 

the rationale for this research and present the questions that guided the investigations of this 

study.  

The sudden shift to remote learning worldwide due to the COVID-19 disruption left 

institutions and educators scrambling to support the continuation of education. Commonly 

named the “COVID-19 pivot” (Baker, 2020; Bates, 2020; Peterson et al., 2020), the sudden shift 

was not considered designed online learning, rather; considered learning at a distance through a 

phenomenological crisis (Avgerinou & Moros, 2020 as cited in Ferdig et al., 2020; Basilaia & 

Kvavadze, 2020; Barbour et al., 2020; Bozkurt et al., 2020). Bates (2020, slide 3) predicted a 

significant shift in education delivery and anticipated that 25% of Higher Education (HE) 

courses would continue in a blended learning delivery format post-COVID-19.  Bates' (2020) 

prediction was not situated in Kindergarten to Grade Twelve (K-12) contexts; nevertheless, 

many scholars had postulated how educational delivery modes might evolve in the future 

(Blomgren, 2017; Brown & Green, 2018; Davis, 2018; Heafner et al., 2019).  

In the Kindergarten to Grade Twelve (K-12) context, online learning was neither novel 
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nor futuristic. Winkelmans, Anderson, and Barbour (2010) provided a comprehensive history of 

K-12 online learning in the province of British Columbia (BC) and argued that online learning 

began in 1993 and noted that online programs had increased considerably. Moreover in 2008, the 

authors revealed, “there were nearly 49,000 school-age and adult students taking at least one 

distributed learning course from 50 public and 13 independent Distributed Learning (DL) 

schools. This represents about 7.5 percent of the entire student population” (p. 7). The growth of 

distributed learning in BC led the development of “Distributed Learning Standards” being 

created in June 2006, and resulted in DL Agreements signed between the BC Ministry of 

Education and Boards of Education offering DL programs for all students choosing to learn 

online (BC Ministry, 2010).  

Although online delivery was not, in fact, new, the potential effectiveness of the COVID-

19 pivot generated skepticism. Bozkurt et al. (2020) postulated, "there was a general acceptance 

that Universities would pivot to online, but a lot of parents, teachers, learners, and community 

members struggled to see how K-12 teaching could be done online" (p. 51). Involuntarily, K-12 

School Districts worldwide, and school communities, including students, parents, teachers, 

administrators, and staff members, were thrust into a new reality of remote delivery (Avgerinou 

& Moros, 2020 as cited in Ferdig et al., 2020; Basilaia & Kvavadze, 2020; Zhou et al., 2020). 

The research presented in this document focused on one, distinctively remote, K-12 School 

District in British Columbia, Canada. The Southern Gulf Islands School District number sixty-

four (SD64), as shown in Figure 1, is situated in the Pacific Northwest's Salish Sea, or Strait of 

Georgia, and is home to five distinctive island communities: Galiano, Mayne, Pender, Salt 

Spring, and Saturna. 

Figure 1 
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‘Southern Gulf Islands (British Columbia) in the Strait of Georgia' 

 

Note. From 'Southern Gulf Islands (British Columbia) in the Strait of Georgia', by Pfly, 2003. 

https://images.app.goo.gl/dsskzzsSpbWwiGD36. CC BY-SA 3.0 

As shown in Figure 2, the BC Ministry of Education (2021) lists the number of students 

enrolled in SD64 at 1,459 K-12 students.  

Figure 2 

‘School District 64 Demographic Enrolment Information’  



DISTRICT SIXTY-FOUR DURING THE COVID-19 PIVOT 18 

Note. From ‘School District Gulf Islands (64) Contextual Information’. 

https://studentsuccess.gov.bc.ca/school-district/064/report/contextual-information 

The configuration of the Gulf Islands schools and the unique character of each island 

community provide a diverse mixture of students and learning needs. Education in these distinct 

physical locations offers unique challenges. The configuration of SD64 is complex with some 

students taking water taxis or personal watercraft to access their face-to-face classrooms pre-

COVID-19. The SD64 website (2020a) provided information regarding the central Gulf Islands 

Secondary School (GISS) located on Salt Spring Island, which serves the local island students 

and students from Galiano, Mayne, Saturna, Pender, and the Crofton and Cowichan areas of 

Vancouver Island. The COVID-19 pivot provided an opportunity for this uniquely configured 

District to experience non-traditional delivery modes and allowed the GISS students to remain 

on their home islands (SD64, 2020b). Moreover, remote delivery provided new experiences at all 

grade levels that can help to inform SD64 how to "improve student success" and "to identify 

areas to best sustain a high-quality education system that prioritizes access, relevance, equity and 

accountability…" (SD64, 2020b, para. 3). Additionally, the abrupt transition to remote delivery 

provided an opportunity to expand a pre-pandemic configuration review of SD64. At the October 

2018 public-school board meeting, committee members passed a motion to initiate "a 

community-based consultation process to review configurations that support the best educational 

outcomes for students in addition to maximizing cost-effective education delivery" (SD64, 

2020b, para 2). The consultation process was ongoing and the District’s school community 

members from all regions were invited to participate through various data gathering methods and 

public dialogues (SD64, 2020b). It had been nearly a quarter of a century since the Gulf Islands 

School District underwent any reconfiguration (SD64, 2020b para. 3), and arguably, there was a 
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need to modernize delivery modes and practices in general educational contexts. The BC 

Ministry of Education (2020) additionally challenged the District to consider not only reforming 

but redesigning for the needs of future learners:  

British Columbia's curriculum is being redesigned to respond to this demanding world 

our students are entering, to develop new models, we consulted with experts in the field. 

They suggested that to prepare students for the future; the curriculum must be learner-

centred and flexible and maintain a focus on literacy and numeracy while supporting 

deeper learning through concept-based and competency-driven approaches (para. 5) 

Though SD64 was considering the future configuration, the pandemic might have slightly shifted 

timelines and focus. The overarching question put to parents and teachers before moving to the 

COVID-19 response of remote delivery was: "What are the ways we could organize learning and 

district resources to best serve our students?" (SD64, 2020b, para.3).  

The COVID-19 pivot demanded rapid organization of learning and resources for remote 

delivery, offered both synchronously and asynchronously and supported by various emerging 

educational technologies in SD64. Several studies have examined the use of emerging 

technologies during the pandemic to scrutinize applicability to future practices (Baker, 2020; 

Basilaia & Kvavadze, 2020; Peterson et al., 2020) however, that is not the scope of this study. 

This research study examined the experiences of students, parents, teachers, administrators, and 

staff during the COVID-19 pivot with an aim to provide recommendations, strategies, and 

actions for SD64 to consider for the newly configured Gulf Islands K-12 district. 

Research Questions 

The overarching research question investigated in this study was: How might access to 

K-12 learning opportunities be reimagined in SD64 post-COVID-19 to deliver education across 
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its distinct physical locations? 

 Supporting research sub-questions included: (1) How might assessing the strengths of 

the delivery modes SD64 during COVID-19 impact future learning opportunities in SD64? and 

(2) What new technology-enhanced pedagogical practices and approaches emerged for SD64 

during the remote COVID-19 pivot that proved successful and could be continued? 

Definition of Key Terms 

This section aims to clarify and standardize the terminologies used in this paper.  

Blended Learning appears in hundreds of journal articles and nearly two hundred 

dissertations, according to Graham (2013), with a variety of definitions. Staker et al. (2011) 

defined blended learning as "any time a student learns at least in part at a supervised brick-and- 

mortar location away from home and at least in part through online delivery with some element 

of student control over time, place, path, and/or pace; often used synonymously with Hybrid 

Learning", which will define the term blended learning delivery within this paper. 

COVID-19 pivot has been noted as a worldwide phenomenon "within a week after the 

closure on March 15, 2020, most educational institutions had pivoted their education to 

emergency remote education; with a mixture of synchronous and asynchronous delivery modes 

(Bozkurt et al., 2020, p.34). Avgerinou and Moros (2020, as cited in Ferdig et al., 2020) 

described this pivot as "a swift move to an immediate virtual learning setting" (p. 584). For this 

study, the COVID-19 pivot is defined as the unplanned rapid shift to emergency online teaching 

and learning that occurred during the 2020 Coronavirus pandemic where educational systems, 

including SD64, were forced to deliver education remotely. 

Delivery Modes are the ways education is provided in physical and virtual spaces and is 

defined in this study as how education is delivered, including face-to-face (F2F) delivery, 
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blended learning delivery, and online delivery. All delivery modes listed within this definition 

may include both synchronous and asynchronous learning opportunities. Recent scholars have 

considered the benefit of utilizing common terminologies to describe delivery modes and 

practices such as, online learning, blended learning, hybrid learning, flexible learning, open 

learning, distributed learning, hyflex, and distance learning (Bates, 2015; Irvine, 2020). 

Emerging Educational Technologies do not have a standardized definition, and the 

saturation of definitions is the subject of considerable debate (Kurt, 2016; Lakhana, 2014). The 

Association for Educational Communications and Technology (1977) defined educational 

technology nearly half a century ago as "the study and ethical practice of facilitating learning and 

improving performance by creating, using and managing appropriate technological processes and 

resources". The term emerging educational technologies within this study means innovations, 

tools, platforms, applications (apps), and device-mediated experiences such as conferencing 

tools, text, and email. 

Remote Learning is a term closely related to the COVID-19 pivot. As used within this 

framework, remote learning is "the experience of pivoting online due to Covid-19" (Bozkurt et 

al., 2020, p.34). 

School Community within this study refers to the various individuals that are working, 

teaching, learning, or supporting learning in SD#64, specifically in one of the following roles: 

(1) teacher, (2), student, (3), parent, (4) administrator, (5) staff. The use of school community in 

describing these various individuals has been intentionally used to be inclusive and not offend 

those connected to SD64. The use of school communities and school community members in this 

study when referring to other districts in the province and worldwide maintains this meaning, 

specifically, the various individuals working, teaching, learning, or supporting education in 
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School Districts other than SD64. The term stakeholder has been intentionally omitted from use 

in this paper due to its colonial origins. The term stakeholder is arguably derogatory, offensive, 

and rooted in racist history (Archer, 2020, Joseph, 2017; Maloy, 2021; Pritchard, 2021). 

Therefore, in supporting quotations where the term stakeholder appeared in the original excerpt, 

it was excluded, or the passage was shortened, and this change was indicated using an ellipse. 

Technological Skills in this study refer to the abilities and proficiencies required by the 

school community to utilize the various technologies, software, platforms, and devices necessary 

to engage in tech-enhanced pedagogies. Technology skills are loosely defined in many studies. 

For example, Ames et al. (2020) found that a level of skill was required for teachers “to operate 

multiple tools simultaneously to cater for diverse learners” while at the same time  “potentially 

troubleshooting problems with technology” (p. 15); and scholars suggested that dedicated experts 

were needed to support districts, teachers, students, and parents with the integration of tech-

enhanced practices and tools (Bates, 2020; Peterson et al., 2020). Therefore, as technological 

skills are arguably exceptional to the skills traditionally required to support teaching and 

learning, this term has been defined explicitly.  

Examination and Critique of Terminologies: COVID-19 pivot and Online Learning 

This short section examines the characterizations of two critical terms, namely, the 

‘COVID-19 pivot’ and ‘online learning’.  

The term COVID-19 pivot has been commonly used in recent literature to describe the 

phenomenon of sudden school closures in spring 2020 and the resulting shift to remote learning 

(Baker, 2020; Bates, 2020; Peterson et al., 2020). Though the term COVID-19 pivot is widely 

used, it might not necessarily be appropriate. Schools did not ‘pivot’ as businesses strategically 

do when they change course; instead, schools were disrupted from long-established delivery 
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methods and instructional approaches. Nevertheless, as this term has become synonymous with 

education delivery in the pandemic era, the term COVID-19 pivot was intentionally used 

throughout this paper. Regardless, District leaders should consider re-framing their language and 

steer away from using the term ‘pivot’ when discussing remote learning in the future. Cockell & 

McArthur-Blair (2012) considered that “words create worlds”, and with this in mind, ‘pivot’ 

might not be the appropriate term. Terminologies, such as ‘shift’, ‘transition’, or ‘move’, might 

convey a more calculated effort.   

In alignment with the BC Ministry of Education’s Continuity of Learning Plan (March 

2020, as cited in SD64 2020e), SD64 provided resources and strategies for remote learning and 

demonstrated flexibility by offering the following: 

Supporting remote learning often begins with what we know best. Some families will not 

have access to the internet or have the technology at home to support learning. While 

telephones are older technology, they work well to connect and communicate with others 

remotely. Similarly, paper and pencil, a cellphone picture of a project emailed to a 

teacher, and texting are all familiar techniques we can use to maintain our teacher/learner 

relationships. The role of whatever technology we use is to support and extend student 

learning (SD64, 2020e)  

Post-pandemic SD64 might consider how best to define ‘online learning’ for their 

context. The BC Ministry of Education (2021) stopped short of defining ‘online learning’, 

nevertheless, provided definitions for ‘blended learning’ and ‘remote learning’ (para. 4) in the 

COVID‑19 Operational Guidelines for School Districts and Independent School Authorities 

(2021) which stated, “consideration must be given to providing different instructional approaches 

for different grade levels and contexts” (para 4), and SD64 leaders might consider the following 
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when determining what online learning looks like in this unique district; (1) will students be 

required to face a screen? or does listening constitute learning?, (2) what content and resources 

will support effective online learning for all students?, (3) what does the physicality of learning 

mean in an online environment? What is the assumption of the ability of students to remain still 

in front of their devices or screens for any length of time? (Jensen, 2005).   

Theoretical Framework 

Constructivism and two technology integration models, namely, Technology Acceptance 

Model (TAM), and Technology, Pedagogy, and Content Knowledge (TPACK); formed the 

theoretical framework of this study and are briefly discussed in the sections that follow. 

Origins of Constructivism 

Generally attributed to Piaget (1952), the inception of constructivism theory was 

debatably conceived earlier by Vygotsky, (as cited in Cole et al., 1978), and Dewey (1938); 

nevertheless, Piaget (1952) argued that people construct their understanding and knowledge of 

the world through experiencing things and reflecting on those events. Bruner (1977) recognized 

that individual experiences do build knowledge, but further emphasized the importance of 

sociocultural experiences in the acquisition of knowledge. 

Unfamiliar events, which do not fit with existing knowledge, are integrated into current 

knowledge. As a result, every new experience is a learning event (Piaget, 1952; Bruner, 1977; 

Vygotsky as cited in Cole et al., 1978). The sudden shift to remote delivery of education in SD64 

provided new learning experiences and reflective opportunities for individual members of the 

distinctive island school community. 

Evolution of Constructivism 

Subsequent scholarly work has drawn on Piaget's (1952) theory, and various iterations of 
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constructivism have emerged in K-12 contexts. Multiple scholars had asserted that students 

distinctively and collectively construct meaning and understanding (Brooks and Brooks, 1999; 

Carson, 2005; Woo and Reeves, 2007). Elliot (2000) considered constructivism as "an approach 

to learning that holds that people actively construct or make their knowledge and that reality is 

determined by the experiences of the learner" (p. 256). Duffy and Jonassen (1991) emphasized 

the importance of constructing learning in context, and Jonassen et al. (1999) labelled the 

constructivist learning environments as “technology-based environments in which students can 

do something meaningful and useful. The technologies afford students the tools to explore, 

experiment, construct, converse, and reflect on what they're doing so that they can learn from 

their experiences” (p. 194). Individual learners in K-12 contexts who experienced remote 

delivery had unique opportunities to create new realities through individual and collective 

experiences through this time, often using technologies to support their learning.  

Appropriateness of Constructivism for this Research 

Constructivism theory posits that our experiences and subsequent reflections create 

personal understanding and knowledge of the world. As such, constructivism was an appropriate 

component of the theoretical framework for this research as it focussed on individual experiences 

throughout the remote delivery of education in SD64 during the COVID-19 pivot. These 

experiences might have included different interactions with others, and interactions with digital 

learning tools and technologies.  

Technology Integration Models and Theoretical Framework Relationship 

The COVID-19 pivot demanded the reliance on emerging technologies for the 

continuance of teaching and learning, and everyone in SD64’s school community had uniquely 

constructed experiences using technologies to support the learning process. In this study, 
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technology integration models provided a context for understanding the constructed perceptions 

of technology-enhanced experiences in SD64 during the pivot. The use of technology integration 

models in the District by the school community before and during the pivot was not investigated 

in this study.  

Davis (1989) conceived the Technology Acceptance Model (TAM), which Weerasinghe 

and Hindagolla (2017) argued has been widely used as a theoretical framework in research and 

education to understand technology adoption. Koehler and Mishra's (2009) Technology, 

Pedagogy, and Content Knowledge (TPACK) is a framework that interfaces three critical 

elements to support the successful integration technology to support pedagogical approaches 

(Hill & Uribe-Florez, 2019; Niederhauser & Lindstrom, 2018; Ottenbreit-Leftwich & Kimmons, 

2020). TPACK and TAM provided a structure for examining experiences related to emerging 

technologies with the research questions, namely, the reimagination of access to learning 

opportunities post-COVID-19, the strengths of the delivery modes, and the new technology-

enhanced pedagogical practices and approaches that emerged and proved effective. Remarkably, 

there have been criticisms of both the TAM and TPACK integration models in education and 

research. Some of these critiques have been provided in the limitations section of this document.  

Within this chapter, the disruption to education that resulted from the COVID-19 pivot 

was established, and it is now necessary to explore the literature that emerged during this time. 

Therefore, in the following chapter, a synthesis of available literature concerning the COVID-19 

pivot is provided before proceeding into the details of this study. 

Chapter Two: Literature Review 

Overview: The Worldwide Shift to Remote Learning 

This chapter summarizes the literature relevant to this study and aims to connect 
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discoveries and gaps from the previous literature that might be applicable to this research.  

The COVID-19 pandemic resulted in an emergency shift to remote learning in K-12 

contexts worldwide (Avgerinou & Moros, 2020, as cited in Ferdig et al., 2020; Basilaia & 

Kvavadze, 2020; Bates, 2020; Mäkelä et al., 2020). The reality of this unprecedented situation 

was an interruption to the continuance of teaching and learning. In March 2020, SD64 (2020c) 

announced the suspension of in-class instruction, and in accordance with the School Act, vowed 

to "work with families to ensure students continue to receive an educational program during this 

ever-changing situation" (para. 4). Nair (2020) provided a comprehensive overview of the 

timeline that impacted K-12 schools in the province of British Columbia (BC) during the global 

pandemic. Some of the events that occurred during the spring of 2020 are recapped here to 

highlight the abruptness leading up to SD64’s transition to emergency remote learning: 

• January 28th, the first case of the novel coronavirus, is reported in BC 

• February 22nd, schools in the Fraser Health region warned of possible exposure 

• March 4th, international spring break school trips are cancelled 

• March 9th, Provincial Health Officer Dr. Bonnie Henry says the province has no 

immediate plan to close schools after the two-week break beginning on March 16 

• March 17th, K-12 schools in BC are suspended indefinitely. Education Minister 

Rob Fleming announces the closures could be long-lasting and states that officials 

are investigating new methods for online learning 

Barbour et al. (2020) offered specific details regarding the emergency school closures in BC K-

12 contexts, a portion of which is summarized as follows: 

• 633,805 K-12 students in BC were enrolled at the time of the pivot, and in comparison, 

the number of K-12 Distance Learning Students in BC at that time was ~65,000 
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• Remote teaching began March 27, 2020, with a return to school on June 1, 2020; 

resulting in a nine-week closure of K-12 schools in BC  

For comparison, Figure 3 depicts the length of school closures for each province or 

territory across Canada as recently reported (“Ontario Students Should Return”, 2021):   

Figure 3 

‘Time lost to provincewide school closures for each province or territory across Canada’ 

 

Note. From ‘Ontario COVID-19 Science Advisory Table’ as cited in “Ontario Students Should 

Return”, 2021. 

The closure of schools and the subsequent COVID-19 pivot was often deemed ‘online 

learning’; nevertheless, the terms ‘emergency remote learning’ and ‘online learning’ are arguably 

not interchangeable (Barbour et al., 2020; Bozkurt, 2020; Peterson et al., 2020). Hodges (2020) 

contended that online learning was not a new learning model and that decades of research and 

praxis had resulted in students benefiting from online learning, pre-pandemic, in abundance, 

globally. Moreover, Hodges (2020) provided the background for the emergence of the term 

‘emergency remote learning’ in the Foreword of the special report of the State of the Nation: K-
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12 E-Learning in Canada project report compiled by Barbour et al. (2020):  

In the spring of 2020, the term ‘emergency remote teaching’ began to emerge to describe 

what was occurring in education at all levels, despite the more commonly used term 

“online learning” dominating media descriptions of the instruction offered to students 

forced to remain at home” (p. 1) 

Supporting the continuance of education and the needs of teachers, parents, and students 

through emergency remote delivery was no easy task. Scholars had previously noted that online 

teaching in K-12 contexts required careful consideration and presented numerous challenges in 

establishing effective online delivery, even when planned; including the learning environment 

design, lack of pedagogical knowledge, readiness, skillset, socioeconomic factors, and equitable 

access (Bennett, 2017; Chen, 2015; Hew & Brush, 2017; Rogers, 2003; Veletsianos, 2016).  

This chapter reviews the emerging literature related to the COVID-19 pivot and remote 

learning in the K-12 context. It should be noted that there was little empirical data to draw on 

concerning K-12 remote learning during the pandemic at the time of conducting this study; 

therefore, some authors are more heavily cited than others, and the supporting literature includes 

some works depicting experiences in higher education. The inclusion of Higher Education (HE) 

literature in this study might raise concern from those situated in K-12 contexts; therefore it is 

appropriate to comment that both HE and K-12 contexts shared similarities in their respective 

responses to the abruptness of the shift and therefore it was deemed by the researcher valuable to 

examine both settings.  

Notably, there is additional literature on online and distance education and educational 

technologies in K-12 that could have informed this research (Downes, 2005; Ertmer, 1999; 

Morris & Stommel, 2018; Watters, 2014); nevertheless, the supporting literature cited in this 
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study attempted to include only the most appropriate works. The COVID-19 pivot provided an 

opportunity to examine a phenomenon which few have had the opportunity to open an academic 

dialogue about. The challenges presented by the sudden shift to remote learning by uninitiated 

educators, students, and parents in the context of a global health and financial crisis is something 

that have not yet been fully identified. Studies that occurred in this moment in history could have 

impacts that will provide invaluable information for the development of future technologies and 

educational delivery. 

Overcoming the lack of skills and knowledge needed during remote learning required 

information sharing and mutual support between teachers. Bozkurt et al. (2020) found that the 

impact of psychological stress during the pivot made building support communities that shared 

knowledge and materials vital. The practice of teachers sustaining education through knowledge 

and resource sharing during the pivot could be considered unstructured Communities of Practice 

(CoP): 

Communities of practice are formed by people who engage in a process of collective 

learning in a shared domain of human endeavor: a tribe learning to survive, a band of 

artists seeking new forms of expression, a group of engineers working on similar 

problems, a clique of pupils defining their identity in the school, a network of surgeons 

exploring novel techniques, a gathering of first-time managers helping each other cope. 

In a nutshell: Communities of practice are groups of people who share a concern or a 

passion for something they do and learn how to do it better as they interact regularly 

(Wenger, 2014, p. 1) 

These organically formed communities might now need support to sustain the growth of 

knowledge and resources, as many scholars had previously established the need to support CoP 
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after they have been created (Brown et al., 2020; Trust & Horrocks, 2017). Identifying the goals 

and outlining the activities, processes, and resources that will best support the community's goals 

might be a starting place for any leadership team to create and sustain these communities 

(Cambridge et al., 2005). Further, Whiteside et al. (2019) argued that to impact student learning 

positively, districts required a plan to support instructors in community-based learning with 

around the clock access to technology and pedagogical support; and suggested implementing 

micro-communities: 

a robust, socially-present, easy-to-implement, and budget-conscious solution…. micro-

communities serve as an ideal solution. The specialists within or across districts can come 

together and provide highly targeted and context-specific support collaboratively. Once 

connected, these teachers would need to meet frequently to establish common 

knowledge, identify common challenges and issues, and begin testing solutions which are 

very specific to the challenges and issues they face. Because the groups are highly 

specific (e.g., the reading coaches specializing in seventh-grade ESL strategies in rural 

moderately sized middle schools), the contexts and sense of community is already largely 

in place. The participants will quickly find common ground, common issues, and 

solutions and insight that had worked for similar challenges and in similar contexts to the 

ones they are facing (p. 261) 

Additional models of collective learning have been used in recent years to develop capacity and 

drive possible change in education, including, Communities of Practice (CoP), Learning 

Communities, and Professional Learning Communities (PLC) (Brill as cited in Orey, 2010; 

Dufour, 2004; Siemens, 2005; Trust & Horrocks, 2017). The definitions and the goals of these 

various models might appear similar; nevertheless, they are conceptually different. Blankenship 
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and Ruona (2007) conducted a review of international journals, books, and monographs to 

understand how the PLC and CoP models were connected; and found marked differences in that 

“the models within each concept vary in terms of membership, leadership, and knowledge 

sharing” (p. 7). Furthermore, Dufour (2004) contended that professional learning communities 

required "the school staff to focus on learning rather than teaching, work collaboratively on 

matters related to learning, and hold itself accountable for the kind of results that fuel continual 

improvement" (p. 11). Finally, Brill (as cited in Orey, 2010) postulated that: 

learning communities are dynamic in that members assume various roles at different 

times depending on the needs of the learner. For example, a student may be a learner, 

instructor, or coach at any given time during the learning episode. Having previously 

learned how to scan and place images on a project web page, a student may 

instruct and coach others (fellow students, parents, or friends) through this same process 

(p. 50)  

Recognizing the differences between these models and the value that each potentially offers 

might impact the implementation and sustainability of these frameworks in various contexts. 

Institutions worldwide will need to be strategic when planning for the delivery of modernized 

education and tech-supported pedagogical approaches that meet the needs of 21st-century 

learners (Bates, 2020; Graham, 2013; UNESCO, 2002). 

Designing the Learning Environment 

There are a number of considerations when designing effective K-12 learning 

environments that scholars have identified, including careful selection of pedagogical approaches 

to foster student engagement and motivation as well as to support diverse learners (Burden, 

2009; Brown & Green, 2018). Recent scholars had emphasized additional considerations for 
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designing and managing online and blended learning environments, including effective 

technology integration to support best practices and pedagogical approaches (Hew & Brush, 

2007; Kimmons, 2018; Selwyn & Facer, 2010; Veletsianos, 2016). The COVID-19 pandemic 

propelled SD64's predominantly face-to-face (F2F) learning environment to immediate remote 

delivery. Though the situation was novel, the District had some experience delivering education 

remotely since blended learning options already existed at both the elementary and high school 

levels. In 2014, SD64 (2020e) initiated a "blended/hybrid learning option with face-to-face 

programming" (para. 4). At the high school level, Gulf Islands Secondary School (GISS) offered 

a blended learning program called Shift where "students learn, at least in part, through online 

delivery of content and instruction" (SD64, 2020f, para. 8). Further to this description, the Shift 

program offers courses “in a variety of ways, but we emphasize the use of technology” (para 1). 

The number of students enrolled and teachers educating in these programs pre-pandemic and 

during the pivot was beyond the scope of this research and as such, was not identified d this 

study.  

The Implementation of Remote Learning 

This unexpected transition exposed a significant gap in teacher preparation and training, 

resulting in challenges implementing virtual learning in numerous cases (Butcher, 2020; Foulger 

et al., 2020; Hamilton et al., 2020; Trust & Whalen, 2020; Ute, 2020). The readiness of teachers 

to instruct online was not the only issue exposed during this pivot to emergency remote learning, 

and antithetically, there were uncovered opportunities. Worldwide, the COVID-19 pivot became 

an unplanned opportunity for scholars to examine online delivery in K-12 contexts and the 

associated affordances and constraints that occurred during the emergency shift to remote 

learning, including the use of emerging technologies and the readiness of School Districts and 
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school communities. The issues and opportunities investigated were plentiful and potentially 

provided lessons for future disruptions or planned transitions to untraditional delivery modes in 

K-12 contexts worldwide (Ames, 2020; Daley, 2020; Huang, 2020; Hamilton, 2020; Mäkelä, 

2020). Some identified opportunities and issues during the COVID-19 pivot were new, while 

others had existed long before the emergency shift to remote learning and were found to be 

similarly impactful worldwide (Bennett, 2016; Francom, 2020; Hew & Brush, 2007; Rogers, 

2003). 

Access to Learning Opportunities 

Years before the pandemic scholars emphasized issues of social injustice, inequity, and 

the digital divide related to online learning, (Chen, 2015; Cormier, 2017; Gemin & Pape, 2016; 

Selwyn & Facer, 2010; Veletsianos, 2016); nevertheless, these issues were exacerbated during 

the COVID-19 pivot (Bates, 2020; Butcher, 2020; Hamilton et al., 2020; Ute, 2020). Inequities 

surrounding access uncovered during this time were often due to the diversity of, and in some 

cases lack of, devices, equipment, and internet connections which created challenges and 

necessitated accommodations for a number of students (Butcher, 2020; Hamilton et al., 2020; 

Mäkelä et al., 2020). These issues are recognized in educational contexts worldwide. The United 

Nations Educational, Scientific, and Cultural Organization (UNESCO, 2002) contended that, 

although information and communication technologies ICTs) had provided increased access 

opportunities, that: 

the growing digital divide is actually leading to greater inequalities in development. This 

is giving rise to paradoxical situations where those who had the greatest need of them in 

disadvantaged groups, rural communities, illiterate populations or even entire countries 

do not have access to the tools which would enable them to become full- fledged 
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members of the knowledge society (p.4) 

These concerns are mirrored nationally, as demonstrated in the Council of Ministers of 

Education Canada's (CMEC, 2012) report to UNESCO, which concluded that "educators and 

educational authorities in all provinces and territories concentrate their efforts on providing 

equitable educational opportunities and success for all students, especially those whom research 

and experience had shown to need extra support” (p. 41). Provincially, the British Columbia 

Ministry of Education (2020) stated their "vision is to provide inclusive and responsive learning 

environments that recognize the value of diversity and provide equity of access, opportunity and 

outcome for all students including students with disabilities and diverse abilities" (para.1), falling 

in line with the national and global positions. Globally, nationally, and provincially these issues 

are recognized, and access to equitable, quality education is an issue that demands attention at all 

levels. 

Although access challenges had long existed and were amplified during the COVID-19 

pivot, some individual School Districts felt prepared. Peterson et al. (2020) highlighted a rural 

Minnesota K-12 School District that developed learning solutions for the most marginalized 

students and prioritized fair distance learning and supports for teachers and students, ensuring 

more equitable learning experiences. Similarly, Huang et al. (2020) provided a comprehensive 

handbook containing effective strategies used during the abrupt transition that could support 

"effective and inclusive education in case of emergencies, such as the COVID-19" (p. 1). The 

readiness of distinct K-12 School Districts worldwide for the transition was varied, as was the 

respective levels of success in these undertakings (Butcher, 2020; Hamilton et al., 2020; Huang 

et al., 2020; Peterson et al., 2020; Ute, 2020). Additionally, like School Districts and teachers' 

readiness, parents and students adjusted or struggled in the transition to remote learning 
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individually. 

In a lot of cases, parents were overburdened between regular daily tasks, work duties, and 

suddenly juggling a new critical role as the co-architect of a remote learning journey (Baker, 

2020; Hamilton et al., 2020; Schwartz, 2020). The added responsibility for parents could be 

demanding; Bozkurt et al. (2020) found that both parents and students experienced different 

levels of psychological pressure, trauma, and anxiety during the COVID-19 pivot. The 

experience of students was dependent on the readiness of districts, teachers, and parents and their 

skills, abilities, and motivations (Mailizar et al., 2020; Mäkelä et al., 2020; Schwartz et al., 2020; 

Trust & Whalen, 2020; Ute, 2020) making this a unique experience for every learner. 

Several scholars had considered the psychological demands related to digital learning 

before the pandemic and highlighted the need for caring and compassionate pedagogies 

(Crutcher as cited in Simonson et al., 2020; Velasquez, 2013; Veletsianos, 2016). The COVID-

19 pivot might have amplified the need for caring pedagogies, with Miller (2021) finding that 

educators often exercised genuine care by “(a) acting as warm demanders, (b) responding to 

students’ social-emotional needs, and (c) trying to bridge the digital divide” (p. 115). The 

continuing discourse concerning caring pedagogies could indicate that all students require more 

holistic supports for learning in digital spaces, whether engaged in online learning or emergency 

remote learning. Crichton and Kinsel (2021) conducted a study to inform the work of the BC 

Ministry of Education’s Quality Panel and found that stress and anxiety was amplified during the 

COVID-19 pivot and that: 

Teachers were placed in complex situations, both personally and professionally. They are 

the front line support for many students, and as teaching moved online and into homes, 

educators were required to provide emotional support, tech support, and education not 
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only to the students but the families as well. Issues of access to emotional supports, 

counselling, meals and the myriad of other forms of assistance that school provided were 

surfaced during the COVID-19 pandemic (p. 13) 

Additionally, the ability and readiness of School Districts, teachers, and parents to 

integrate technologies to support the continuance of teaching and learning further added a layer 

of exceptionality to these already unique experiences. The learning design of pre-pandemic 

online learning was utterly different from remote teaching and learning during the COVID-19 

pivot. Barbour et al. (2020) contented that remote learning was often described during this time 

as “online learning” but that there were apparent differences between both instructional methods. 

The authors further postulated that future emergency remote learning would require thoughtful 

preparation, infrastructure, policy reform, adequate resources, and strategic pedagogies to 

support the continuance of learning.   

Technology Integration 

Emerging technologies provided affordances during the transition to remote learning, and 

a variety of platforms and applications supported the continuance of teaching and learning, 

sustaining both synchronous and asynchronous experiences (Lowenthal et al., 2020; Peterson et 

al., 2020; Schwartz et al., 2020). The affordances emerging technologies provided were not, 

however, a solution in all situations.  Researchers had convincingly argued that these tools 

amplified socioeconomic, cultural, access, and equity issues with students and teachers who had 

varying levels of access to software, internet connections, devices, equipment, and technical 

supports, and who additionally possessed various skill levels and attitudes for using these 

technologies (Daley et al., 2020; Foulger et al., 2020; Hamilton et al., 2020; Mailizar et al., 2020; 

Mäkelä et al., 2020). However, these complex issues did not arise unexpectedly as several 
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studies had previously found issues surrounding the effective integration of educational 

technologies in K-12 contexts (Bakia et al., 2008; Bennett, 2016; Hew & Brush, 2007). The 

ongoing impact of integrating educational technologies is not extraordinary as trends in emerging 

technologies had been long predicted to revolutionize education in K-12 School Districts 

worldwide (Brown and Green, 2018; Dron, 2014; Ra et al., 2019; Schaffhauser, 2018). What was 

extraordinary was the immediate need to use these technologies that COVID-19 created (Ames 

et al., 2020; Blagg et al., 2020; Mäkelä et al., 2020; Zhou et al., 2020). 

Before the COVID-19 pivot, the integration of technology to support pedagogy in K-12 

contexts increased and so did the vendors soliciting teachers and administrators with promises of 

technological solutions. Molnar and Cavanagh (2014) contended that the growing demand for 

educational technologies in K-12 contexts resulted in the rapid growth of revenue for EdTech 

companies. In recent years, educational technologies have saturated the market with K-12 School 

Districts being the target of a growing list of vendors marketing various tools, platforms, and 

often over-hyped solutions (Cormier, 2017; Davis, 2018; Gemin & Pape, 2016; Morrison, 2019). 

The selection of products available for K-12 educators is vast.  Waldron (2018) observed that the 

number of software tools available was immeasurable as were the range of features they 

provided, from supporting online course design to the creation of online activities, assignments, 

and assessments. 

The rise in the uptake of emerging technologies occurring before the COVID-19 pivot 

resulted in a variety of studies on the topic of technology integration and the barriers that they 

can create (Brown et al., 2020; Carver and Todd, 2016; Davis, 2018; Molnar et al., 2020; 

Morrison et al., 2019). Hew and Brush (2007) recognized some of the current obstacles more 

than a decade ago, including the attitudes, beliefs, knowledge and skills of the end-user, and 
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argued that future research was vital to understanding and conquering these barriers. 

The willingness of teachers to adopt educational technologies to support the delivery of 

remote education during COVID-19 was often cited as a barrier (Ames et al., 2020; Daley et al., 

2020; Etchells et al., 2020). Rogers (2003) postulated that innovations could be perceived as 

risky, and the adoption of technology requires a diffusion process influenced by individuals who 

propagate amongst their circle. Rogers (2013) hypothesized that this process could take months 

or even years to transpire. The diffusion of innovation theory, attributed initially to Rogers 

(2003, 2013), places adopters on a scale from laggards who are skeptical of adopting innovation 

to the champions who embrace it (LaMorte, 2019). New labels have emerged of ‘technophiles’ 

and ‘technophobes’ and researchers had noted that the language and labels used can have 

psychological connotations that further incite teachers' fear of adopting these technologies 

(Cahyono et al., 2020; Lam, 2020). 

In response to this growth in the use of educational technologies and the complexity of 

adopting them, models and frameworks had emerged to support effective technology integration 

including, Kimmons, Graham, & West's (2020) Passive, Interactive, Creative, Replace, Amplify, 

and Transform (PICRAT) matrix, Koehler and Mishra's (2009) Technology, Pedagogy, and 

Content Knowledge (TPACK) model, Puentedura's (2003) Substitution, Augmentation, 

Modification, and Redefinition (SAMR) model, and Davis's (1989) Technology Acceptance 

Model (TAM).  

Student Engagement 

Bond (2020) labelled student engagement "the energy and effort that students employ 

within their learning community, observable via any number of behavioural, cognitive or 

affective indicators across a continuum" (p. 3), and researchers had recognized that maintaining 



DISTRICT SIXTY-FOUR DURING THE COVID-19 PIVOT 40 

communication and engagement in educational contexts was vital (Garrison et al., 2000; 

Muirhead, 2004; Veletsianos, 2016). Various scholars had further emphasized this importance in 

K-12 settings to optimize learning experiences (Burden, 2009; Curtis & Werth, 2015; Gray & 

DiLoreto; 2016). During the COVID-19 pivot, countless K-12 School Districts incorporated 

technologies to maintain communication and engagement, such as email and communication 

platforms and apps, like Slack and Remind (Ames et al., 2020; Basilaia & Kvavadze, 2020; 

Daley et al., 2020). Current research suggests that the most popular method of maintaining 

communication and engagement during this time were conferencing tools, previously reserved 

for administrative meetings and presentations (Bailey, 2020; Etchells et al., 2020; Lowenthal et 

al., 2020) 

Live synchronous sessions hosted in conferencing tools such as Zoom (2020) and 

Microsoft Teams (2020) were often the solution for sustaining communication and engagement 

and for facilitating student and teacher interactions (Bailey, 2020; Basilaia & Kvavadze, 2020; 

Daley et al., 2020; Lowenthal et al., 2020; Peterson et al., 2020). These live teacher-led sessions 

necessitated students to log on to a device at a scheduled time and remain online facing a screen 

for periods of time. In some cases, overuse of these platforms created barriers and inadvertent 

privileges for some students and generated concerns about student data and security (Ames et al., 

2020; Etchells et al., 2020; Lowenthal et al., 2020). Before the COVID-19 pivot, scholars were 

questioning the integrity of using such platforms with students and noted "gate crashing" 

practices such "Zoom-bombing" were compromising these virtual gatherings (Bailey, 2020, para. 

5; Goodyear, 2019). Preparing for virtual hijackers may not be in a typical teacher's job 

description, nevertheless planning lessons in these digital spaces required more advanced 

technical skills to prevent unauthorized interruptions which could be just as daunting as dealing 
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with a commandeered class (Butcher, 2020; Foulger et al., 2020; Trust & Whalen, 2020; Ute, 

2020; Vilson, 2020). In some situations, virtual lesson planning could have created an additional 

workload for teachers preparing for effective synchronous online teaching during the pivot 

(Bailey, 2020; Etchells et al., 2020; Mäkelä et al., 2020; Schwartz et al., 2020). In other 

situations, many teachers chose to simply broadcast instruction through conferencing platforms 

such as Zoom (Barbour et al., 2020; Bozkurt, 2020; Trust & Whalen, 2020). 

For parents, the use of synchronous conferencing tools might have added additional 

responsibilities as assistance was required for some students, especially in the lower grades, to 

navigate these platforms or to “remind them to sit in their seat, pay attention, or stay on task…" 

(Etchells et al., 2020, p.3). These challenges implementing and sustaining synchronous sessions 

to maintain communication and engagement had scholars questioning whether teaching online 

was appropriate for K-12 learners, as younger students struggled with self-regulation and 

maintaining attention (Bates, 2020; Dong et al., 2020; Etchells et al., 2020). Furthermore, 

regardless of grade, students might have been unwilling or unable to share webcams during these 

sessions. Ames et al. (2020) found that the students in older grades were often reluctant to appear 

on webcam, particularly those with mental health issues” (p. 10).   

Preparing for the Future 

The transition to remote learning during the pandemic will conceivably have a lasting 

impact on education, and in recent months, scholars have predicted the likelihood that the 

implementation of blended or hybrid learning would increase exponentially at institutions 

worldwide post COVID-19 (Bates, 2020; Hamilton et al., 2020; Mäkelä et al., 2020). If these 

educated forecasts are accurate, the affordances and constraints of online delivery experienced 

during the transition to remote learning will continue to impact K-12 districts worldwide. Staker 
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et al. (2020) argued that "online learning appears to be a classic disruptive innovation with the 

potential not just to improve the current model of education delivery, but to transform it" (p. 1). 

Education transformation driven by innovation has been studied in recent years, and in 2018 the 

Organisation for Economic Co-operation and Development (OECD) provided a conceptual 

framework for innovative pedagogies that could be developed, applied and scaled for various 

educational contexts (p. 4). Numerous predictions made about technologies driving change in 

education have yet to come to fruition (Dron, 2014; Ra et al., 2019; Schaffhauser, 2018); 

nevertheless, the COVID-19 pivot has been a catalyst for K-12 districts worldwide, and it has 

forced districts to deliver remote education ready or not. This pivot has highlighted the need for 

modernized approaches to learning environment design and the transformation of pedagogical 

practices to support effective delivery in digital spaces and provided the need to put these 

approaches into practice, potentially ramping up the timeline on these predictions.  

Additionally, the pandemic is arguably far from over and in SD64 for the immediate 

time, and potentially the future, could continue to impact the ability to deliver face-to-face 

classes. On August 24, 2021, Provincial Health Officer Dr. Bonnie Henry announced new return 

to school safety measures and requirement clarifications, including mandatory vaccines not 

required for school staff, individual District autonomy in deciding whether to implement learning 

cohorts, and the mandatory donning of masks by all K-12 staff and students in grades 4 to 12 

(BC Ministry of Education, 2021b; Zussman, 2021). Similar pandemic events and other 

impactful events such as earthquakes and wildfires also could disrupt face-to-face education in 

future, additionally warranting the need to prepare the learning environment for quick transitions 

to remote learning (Hodges, 2020).  

Uniquely configured K-12 School Districts, such as rural and remote communities, can 
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make it even more challenging to provide equitable access and learning experiences online, and 

these challenges were often amplified and exposed during the COVID-19 pivot (Bates, 2020; 

Daley et al., 2020; Hamilton et al., 2020). These amplified access issues did not go unnoticed in 

British Columbia. For example, the BC Ministry of Education (Apr, 2020) attempted to bridge 

this gap during the COVID-9 pivot by partnering with all 60 School Districts to identify 

potentially excluded learners and provided 23,000 loaner devices and computers during this time 

in an attempt to enable more equitable access (para 1). Through this identification process and 

loan program, it was found that up to 30% of BC learners had no access to any technology (BC 

Ministry of Education, 2020-b). During the COVID-19 pivot, the Ministry further “secured and 

funded enterprise licences with added security features for the application Zoom for all K-12 

public, independent and First Nations schools in the province. This allows consistent access for 

educators who choose to use it, giving them more ways to connect with students, parents and 

guardians” (BC Ministry of Education, 2020, para. 10). The collaboration between School 

Districts and the BC Ministry of Education might have been unprecedented as pre-pandemic 

School Districts were seemingly tasked with independently purchasing equipment, devices, 

software, and licenses they chose to utilize. 

Further, individual households supported personal learner technology needs, which 

arguably resulted in the 30% access gap identified.  Similar examinations of student technology 

access in comparable K-12 districts worldwide could inform modernized configurations of 

diverse educational communities, including SD64 (Blagg, 2020; Huang et al., 2020; Mäkelä et 

al., 2020). These confirmations of amplified access inequities might have highlighted the need 

for a more considerable discussion about whose responsibility it is to provide internet access to 

learners, especially vulnerable ones or those who live in rural and remote communities that may 
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lack connectivity.  

Research addressing the unique experiences in SD64 during the COVID-19 pivot 

provided opportunities for the school community to share and reflect on their individual and 

collective experiences and co-construct meaning to understand the community's needs better. 

The process for interpreting these experiences drew from the work of several leading scholars in 

the discipline (Brooks & Brooks, 1999; Bruner, 1977; Carson, 2005; Dewey, 1933; Piaget, 1952; 

Vygotsky as cited in Cole et al., 1978; Woo and Reeves, 2007). 

Weller (2020) considered the cyclic nature of educational technologies and their impact 

in educational contexts and postulated that although technology integration would affect all 

aspects of society, he stopped short of speculating what the future of educational technologies 

might bring. Although Weller's (2020) reflections and contemplations focussed on higher 

educational contexts, they are plausibly applicable to K-12 settings. Perhaps predicting the future 

of education is rendered nearly impossible by the speed of advancing technologies and the 

regular revision of pedagogical approaches and evolving curriculums. Weller (2020) resisted 

forecasting the future role of educational technologies, “I will resist a '25 Years in the future of 

ed-tech’ conclusion, however, because predicting the future of education is a game to which we 

never seem to learn the rules” (p. 187). Technologies implemented during the COVID-19 pivot, 

such as Zoom, had previously been used and will continue to be used across educational contexts 

(Daley et al., 2020; Goodyear, 2019; Lowenthal et al., 2020; Morrison et al., 2019; Waldron, 

2018). School District 64 might have implemented technologies during the pivot that could have 

proved effective in supporting learning that the school community could continue to use. Being 

aware of the affordances and constraints educational technologies may bring and how they can 

support pedagogical approaches could assist K-12 School Districts in preparing for future remote 
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learning experiences and in considering the needs of diverse learners who may look very 

different in the coming years.  

The literature reviewed in this chapter examined the experiences of multiple school 

communities across the globe, before, and during the COVID-19 pivot. Based on the emerging 

research, School Districts could consider seizing this unprecedented moment to explore how 

emerging technologies impacted all school community members to better prepare and serve 

learners in the immediate and distant future. In addition, the various problems and questions 

raised by scholars during this time could be supported by additional research studies. Therefore, 

this study aimed to add to the available literature, and the next chapter will outline the research 

design and methods used in this study. 

Chapter Three: Research Design and Methods 

This chapter will outline the methods employed in this qualitative research study to 

address the research questions. Approaches to this study and data collection instruments are 

comprehensively described in this chapter as is the structure used to analyze the collected data. 

The limitations, delimitations, and ethical considerations are further provided in this chapter.  

The methods for this research study were based on methods used by other researchers to 

develop data sets that lead to the development of insightful conclusions. To provide the context 

for the methods used in this study, this section will begin with a discussion of the existing 

research tools, their successes, and their limitations with respect to the present study.  

Research Design 

Several methods exist for obtaining qualitative data sets in an educational environment. 

This qualitative research case study utilized an Appreciative Inquiry (AI) approach to examine 

how access to K-12 learning opportunities might be reimagined in SD64 post-COVID-19 to 
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deliver education across its distinct physical locations. Appreciative Inquiry is a strengths-based 

framework that uses generative and inclusive strategies that enable opportunities for all members 

of a community to engage in storytelling, dialogue with others, and collaboratively co-create 

futures (Cockell & McArthur-Blair, 2012; Kelm, 2014; Watkins & Cooperrider, n.d.; Whitney & 

Cooperrider, 2000). 

Appreciative Inquiry was an appropriate approach given that the theoretical framework 

for this research was comprised of constructivism, TAM, and TPACK. Constructivism posits 

that our experiences and subsequent reflections create personal understanding and knowledge of 

the world (Brooks & Brooks, 1999; Bruner, 1977; Carson, 2005; Dewey, 1933; Piaget, 1952; 

Vygotsky as cited in Cole et al., 1978; Woo & Reeves, 2007). Appreciative Inquiry relies on 

personal narratives and dialogues to co-create a vision for the future (Cockell & McArthur-Blair, 

2012; Kelm, 2014; Watkins & Cooperrider, n.d.; Whitney & Cooperrider, 2000), which made it 

aptly suitable as an approach for this research, considering the unique perspectives of every 

member of the SD64 school community.  

Appreciative Inquiry experts had noted the benefit of examining individual and collective 

experiences using an appreciative approach and welcoming all members of the school 

community’s respective narratives (Cockell & McArthur-Blair, 2012; Kelm, 2014; Watkins & 

Cooperrider, n.d.; Whitney & Cooperrider, 2000). Various scholars had used an AI approach for 

change initiatives in K-12 contexts in recent years (Horan, 2017; Kerr, 2019; Knowlton, 2016; 

Trudel, 2019), and Lahaye and Espe (2010) found that: 

Appreciative Inquiry is generative rather than prescriptive and involves designing 

initiatives by people within the community rather than adopting initiatives prescribed…, 

in collaboration with their colleagues…; the researchers find Appreciative Inquiry to hold 
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promise, both as a framework for change and a philosophy or way of being. The 

Appreciative Inquiry process has the capacity to create a strong community, gain broad 

participation of staff and…groups and initiate inspired actions on behalf of the system 

(p.2) 

The COVID-19 pivot may be a catalyst for change, and by using an AI approach, this research 

attempted to identify the strengths and opportunities that emerged during that time in the distinct 

Gulf Islands School District. 

Seminal scholars had advocated for using case studies in qualitative research, specifically 

in educational research, and had provided strategies for using this method (Merriam, 1998; 

Stake, 1995; Yin, 2014). Harrison et al. (2017) synthesized several existing definitions for 

researching case studies and found this method to be an adaptable form of qualitative inquiry, 

appropriate for the in-depth examination of phenomena involving individuals and groups. 

Farquhar (2012) contended that case studies allowed researchers to study contemporary 

phenomena in context and to gain valuable insights (p.5). This study examined a school 

community's real-life experiences and the strengths of SD64 during the COVID-19 pivot, and a 

bounded case study became "the product of the inquiry" (Creswell, p. 245). Reed (2007) argued 

that using AI in research supported contextual storytelling, contributed to understanding the 

setting in which unique events take place, and further deemed case studies to be one of two 

specific methodologies closely linking to AI that investigates "context and place" (p.11). 

Stavros et al. (2003) postulated that utilizing an AI approach for strategic planning 

enabled organizations to focus on leveraging existing strengths rather than dwelling on flaws "we 

disproportionately focus on our strengths and opportunities so that we can grow them until they 

crowd out our weaknesses and threats" (p. 6). Furthermore, Stavros et al. (2003) argued that 
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using the SOAR (strengths, opportunities, aspirations, results) framework provided 

organizations, and more importantly, the people within them, the freedom to focus on strengths 

and opportunities to vision for the future collectively "It can be absolutely thrilling…it is clear 

that strategic planning can be one of the most positive times in an organization's life" (p. 12). 

Core Appreciative Inquiry Principles Providing the Foundation for the Present Study 

Cockell and McArthur-Blair (2012) outlined the core AI principles of constructionist, 

simultaneity, anticipatory, poetic, and positivity. Kelm (2014) additionally embraced the 

emergent principle of wholeness; and provided examples and methods for incorporating this 

principle to become more visionary. The application of the core principles outlined by Cockell & 

McArthur-Blair (2012) and the principle of wholeness outlined by Kelm (2014) focussed the 

approach to this study and attempted to ensure the inclusion of all voices in SD64: students, 

parents, teachers, administrators, and staff members. The core AI principles provided by Cockell 

and McArthur-Blair (2012), and the principle of wholeness offered by Kelm (2014), was the 

foundation of the approach used in this study. These AI principles are briefly overviewed in the 

following segments: 

Core Appreciative Inquiry Principle: Constructionist 

Words create worlds, and reality is constructed through language; therefore, words must 

be chosen carefully, and individual contributions must be deeply respected and valued.  

Core Appreciative Inquiry Principle: Simultaneity 

As soon as generative questions are asked, change happens.  

Core Appreciative Inquiry Principle: Anticipatory 

The image inspires action and the imagined future inspires immediate actions  
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Core Appreciative Inquiry Principle: Poetic 

People can choose what they study and can focus on their desired state, including what is 

good and right within an organization.  

Core Appreciative Inquiry Principle: Positive 

Positive questions lead to positive change, and positive inquiry produces positive results.  

Core Appreciative Inquiry Principle: Wholeness 

Wholeness provides ways of seeing multiple methods of achieving goals and improving 

circumstances.  

Methods 

This research employed qualitative methods, which was an appropriate choice for this 

study given that it involves examining lived experiences and does not acquire numerical terms or 

calculable data, but instead aims to understand individual perspectives (Aspers & Corte, 2019; 

Queirós et al., 2017; Rutberg & Bouikidis, 2018). The research methods presented in this section 

utilized an Appreciative Inquiry (AI) approach to examine how access to K-12 learning 

opportunities might be reimagined in SD64 post-COVID- 19 to deliver education across its 

distinct physical locations. The work presented in this document examined a school 

community’s' real-life experiences and the strengths of SD64 during the COVID-19 pivot and is 

a bounded case study. By using an AI approach, this research attempted to identify the strengths 

and opportunities that emerged during a unique set of circumstances in the distinct Gulf Coast 

islands K-12 communities. 

Data Collection 

Data for this study was collected using three methods, namely, an online research survey 

(n =64), mini-focus group session (n =3), and interviews (n =11). The total number of distinctive 
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participants was 67 across all collection methods. Due to the small sample size of this study, the 

data is reported based on the type collected. In addition, numerous personal email 

communications were received that could have been collected as observational data, these 

communications were out of scope, not vetted through ethics, and therefore were omitted. 

Although this study focussed on the strengths experienced during the COVID-19 pivot, 

an attempt to mitigate the potential suppression of significant conversations was made by 

ensuring participants knew that the intent was not to ignore the challenges they experienced and 

that sharing all types of experiences was welcomed. Situations arose where there was a need to 

ask clarifying questions. In these instances, bias concerning the data captured was reduced 

through paraphrasing back to the participant and asking for participant validation of the 

researcher’s understanding. Direct quotes were captured on the machine-generated transcripts 

and detailed records of all transcripts were kept. The transcripts were not searched solely for 

optimistic quotes, rather, a strategic thematic analysis was used to structure the coding process.  

Online Research Survey. As depicted in Figure 4 the online research survey generated 

64 complete responses from respondents who met the study’s criteria across roles. 

Figure 4 
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Note. Number of respondents of online research survey by role 

There was at least one survey respondent from each targeted region, with the largest 

number of respondents from Salt Spring Island (n =40), and the remaining regions as follows: 

Pender Island (n =8), Mayne (n = 4), Galiano (n = 6), Saturna Island (n = 4), Cowichan (n = 1), 

Crofton (n = 1).  

The purpose of the research survey was to collect data that could examine the research 

questions in relation to technology-enhanced pedagogical approaches during the COVID-19 

pivot, explore the potential for adopting tech-enhanced practices in the future, and to identify 

opportunities and strategies for the district decision-makers to consider moving forward. Survey 

questions aligned to the TAM integration model and its two primary factors: perceived use and 

perceived usefulness (see Appendix, Table 1 and 2). All participants, regardless of their role, 

were asked these questions.  

The TAM framework was used to examine the perceived ease of use and perceived 

usefulness of technologies during the pivot. Participants who perceived technology adoption too 

difficult or a waste of time would be unlikely to want to adopt these technologies in the future, 

while participants who perceived these technologies as useful would be more likely to want to 

adopt these technologies in the future (Davis, 1989; Davis, 2018; Sharma & Pal, 2020). 

The TPACK framework recognized three types of knowledge that teachers need to 

coalesce to effectively integrate educational technologies, therefore, as survey questions 12 

through 28 were aligned to the TPACK framework, these questions were available to only those 

respondents who identified as teachers. These questions examined the knowledge areas of SD64 

teachers, specifically, technological knowledge, content knowledge, and pedagogical knowledge. 

Understanding where teachers are positioned in relation to their level of skill in these three 
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knowledge areas could provide district leaders valuable insight and be used to guide the 

development of teachers and the diffusion of tech-enhanced practices (Hill & Uribe-Florez, 

2019; Koehler and Mishra's, 2009; McGrath et al., 2011). The TPACK aligned questions were 

adapted from Schmidt et al. (2009) with permission. 

Through Survey Monkey (2020), the first few survey questions were designed to gather 

information such as participant’s grade level experienced, role in SD64, and their primary island 

community. Aside from the identifying information indicated above, the survey was anonymous 

and did not require respondents to provide any contact information. The survey respondents were 

free to give answers without fear of being identified. There was no need for respondents to be 

recognized by name; nevertheless, in alignment with the AI principle of wholeness (Kelm, 

2024), this study demanded the inclusion of all voices in SD64 and demographics including 

representational region was valuable in safeguarding wholeness.    

The remaining online research survey questions were strategically framed by two 

technology integration models, namely, the Technology Acceptance Model (TAM) and the 

Technology Pedagogy and Content Knowledge (TPACK) framework (see Appendix, Table 1 & 

Table 2). The final few questions were optional for those interested in attending the focus group 

session and were designed to select participants with the basic to moderate technological skills 

needed to participate in the virtual session. However, this portion of the survey did require 

respondents to provide a phone number or email and a first name to be contacted for session 

participation.  

There was no limit to the number of respondents invited to complete the online research 

survey. However, there is a need to acknowledge that the settings were configured to prevent 

multiple replies from single respondents.  
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Mini Focus Group Session. The second method of data collection was a mini focus 

group session. The 90-minute mini focus group session included two teachers and one parent 

who collectively experienced the pivot through the lens of the second, fourth, fifth, tenth, and 

twelfth grades. 

The interview tool used in the mini focus group and one-on-one interviews were adapted 

from Stavros and Hinrichs's (2009) SOAR framework and were designed to integrate the core 

Appreciative Inquiry principles. A total of eight questions were asked of each participant, with 

two questions posed for each of the following SOAR components: strengths, opportunities, 

aspirations, and results. The mini focus group session included space for participants to envision 

a preferred future in the hopes this may generate excitement and elicit suggestions for successful 

transformations in future. The inquiries asked for strengths, opportunities, and aspirations 

connected to the following research questions: (1) What new technology-enhanced pedagogical 

practices and approaches emerged for SD#64 during the remote COVID-19 pivot that proved 

successful and could be continued?, (2) How might access to K-12 learning opportunities be 

reimagined in SD#64 post-COVID- 19 to deliver education across its distinct physical 

locations?, and (3) How might assessing the strengths of the delivery modes SD#64 during 

COVID-19 impact future learning opportunities in SD#64?  

Focus groups had been successfully employed in research study contexts in past years; 

nevertheless, although 13 focus group participants had confirmed for two separate planned 

sessions, with five confirmed for the first offering, and eight for the second, only one participant 

attended the first offering, and three participants arrived in the virtual space for the second 

scheduled offering. This lower than anticipated attendance may be due to the COVID pandemic 

and subsequent "Zoom fatigue" (Fosslien & Duffy, 2020; Wiederhold, 2020); nevertheless, the 
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second focus group session held on Feb 17 in this study is considered a "mini focus group". 

Kamberelis and Dimitriadis (2005) found that researchers often face situations where 

participants are challenging to reach, resulting in small pools of participants. In these 

circumstances, if researchers can only convene a small group of between two and five, it can be 

categorized as a mini focus group session (as cited in Nyumba et al., 2017). Preliminary themes 

emerged within the mini focus group that were noted and aligned to the SOAR Framework, 

namely, Strengths, Opportunities, Aspirations, and Results in the first stage of the TA (see 

Appendix, Table 3). Transcripts were machine generated and remarkably, Zoom did not produce 

accurate records in all instances. For example, the machine generated captions noted “eye pads” 

instead of the accurate term “iPads” which was corrected by the researcher. No attempt was 

made to incorporate an analysis of facial expressions or body language. Such an analysis was 

beyond the scope of this study. 

Interviews. The third method of one-on-one interviews employed the same adapted 

SOAR interview tool as the mini focus group (Stavros & Hinrichs, 2009). While an online 

research survey and focus group sessions were the only methods initially intended for this study; 

early in the data collection process appropriate school community members reached out by email 

and expressed a desire to have one-on-one discussions. It is not known if participants preferred 

one-on-one interviews due to the possibility of being identified in a small group setting; 

nevertheless, recognizing the value of these individual experiences and their alignment to the AI 

core value of wholeness (Kelm, 2014), ethics approval was obtained to host one-on-one 

interviews in addition to the focus group sessions. As a result, nine one-on-one interviews were 

held on Zoom, and two one-on-one interviews were conducted over the telephone. 

Eleven one-on-one interviews were conducted with the following participants by role: 
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teachers (n = 5), parents (n = 3), administrators (n = 2), and staff (n = 1). Nine of the interviews 

were held on Zoom, and two interviews were conducted over the telephone.  

Recruitment of Participants 

The recruitment strategy for this study incorporated multiple promotional approaches. 

Teachers, administrators, staff, community members, and groups were emailed through public-

facing addresses. Participants were additionally recruited using print and digital advertisements, 

social media posts, and district endorsements. Although the primary methods of recruiting 

participants were digital, due to the expansive geography of this region, and the unique culture of 

each island location, an invitation was circulated in various printed publications. Print 

publications have been noted to be a successful recruitment strategy (Patel et al., 2003; 

Schoenfeld et al., 2000). Facebook was also chosen as a method that had the potential to be far-

reaching. Kayrouz et al. (2016) argued that using Facebook was more time-effective than 

traditional strategies for recruiting hard-to-reach participant populations.  As a result of this 

promotion, the superintendent of SD64 reached out by email requesting a telephone conversation 

and during that phone call, the superintendent reinforced his support for this study and 

emphasized the importance of this work (personal communication February 9, 2021). 

Validity and Reliability 

The data for this study were systematically analyzed through Braun and Clarks' (2006) 

six-step process of Thematic Analysis (TA). The themes were first identified manually and were 

then cross-compared with auto-coded themes generated in the qualitative data analyzing software 

NVivo. Employing multiple methods allowed for the acquisition of more insights, and the ability 

to validate the findings through triangulation. The multiple sources used for triangulation were 

the mini focus group, one-on-one interviews, and the online research survey. Yin (2009) 
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postulated that engaging in multiple methods, such as observation, interviews, and document 

review, provided validity and reliability. 

This study relied on observing a phenomenon through personal accounts of those who 

experienced it. As a result, the interpretation of results was informed by the work of Denzin and 

Lincoln (2005) who argued that qualitative researchers observe the world of others by turning 

that world into "a series of representations, including field notes, interviews, conversations, 

photographs, recordings, and memos to the self” (p. 3), and that there must be an attempt to 

"make sense of, or interpret, phenomena in terms of the meanings people bring to them (p. 4). 

Appropriate steps were taken to ensure the phenomenon and experiences had been interpreted to 

capture the participants' meanings in this study, including the use of transcripts, and through the 

methodical analysis of the data and triangulation. 

Limitations 

Arguably, no researcher can be 100% objective in their studies’ processes, and there is a 

need to acknowledge positionality and the impact of the researcher’s beliefs on the studies’ 

activities. In addition, the researcher’s role is not situated in a K-12 context, and the researcher 

has no affiliation with SD64, which might have minimized subjectivity throughout this study.    

During the COVID-19 pandemic in British Columbia, Canada, beginning in March 2020, 

large in-person gatherings were not permitted and meeting virtually for large gatherings was 

necessitated (Henry, 2020). COVID-19 dictated that this research be conducted virtually for the 

safety of the participants. Hosting a focus group and one-on-one interviews virtually may have 

inadvertently excluded some participants who may not have had access to an internet connection, 

Wi-Fi, a device, or who did not have the skills or desire to participate (Daley et al., 2020; 

Foulger et al., 2020). This format may also have limited access to all viable populations in SD64, 
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weakening the opportunity for a genuinely diverse school community representation. As only 

three participants engaged in the scheduled focus group session, it was redesignated as a mini 

focus group session; and this has limited the diversity and quantity of responses which could be 

analyzed. Although it cannot be accurately concluded why the pool of participants was lower 

than anticipated, it was postulated that this may have been due to the pandemic climate and 

Zoom fatigue (Fosslien & Duffy, 2020; Wiederhold, 2020). Further, as more and more interested 

participants reached out and expressed an interest in meeting one-on-one versus in a small group, 

given the size of the School District, it may be that some individuals saw the interview as a more 

comfortable way to express their opinion; these factors may have potentially limited the pool of 

focus group participants.  

The timeline for data collection was slightly shifted due to the impact of a Royal Roads 

email system failure on student emails because of a phishing attempt. As a result, the issue was 

not resolved during the duration that my data collection was live, so ethics approval was obtained 

to use a personal email address to send the invitations to participate. This may have resulted in 

fewer participants due to the lack of affiliation to RRU being stated in the email address. 

Concerns have been identified using focus groups to gather research data, including 

consent issues, privacy and confidentiality, recruitment, and general management (Queirós, 

2017; Sim & Waterfield, 2019). Further to these identified issues, Nyumba et al. (2018) 

recognized that conducting focus groups online resulted in contemporary access and equitable 

session quality issues. Participants accessed the mini focus group session and one-on-one 

interviews on a variety of devices and using a variety of equipment which potentially created 

inequitable experiences for many (Daley et al., 2020; Mailizar et al., 2020; Mäkelä et al., 2020). 

Some participants may have had optimal sound and webcam quality during the sessions and 
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others may have had less than optimal media quality. There was also the potential for session 

interruptions, abrupt session ends, and the inability to join one or more days of the virtual 

sessions due to, but not limited to, connectivity issues, low batteries, unpaid internet bills, and 

device glitches (Bailey, 2020; Goodyear, 2019; Lowenthal et al., 2020). As a result of these 

barriers the continued participation may have been impacted. 

Using an AI approach for this study may be detrimentally romantic. Lovallo and 

Kahneman (2003) argued that an AI approach might encourage idealistic perceptions and 

Fitzgerald, Murrell, and Newman (2001) criticized the approach's unrealistic optimism. Grant 

and Humphries (2006) found there to be very few evaluations for using AI in research and 

argued that the lack of documented critiques of this framework made the use of this approach 

capricious. Bushe (2011) synthesized several of these various critiques and found that AI may 

undermine participant accounts by suppressing the significant conversations needed for real 

change. The consideration of these various critiques resulted in: (1) the explicit invitation for 

participants to include all experiences, good and bad, and (2) an explanation to all participants 

that although AI focusses on the positive, that the true purpose of the AI approach is to be 

generative and to conceptualize a preferred future (Kelm, 2014; Whitney & Cooperrider, 2000). 

This study had a limited budget and the ability to promote it was restricted to low-cost 

and free methods. Less than 500 dollars total was invested in paid advertising for this study. 

Participants were invited primarily electronically which presented the same challenges of access, 

skills, and attitudes of hosting the focus group and one-on-one sessions virtually (Daley et al., 

2020; Foulger et al., 2020; Mailizar et al., 2020; Mäkelä et al., 2020). Additionally, although the 

recruitment material was presented in multiple formats, including online hyperlinks, an 

interactive infographic, a comprehensive website, newsprint, flyers, and a Quick Response code 
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(QR code), this did not address all access challenges. The budget may have also negatively 

impacted the number of interested participants as a monetary incentive or gift for participating 

was not available. There was never an incentive offered for participating in this research which 

may have negatively impacted the number of participants. 

A small sampling of the SD64’s school community participated in this research study. By 

only including a small percentage of the school community, this research may have 

oversimplified the experiences of SD64 during the COVID-19 pivot and as a result is not 

generalizable to a larger audience but may be used to inform aspect of work being done in other 

SDs. 

The research survey was used for data collection and to recruit participants and was 

designed to diversify the representation in the focus group sessions. Although participants were 

asked to self-declare that they met the criteria, there is no way to validate they were truthful in 

their declarations. There was no safeguard to ensure they were telling the truth about their 

experiences or desires or if they were omitting vital components of their experiences. 

Furthermore, participants may not have been able or willing to share or describe their 

experiences due to memory, fear of intellectual risk-taking, cognitive ability, and various other 

reasons. 

The researcher is not an expert in analyzing facial expressions or body language; 

therefore, they did not scrutinize any facial expressions, characteristics, mannerisms, or body 

language captured on the participants' recordings. 

The transcripts generated from Zoom were machine captioned and did not produce 

accurate records in all instances. These inaccuracies resulted in a time-consuming process of 

comparing the transcripts to the video and audio recordings to ensure correctness in the verbiage. 
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In some instances, minor corrections of machine captioned transcriptions were made, such as 

“eye pads” to “iPads”. There may have inadvertently been errors made through this process, and 

it may not have been 100% accurately corrected in all cases. 

Braun and Clarke (2006) postulated that TA could be an ineffective method if not 

meticulously conducted. Thematic Analysis relies on the researchers' conclusions; therefore, the 

subjective nature of this method leaves room for misinterpretations and researcher bias. 

Structuring the survey questions to align with the two selected technology integration 

models, TAM and TPACK, were employed to measure technology acceptance and knowledge 

for use. Peripheral influences for using these technologies were not considered, such as 

mandated use and the impact of interpersonal relationships that may have influenced use. 

Additionally notable are the various criticisms of both the TAM and TPACK integration models 

in education and research. For example, the TPACK model has been criticized for validity and 

reliability in research (Cavanagh & Koehler, 2013), and the lack of comprehensiveness resulting 

in the need to expand on or complement the model with additional frameworks (McGrath et al., 

2011; Saubern, 2020). Moreover, Islam et al. (2014) examined the TAM framework critically 

and concluded that it “contains deceptively straight-forward constructs and measures” (p. 172), 

and called for the re-examination of this model for use in research contexts. Additionally, 

Ajibade (2018) conducted a literature review of various critiques and criticisms of TAM to 

investigate the model's limitations and found that modifications might be needed to optimize its 

application in multiple contexts.  

Throughout the TA process, an attempt was made to represent the data collected 

authentically. Other themes emerged that could have been pursued; in fact, more than the time 

available to analyze them; so, settling on the decided themes may have excluded valuable topics. 
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Additionally, as this research was qualitative, I could not draw causal conclusions. 

Finally, the timeline for completing this thesis was prescribed by the RRU School of 

Educational Technology's (SET) thesis schedule (SET thesis handbook, 2020), which impacted 

the design and scope of this study. 

Delimitations 

This research focussed on the strengths of SD64 during the COVID-19 pivot; therefore, 

perceptual issues or problems experienced were not examined, such as, the digital divide, 

resistance to the uptake of technology, or issues surrounding isolation during this time (Ames, 

2020; Daley et al., 2020; Foulger et al., 2020; Mailizar et al., 2020; Mäkelä et al., 2020). 

This case study was contained in the K-12 context in SD64, did not include other districts 

or contexts, focussed on the unique experiences of this district’s school community during the 

COVID-19 pivot, and excluded the exploration of blended or online learning experiences that the 

school community may have been involved in before that time. Moreover, participation in this 

study was limited to the students, parents, teachers, administrators, and staff members. Further 

criteria to participate included living in the School District and directly experiencing the remote 

pivot. Alumni and retirees were excluded, as were those who had never experienced F2F 

educational delivery having no comparison point. Students under the age of 18 were further 

excluded. 

Although the sample size for the focus group session was not as large as was hoped, 

Boddy (2016) argued that there is no perfect guideline for determining sample size in qualitative 

research; and concluded that "appropriate sample size in qualitative research is only really 

answerable within the context and scientific paradigm of the research being conducted. In 

constructivist or in-depth qualitative research, a single example can be highly instructive" 
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(p.430). Sixty-seven individuals' unique experiences were investigated through participation 

across the survey, the interviews, and the mini focus group session. All expressions collected in 

this study were informative and valuable making the sample size arguably noteworthy. 

Ethical Considerations 

The Government of Canada, Interagency Advisory Panel on Research Ethics (2018), 

stated that: 

the principle of Justice holds that particular individuals, groups or communities should 

neither bear an unfair share of the direct burdens of participating in research, nor should 

they be unfairly excluded from the potential benefits of research participation….and that 

considerations for researchers in deciding whether and how to include individuals, groups 

or communities in research, and the basis for the exclusion of some (Chapter four, para. 

1) 

As this research used an AI approach, every member of the school community had to be 

invited to participate in the co-creation of their collective futures (Kelm, 2014; Whitney & 

Cooperrider, 2000); nevertheless, it was vital to consider how to include some of the school 

community members, such as the students. 

In accordance with the Royal Roads University ethics policy, and the directive in the tri- 

council policy statement section on ethical conduct concerning vulnerable participants, including 

children, states "the participation of those who lack the capacity to decide for themselves shall be 

necessary and appropriate to address the research question" (Canadian Institutes of Health 

Research, 2018). For the specific research question in this study, a sample of participants from 

each of the identified school community groups was necessary and appropriate to address the 

research question, nevertheless, the student voices included only those who had reached the age 
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of eighteen by the time of recruitment. 

Data Analysis 

Data Coding Method 

Data from all sources was collected, coded, and analyzed using the Thematic Analysis 

(TA) method. Clarke and Braun (2017) argued that using TA is an effective method for 

identifying and analyzing patterns and themes in qualitative data (p. 297) and that TA 

complemented positivist methodologies which were fitting with this study's underpinning AI 

approach (p. 298). Moreover, Clarke and Braun (2017) found TA to be an appropriate method 

for analyzing small to sizeable participant data-sets (p. 298) making it appropriate to analyze the 

research survey which had 64 survey respondents, the combined mini focus group session, and 

one-on-one participant pool of 14. TA provided a method to code the data and themes, and 

subthemes emerged and evolved throughout the coding process (Clarke & Braun, 2017, p. 298). 

To support finding "patterns of meaning and issues of potential interest in the data" (Braun & 

Clarke, 2006, p. 87), each data collection method was organized to align with established 

frameworks, namely, TAM, TPACK, and SOAR, which supported methodically evaluating the 

responses and answering the research questions. 

Braun and Clarke (2006) provided a step-by-step guide to using TA consisting of six 

phases for analysis, including familiarizing yourself with your data, generating initial codes, 

searching for themes, reviewing themes, defining and naming themes, and producing the report 

(p. 87). The six phases outlined by Braun and Clarke were used to guide the data analyzing the 

process of this research study. 

Individual coding, theming, and analysis was conducted for each data source independent 

of one another, and then identified themes were triangulated from all data sources. In both the 
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individual and triangulated thematic processes, I identified broad themes, subcomponents, and 

insights that were consistent across each data source for interpretation. 

Thematic Analysis Process: Six Phases Outlined by Braun and Clarke (2006) 

In this section, the general approach used in each phase of the analysis is described. 

Phase One: Familiarizing with the Data  

The survey results were viewed and read, the Zoom recordings were watched and listened 

to, and the generated transcripts of each recorded session were downloaded and read. The typed 

notes which were taken during the two telephone interviews were edited for spelling and 

grammar and then read.  

Phase Two: Generating Initial Codes  

The survey results, which included 63 pages of data, 197 pages of transcripts from the 

mini focus group session, and the 11 one-on-one interview sessions, were printed out, as were 

eight pages of notes generated from the two telephone interviews. All data sets combined 

resulted in the printing of 268 pages of data to be coded. Once in printed paper form, phrases, 

sentences, and paragraphs of the text were highlighted using multiple highlighter colours to 

indicate general codes in the page margins in relation to the content being analyzed. All text that 

seemed significant or remarkable based on the researcher’s understanding of the literature was 

highlighted. As the text was highlighted, new codes were added as needed, and text would be 

matched to these preliminarily identified codes until the end of each document was reached. The 

digital transcripts that were manually coded were imported into NVivo software to generate 

themes and compare them to the broad themes that had been manually identified. 

Phase Three: Searching for Themes  

The codes generated from all sources, both manually and using the NVivo’s automated 
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coding function were reviewed to identify relationships between them and to discover broad 

themes. 

Phase Four: Reviewing Themes  

After discovering the broad themes, the manual and software-generated themes were 

reviewed to identify if any could merge to form central themes. It was during this phase that the 

interconnected relationships between the codes were considered. Themes and comparable themes 

were collapsed together during this stage. In addition to reviewing the generated text codes, 

visual representations of the coded themes that were generated in NVivo assisted in the 

comparison and amalgamation of the manual and machine-generated ideas into the centrally 

defined themes. 

Phase Five: Defining and Naming Themes  

The three central themes which emerged from the TA included: (1) reciprocal learning, 

(2) the adoption of technology, and (3) re-imagining the curriculum. 

Phase Six: Producing the Report  

In the final stage of the process, the report was written. 

Triangulation of the Data 

Using all collected data sources to code and identify comparable ideas and establish 

principal themes enabled a validation method and improved the accuracy of the data analysis. 

Triangulation of the data from multiple sources in this study ensured the dependability of the 

findings of this research (Yin, 2014). Filtering the codes from broad and fluid to focused and 

fixed themes required several rounds of examination compared to the research questions to 

identify the central themes. Cross-evaluating the data collected from the focus group, interviews, 

and survey responses confirmed the data's interpretations, further strengthening the validation 
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process and, ultimately, the findings. 

The design and methods of this study were outlined in this chapter, which additionally 

provided an overview of the structure used to analyze the data thematically. Finally, the methods 

used in this study and the technique adopted to organize and analyze the evidence collected led 

to the findings that are presented in the next chapter.  

Chapter Four: Research Findings 

This chapter presents the synthesized findings of this study through a narrative summary, 

descriptive statistics, and illustrative figures.  

Online Research Survey 

The online research survey generated 64 complete responses from respondents who met 

the study’s criteria across roles. There was at least one survey respondent from each targeted 

region, with the largest number of respondents from Salt Spring Island. The distribution of 

survey respondents is represented in Figure 5. 

Figure 5 

‘Regional Distribution of Survey Respondents’ 
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There were no respondents who indicated experiencing the pivot from the perspective of 

grades one, five, or 10; nevertheless, all other grade levels were represented. Close to 50% of 

respondents identified with having experienced the pivot through the lens of multiple grades. 

Survey Summary 

The online survey collected data that examined the research questions in relation to tech-

enhanced pedagogical approaches, tech-enhanced practice adoption in the future, and approaches 

for decision-makers to consider for the future.  

The 31 teachers that responded to these questions overall indicated solid capabilities for 

combining pedagogical content and technology knowledge in application with over 90% of 

teachers surveyed agreeing or strongly agreeing that they knew how to assess student 

performance, all respondents indicating the ability to adapt their teaching style to different 

learners, all respondents in agreement that they could assess student learning in multiple ways, 

and, 94% of respondents agreeing that they could select teaching approaches to guide student 

thinking and learning. Specific to the element of technology knowledge, 77% of teachers agreed 

or strongly agreed that the pivot to remote learning resulted in deeply considering how 
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technology could influence their teaching approaches, and 84% agreed or strongly agreed that 

they could use strategies that combined content, technologies, and teaching approaches. 

All participants responded to the survey questions that investigated the perceived 

usefulness and ease of use of technology which provided understanding of participant’s attitudes 

towards, and the acceptance of technologies used during the pivot to anticipate the likelihood of 

successful adoption of these technologies in the future. A significant percentage, specifically 

over 20% of all respondents, did not feel they had the skills needed to use technology; 

nevertheless, over 70% of respondents felt they could learn technology easily. Conferencing 

tools were by far perceived to be the most useful technology during the pivot, with over 92% of 

respondents finding them to be useful, with comments qualifying these tool’s effectiveness. One 

staff member noted, “conferencing tools are convenient, they are effective for meetings and 

communications with parents and students” (Survey respondent, 2021), and a participant who 

stated, “as a parent, this gave me a window into my child’s classroom, I was impressed with the 

instruction and the connectivity” (Survey respondent, 2021).  

Mini-Focus Group Session and Interviews 

By asking generative questions, this research was able to examine the strengths and 

affordances of remote delivery and emerging educational technologies during COVID-19 in 

SD64. The AI approach aligned with the research questions were used to discover ways to 

reimagine access opportunities for K-12 education and the aspects of the delivery of education in 

SD64 during the remote COVID-19 pivot that could be appreciated and positively impact future 

district decisions. 

An AI approach helped SD64 identify the strengths that sustained the continuance of 

learning remotely during the COVID-19 pivot and provided valuable insights into the core of this 
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resilience (Cockell & McArthur-Blair, 2012; Kelm, 2014; Stavros et al., 2003; Whitney & 

Cooperrider, 2000). The school community members in SD64 are profoundly interconnected, 

and by including and respecting all experiences and voices in the district, this study created 

opportunities for meaningful conversations and to collaboratively envision the future.  

The following subheadings discuss the findings associated with each component of the 

SOAR framework, namely: ‘S’ Strengths, ‘O’ Opportunities, ‘A’ Aspirations, ‘R’ Results.  

SOAR: ‘S’ Strengths 

Participants were asked about engagement during remote learning, and parents, teachers, 

administrators, and staff shared examples of engaging experiences.  

Several teachers expressed that they witnessed traditionally reserved students 

contributing more during class, as one participant described, “kids could talk uninterrupted. You 

didn’t have those background distractions, the noise. Some kids who don’t talk very much in the 

classroom really, really enjoyed talking and sharing on the computer” (Focus group participant, 

2021), and another participant observed, “honestly, there were times that I thought, oh there you 

are, where have you been hiding; like who turned on this kid’s talk switch, it was unbelievable” 

(Interview participant, 2021). Teachers commonly noted that one-on-one opportunities were 

more frequently offered during this time which may have further contributed to the increased 

engagement of some learners. One participant remarked, “one-on-ones became regular with 

some kids, and it was easy to see they benefitted from extra time” (Interview participant, 2021). 

As one participant shared, “he was very excited when it was his call with his teacher” (Focus 

group participant, 2021).  

Parents noted that their children were enthusiastic about connecting and engaging with 

classmates and their teachers online. One participant shared, “They were just so excited to see 
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each other, like, two o’clock on Tuesday was like a really big thing. He was very excited about 

that” (Focus group participant, 2021).  

Synchronous technology tools were frequently noted as valuable tools to support 

instructional strategies that could foster engagement and connection. One participant 

acknowledged that Zoom was effective “to do check-ins and talk to the students, and actually 

opportunities for me to have those conversations. They kept coming, like I would sit there, and 

I’d be like, okay, no one's gonna [sic] come and I would just be about to end it and, like all the 

kids would show up” (Focus Group Participant, 2021).  

Tech-enhanced instructional strategies were often employed to support these engagement 

opportunities, and audibly reading stories, recording lessons, and sharing screens were some of 

the approaches shared. The ability to demonstrate a concept through screen-sharing and then 

have real-time conversations with students was identified as being valuable for knowledge 

transmission, “I could bring up the whiteboard and actually talk to them, and, like show them 

how to do a math problem or science or explain it” (Focus group participant, 2021).   

Applications and tools employed by teachers during remote learning further promoted 

engagement. One participant commented, “I didn’t have to harass him to do his math homework 

because he liked the math app” (Interview participant, 2021), and another participant noted, 

“prodigy math he really, really, liked” (Focus group participant, 2021).  

Students were not the only group who experienced engagement during remote learning. 

One participant recalled, “for the staff, we had a check-in and did goal setting and visioning. We 

did a mind map on what would be our vision for this time period, of you know, uncertainty; and I 

think that was really engaging” (Interview participant, 2021). 
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SOAR: ‘O’ Opportunities 

Examples of opportunities technology afforded during remote learning that could be 

adopted in the future were uncovered through this component of the SOAR process.  

The ability of technology to support communication across the district’s diverse 

geography was generally expressed. One administrator commented, “Microsoft Teams has been 

useful just even for us communicating with staff who mostly live on different islands” (Interview 

participant, 2021), and a participant claimed that conferencing tools were, “absolutely critical for 

maintaining connection and relationships with my students and colleagues” (Interview 

participant, 2021). In some cases, these tools also enabled communication with school 

community members in areas geographically outside of the district. One administrator shared: 

one parent might live here, and another parent might live in another province or another 

city and so might not be able to physically be at the meeting. We could now more easily, 

I think, be able to say, okay we’ll add you in through Teams. They can be part of it still, 

even if that one other parent is here in person, you know I could see that now we had 

more comfort with that, whereas before we might have been more, well, you have to be 

in person, You know I think there’s a little bit more experience and we’ve learned from 

this that in some situations moving forward, even when things do return back to normal 

could allow us to have more options that we didn’t necessarily consider before; they were 

probably always there available to us, but we might not have gone that extra or figured 

out how to learn it (Interview participant, 2021).  

The built-in features of these tools also afforded opportunities for asynchronous communication. 

One participant noted, “Team’s chat seemed more convenient and less formal than a two am 

email. A quick way to share files or quick messages”, and an administrator indicated, “With 
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Teams, there’s a chat function with just our team, and so if there is a question that pops up a 

couple of our staff will just type it into there” (Interview participant, 2021).  

Technologies and apps provided more than methods of communication for participants, 

and several teachers and parents shared how learning apps had personalized some learning 

experiences. One participant expressed, “there was a couple of great apps that I found along the 

way. Embedding more technology into my class can bring more opportunities for students to 

learn in more individualized ways” (Focus group participant, 2021). Other participants noted that 

some technologies provided enabled more equitable experiences and access. One participant 

contended, “access to iPads in the classroom has been a leveller; we know they don’t all have an 

iPad at home” (Interview participant, 2021).  

The continued use of technology to support future opportunities was frequently stated, 

and participants listed technologies they would like to adopt. One participant offered that the 

district should continue to utilize Zoom, “now that we know how to use it, it would be great to 

keep using it” (Interview participant, 2021), and one participant expressed the desire to continue 

using Google classroom, “I had to reinvent the wheel and now it's there, and you can reuse it and 

I can upload again, or I can change the videos” (Focus group participant, 2021 

SOAR: ‘A’ Aspirations 

These questions aimed to identify the participants' aspirations for the future of the School 

District. This portion of the process built upon the strengths and opportunities identified to 

inspire visions of the preferred future. 

Participants frequently expressed a desire for students to learn through their experiences 

in their descriptions of the preferred future, indicating experiential learning being a priority for 

this group. One participant volunteered, "A teacher made garden how-to videos and provided 
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free delivery of necessary materials to homes so students could try growing potatoes, pollinator 

gardens, or sunflowers" (Interview participant, 2021); another participant shared: 

the teacher let them take these self-guided field trips, they would record their walks in the 

woods or whatever, and then share the recording with their class on Zoom. It was pretty 

cool and felt interactive; she did a good job of replicating the field trip experience even 

though they couldn't really go far" (Interview participant, 2021), 

and a participant commented, "they learn more outside when they are touching things, outdoor 

learning, like, find a bug and be like what kind of bug is this? Take pictures of it and go home 

and look up the bug" (Focus group participant, 2021). Several participants emphasized that the 

preferred future included these types of experiences, and often, this concept was envisioned in 

parallel with learning opportunities that were flexible and personalized. One participant noted, "it 

would be great if students had more options for where they learn and how they learn; for me, I 

teach older kids, so I think giving them some options prepares them for the real world when they 

leave this place" (Interview participant, 2021), and a participant envisioned: 

Teachers have been able to upload their classes online, so like, if there was a teacher that 

was just amazing, say in marine biology, and I don't even know if that is a high school 

course, but say they were on Pender, but you were on Salt Spring, could they take the 

course some way? I don't know if all subjects would be able to do something like that, 

but you wouldn't say these are the courses that are only taught at my school, maybe if 

there was [sic] courses taught at different school, maybe not even within the Gulf islands, 

you could take it from a teacher online. Like a plus is you can learn some things online, 

students could choose what they want. Do we want kids to have more choice?  

The flexible, personalized, and experiential learning envisioned during the aspiration stage 
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frequently included the expressed desire for stronger connections across schools and grade levels 

and the broader community. One participant offered, "why can't we connect more with other 

islands, not just Salt Spring, like, what are the kids doing on Pender or Mayne?" (Interview 

participant, 2021), and one administrator suggested: 

We're already collaborating closely within the school and sharing each other's strengths; 

it is already starting, so I think we're on the pathway but sharing more of this inter-

school-wide. If we're having a session with a speaker and we are using Zoom – we're 

actually doing it this afternoon; we had an art start group coming in virtually by Zoom, 

and they're in Alberta, so there's no travel costs. It’s very affordable. They are Zooming 

into our classroom and working with the students on indigenous oral storytelling, and you 

know it could also be Zoomed into other classrooms at the same time on different islands 

or whatever, so connecting more between our islands in those sorts of shared experiences 

would be really cool. 

Ten of the 14 participants or over 70% of those interviewed using the SOAR tool, used the term 

"healthy" at least once during this stage. One participant envisioned, "healthy students that are 

emotionally and mentally resilient. Healthy students being excited to come to school wanting to 

learn and engage in the class" (Focus group participant, 2021), and one participant proposed, 

"less pressure. We learned through COVID that kids were getting by doing less and I think we 

sometimes put too much pressure on our kids, like let's let them be kids" (Focus group 

participant, 2021); and one participant projected care embedded in the core curriculum, "a 

curriculum and a way of teaching that is based on caring" (Focus group participant, 2021).  

More pragmatic hopes often surfaced in the participant responses concerning more 

equitable technology and internet access for all students. One participant expressed the need for, 
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“more investment in the internet. Sometimes our sessions would lag or freeze and if this will 

become part of normal operations they will need to think about that” (Interview participant, 

2021), and another participant expressed, “our internet is slow and choppy, so that needs to 

change if we are going to use technology” (Interview participant, 2021); and one participant 

remarked, “we need more iPads and devices in the classroom” (Focus group participant, 2021).   

SOAR: ‘R’ Results 

This section aimed to explore how participants would know they had achieved their 

aspirations. The results element connected to the research question, how might access to K-12 

learning opportunities be reimagined in SD#64 post-COVID- 19 to deliver education across its 

distinct physical locations? 

The reported measurement of future success routinely included envisioning high school 

graduates who possessed characteristics of a happy, healthy adult. One participant shared, "our 

kids will be productive, happy souls living fulfilling lives" (Interview participant, 2021), a 

participant who offered, "everyone can Google anything, and you have a computer in your back 

pocket but the people skills you need, those are harder to teach; like, how to be a good human" 

(Focus group participant, 2021), and a participant who stated, "the culture at the school would be 

happy and healthy" (Focus group participant, 2021).  

Several teachers expressed the desire to shift the measurement of success away from 

traditional assessments. One participant remarked, "so many teachers think multiple choice and 

written tests are the only way to check their learning, there are so many other ways it can be 

done" (Interview participant, 2021), and one participant shared that the future was:  

not mark-driven, more learning-driven. At the high school, we are driven by assessment, 

and like there's so many other ways to give that assessment, but more based on you, 
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being a human being, and how are you going to contribute to society? It makes people in 

my building very uncomfortable; they want to do their multiple-choice and do their little 

assessment and say, off you go, you got 90" (Focus group participant, 2021)  

Additionally, a participant shared: 

“We're still very much on these old-school ways of teaching, and especially, I find this 

district quite focussed on assessments. I see teachers spending quite a bit of time on iPass 

or whether it's getting ready for FSAs or different things and still looking at old kind of 

ways of getting to those points where, yeah, I think we should be getting away from 

grades more” 

Moreover, increased opportunities for collaboration between schools and across grades in 

the future was commonly communicated in this stage as a success marker. An administrator 

noted, "there would be organic opportunities for that connection between schools for 

collaboration. Our team does this, but we would be successful if this were intentional across 

schools" (Interview participant, 2021), and a participant stated: 

in eutopia, I would love to bring my kids and teach grades fours and fives physiology; 

just throw out the whole system, it would be great to make it like a whole community; I 

mean, if you think of evolution and how we evolved, we were all together and now we're 

so siloed. I think sometimes older kids can learn from younger kids, and younger kids can 

learn from older kids, and then, if we have parents involved it’s not just the teacher's role 

anymore; we can actually get the kids working together (Interview participant, 2021). 

A variety of participants contended that the preferred future would need stable internet 

connections and access to devices and technologies that could support future learning 

opportunities. One participant expressed, "not every kid has a laptop or internet at home, 
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especially here on the islands, like we don't have awesome internet everywhere" (Interview 

participant, 2021). One participant commented, "they need to make sure that the internet is 

stable, so money invested in that" (Interview participant, 2021), and another offered, "you have 

the digital divide, the haves and the have nots, like who has the money to pay for the low-speed 

internet versus high-speed internet and that puts the kids at a disadvantage, so we need more 

access to technology" (Focus group participant, 2021). 

Emergent Themes 

This case study has provided insights into the current perceptions and aspirations of some 

school community members concerning education delivery in SD64. Patterns and themes that 

emerged across data collection methods were analyzed across all data sources and then 

integrated and collapsed into the three primary themes which are introduced and discussed in the 

following chapter.  

Chapter Five: Discussion and Recommendations 

This chapter discusses the major findings of this study and examines the themes that 

emerged through this investigation. Further, the findings are discussed in relation to the literature 

reviewed for this research.  

This case study is entitled Strengths and superpowers: Revolutionary experiences of 

School District 64 during the COVID-19 pivot. The aim was to be visionary, and incorporate the 

core AI principles, particularly the foundational principle of positivity on which all AI processes 

are built (i.e., Cockell & McArthur-Blair, 2012; Kelm, 2014). This study uncovered themes that 

could be used by district leaders to understand the needs and desires of school community 

members in the district, and they are presented in this chapter followed by recommendations for 

the district leaders to consider.   
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Identified Themes 

The three central themes identified were: (1) reciprocal learning, (2) adoption of 

technology, and (3) re-imagining the curriculum.  

Theme One: Reciprocal Learning 

The emergent theme of reciprocal learning surfaced across all data sets, as participants 

expressed the desire to learn from and with one another across subjects, grade levels, ages, and 

roles. Within the theme of reciprocal learning there were three main sub-themes: (1) 

Communities of Practice (CoP), (2) learning together: parental involvement, and (3) learning 

together: students and the community. 

Communities of Practice 

The COVID-19 pivot resulted in the disruption of regular teaching practices in SD64. 

Teachers, who are generally accustomed to planning and delivering lessons, activities, and 

assessments in isolation from one another to facilitate learning in their specific context, suddenly 

found themselves respectively presented with similar problems for sustaining learning, 

regardless of the grade level. This mutually problematic scenario resulted in teachers consulting 

one another to share knowledge, banding together across contexts to problem-solve and maintain 

learning continuance; "I just suddenly needed to know how I was going to approach it, like, what 

is everyone else doing? How are we going to do this!" (Focus group participant, 2021). 

Furthermore, one participant recalled, "I reached out to another teacher after about a month of 

being remote, and after venting for a few minutes, we traded stories about what was working and 

what was not" (Survey respondent, 2021). Similar scenarios in which teachers had reciprocated 

knowledge and supported each other were evidenced in all data sets. 

Numerous teachers in SD64 relied on technology-enhanced practices to sustain learning 
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and these teachers, respectively, had various skills and attitudes for using technology to support 

their pedagogical approaches. Almost a third of the teachers surveyed indicated they disagreed 

with or were unsure that they could select technologies to use that enhanced what they taught, 

how they taught, and what students learned. Long before the pivot, Hew and Brush (2007) 

contended that skills, knowledge, attitudes, and beliefs could impede technology use, and 

scholars confirmed this postulation during the COVID-19 pivot (Ames et al., 2020; Daley et al., 

2020; Etchells et al., 2020). The sudden need for SD64 teachers to support one another with 

technology use was not an anomaly as various scholars had postulated that the unceremonious 

pivot during the spring school closures intensified the disparity in teacher skills and readiness 

(Butcher, 2020; Foulger et al., 2020; Hamilton et al., 2020; Trust & Whalen, 2020; Ute, 2020). 

The prevalence of these shared experiences and the commonly expressed desire of teachers to 

learn from and with each other resulted in the first identified theme: Communities of Practice 

(CoP). 

Lave and Wenger (1991) conceptualized the socially situated CoP learning model in 

which groups of people collectively learn from and with each other about common interests or 

passions through regular interactions. The authors argued that this phenomenon occurs in 

multiple contexts where people with mutual interests and with varying levels of knowledge 

intermingle and benefit from each other's expertise. Teachers in this study often indicated 

learning from and with one another, or a desire to learn from and with one another which 

indicated a desire to create CoP, and the possibility of loosely organized CoPs emerging 

throughout the district. As one participant expressed, "I really learned a lot from my colleagues; 

it was amazing how learning about what other teachers were doing helped me get focussed" 

(Interview participant, 2021).  
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The theoretical framework that supported this study was constructivism; the 

constructivist paradigm is relevant in this research as it investigated individual school 

community members' experiences (Piaget, 1952). These experiences can impact the way 

participants create meaning, and meaning might be further formed through interactions with 

other school community members sharing their experiences (Bruner, 1977; Vygotsky as cited in 

Cole et al., 1978). For example, teachers might have been influenced about future tech adoption 

to support teaching practices based on the experiences they had using technologies during the 

pivot. These experiences might be further influenced by interactions with other teachers sharing 

their experiences. Teachers’ experiences are provided as an example; nevertheless, all roles in 

the school community will have had uniquely constructed experiences during the pivot.   

Parental Involvement in Learning 

During the COVID-19 pivot, SD64 was not unlike other overwhelmed School Districts 

worldwide as parents were suddenly enlisted into becoming co-facilitators of their children's 

learning (Baker, 2020; Hamilton et al., 2020; Schwartz, 2020). Pre-pandemic parents of BC 

students in K-12 had responsibilities and duties outlined in the BC School Act (2021), including 

being informed of their children's attendance, behaviour, and progress, the right to volunteer, and 

to be a part of a Parent Advisory Council (British Columbia School Act, section 7, 2021, para. 

1). Parental Advisory Councils (PACs) have historically supported parental involvement in the 

province. The BC Confederation of Parent Advisory Councils (BCCPAC) stated that the School 

Act “gives parents the right, through Parent Advisory Councils (PACs), to provide feedback in 

their school. PAC is the officially recognized collective voice of parents of their school” (para. 

1). Regardless of the previously expected parental participation, the pivot was unprecedented, 

and parents were suddenly enlisted into a new level of involvement in their children’s learning. 
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One participant shared, "I became a homeschool teacher, I guess, and some days I felt like I was 

winning, and many days felt I was not good" (Interview participant, 2021). In many cases, 

parents who were suddenly juggling this co-facilitator role appealed for the need to share 

knowledge; one participant stated, "I was like, how am I supposed to know how to help him 

learn if I don't even use a computer? The first thing I did was phone another mother I know and 

ask, how the heck are you doing this?" (Interview participant, 2021), and another affirmed "I'm a 

parent, and I like to think I am a good one, but teacher-parent? not on my resume; I did the best I 

could of course, but not without help from my mommy Facebook group" (Survey respondent, 

2021). 

Some parents in this study relied on the guidance of teachers to lead them through those 

challenging times, with varying levels of support and resources reported. One participant 

compared the experiences of two children in different grade levels, "I have two boys, one in 

grade two and one in grade five, the teachers were day and night, for being available, helpful, 

and patient – unfortunately, for my older son it felt like we were imposing if we had to ask a 

question" (Survey respondent, 2021), and another participant recalled, "The teachers researched 

and gave us links to websites that we could use to further our kids' learning at home as backup 

'teachers'," (Survey respondent, 2021). Further, a participant who felt a lack of support stated, 

"They should have a conference with parents to teach them how to do the worksheet before 

expecting them to do it with the child blindly" (Survey respondent, 2021), and a participant who 

expressed gratitude for the support from the teachers stated, "I was so thankful for the teachers 

always providing clear instructions about what we were doing" (Interview participant, 2021). 

The inconsistent supports and resources that were available for parents in SD64 were in line with 

the similarly erratic experiences documented by parents who supported learning in multiple 
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contexts during the pivot (Baker, 2020; Schwartz, 2020; Trust & Whalen, 2020; Ute, 2020). 

Regardless of whether support and resources were coming from fellow parents or the 

teachers, across data sets nearly half of the parents interviewed, (48%), recalled how becoming 

more involved in their children's learning was a positive side effect of the COVID-19 pivot, and 

how post-COVID they would like to be more involved. One participant shared, "now I have had 

a chance to witness the classes in action, I am in awe of his teachers, and it makes me wish I 

could sit in the classroom some days" (Interview participant, 2021). Another participant stated, 

"sign me up. I think we should all go to school with our kids; I have learned so much with my 

kids this year, certainly, more than other years" (Interview participant, 2021). Further, a 

participant declared, "when things are back to normal, I hope to stay more involved with what 

they are learning, so I keep learning" (Interview participant, 2021). Parents' willingness to be 

more involved with their children's learning may be a positive transformation, though not all 

parents in SD64 were surveyed or interviewed and may not have shared this desire. 

Peer Learning 

This study involved 67 participants from various targeted roles including students. The 

sample size for this study was less than ideal, and student involvement was limited to those who 

had reached the age of 18. Therefore, three students over 18 participated in the online research 

survey. Of the three who participated, two indicated the power of learning from and with other 

students. These reciprocal learning arrangements may have been born of a need for digitally-

mediated support, which may not have always been provided by teachers. As one participant 

stated, "technology was useful if our teachers knew how to use it, they usually didn't though, and 

the students would help each other before asking our teachers" (Survey respondent, 2021). 

Without peer learning  support, students may not have been able to engage in some tech-
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enhanced activities "I didn't really get what we were supposed to be doing in our groups, I texted 

my friend who was in another group to see if she knew what we were doing and she explained it 

to me, the breakout rooms would have been great if we had of have more instructions, luckily, I 

had help from my friend" (Survey respondent, 2021). Although only two statements from 

students in the survey referred to learning from one another, several teacher participants noted 

the potential benefit of students learning together across topics and grades, more collaboratively 

and in connection with the community.  

Ames et al. (2020) considered the social nature of learning and the critical role of peer 

interaction and feedback in the learning process (p. 3). Moreover, Vygotsky (as cited in Cole et 

al., 1978) contended that peers supported one another to learn within their zone of proximal 

development and helped each other to understand concepts and complete tasks which they would 

not be able to accomplish autonomously. One participant in the mini-focus group session 

considered the power of students learning from one another: 

it kind of reminds me of that question of where does school start? you know, does it start 

when you're learning in the math class or does it actually start when you arrive on the 

school grounds, you know, and there's children there, and you're talking to each other, 

and they're playing, and they're solving problems together (Focus group participant, 

2021). 

Additionally, a participant identified the need for 

a community of learning, where they can engage in projects and things like that together, 

learn from each other. Before COVID, my anatomy and physiology class did as their 

final assessment, like, a science fair, they would choose whatever interested them in the 

course, and then they would put together, like a deeper understanding of it, and presented 
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it to the elementary kids; so, the older students were teaching the younger kids how to do 

it" (Focus group participant, 2021) 

The perceived benefits of peer learning in this study may warrant further exploration of 

reciprocal learning opportunities for students in SD64. Empirically, Vygotsky (as cited in Cole et 

al., 1978) emphasized the social aspect of learning and coined the phrase, zone of proximal 

learning, in which students are challenged beyond their level by working with more 

knowledgeable peers. Additionally, the value of peer learning has been further supported by 

recent studies which found that students did mutually learn from their peers when provided with 

opportunities to interact with one another during the COVID pivot (Ames et al., 2020; Bozkurt et 

al., 2020; Zhou et al., 2020). The substantiated benefits of peer learning coupled with the desire 

of participants to see peer learning opportunities supported in the district were noteworthy. It 

might also be meaningful to reiterate the findings of various scholars who included larger 

regional and global communities, such as parents and external experts when encouraging, 

implementing, and supporting learning communities of specific models like CoP (Brill as cited in 

Orey, 2010; Siemens, 2005; Trust & Horrocks, 2017).  

Theme Two: The Adoption of Technology 

The findings in this section resulted from analyzing all data collected concerning the use 

of technology during remote learning.  

The survey data was analyzed using two technology integration models which provided a 

context for understanding the constructed perceptions of school community members 

technology-enhanced experiences during remote learning. The first model used, namely, the 

Technology Acceptance Model (TAM) framework examined the perceived ease of use and 

perceived usefulness of technologies by all participants (Davis, 1989; Davis, 2018; Sharma & 
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Pal, 2020). The second model used, namely, the TPACK framework examined the combined 

pedagogical, technological, and content knowledge of the teachers surveyed (Stavros & Hinrichs, 

2011). Within the theme of the adoption of technology there were three main sub-themes: (1) 

technology to support pedagogy, (2) technology affordances, and, (3) technology skills and 

competencies.  

Technology to Support Pedagogy 

The sudden shift to remote learning had SD64 teachers profoundly considering how 

technology could support pedagogy. Seventy-seven (77%) of teachers surveyed agreed or 

strongly agreed that the COVID-19 pivot caused them to think more deeply about how 

technology could influence their teaching approaches. Although this shift in thinking about tech-

enhanced practices may be an essential step toward thoughtful integration, there are peripheral 

considerations for moving from thought to action, including access, skills, literacies, attitudes, 

supports, and resources (Bozkurt et al., 2020; Hamilton et al., 2020; Selwyn & Facer, 2010; Ute, 

2020). Further confirming the sub-theme of CoP, participants expressed a strong desire to 

connect with colleagues to learn, specifically, about tech-enhanced practices; as one survey 

respondent noted, technology is "only as useful as the person on the other end". (Interview 

participant 2021). 

The well-documented gap in teacher preparation to effectively integrate technology to 

support pedagogy (Butcher, 2020; Foulger et al., 2020; Hamilton et al., 2020; Trust & Whalen, 

2020; Ute, 2020) was echoed by participants in this study, such as, one respondent who 

confessed: "I wanted to use more technology, but I not only have limited skill but also was not 

sure how to use it for my activities" (Survey respondent, 2021). One of the barriers for teachers 

wanting to learn about technology noted across all data sources was the lack of time needed to 
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learn, as one participant remarked, "I had some offers of help from other teachers [with 

technologies] though I never did find the time to explore how I could use them" (Survey 

respondent, 2021), while another participant commented, "who had the time to learn about new 

software?" (Focus group participant, 2021). Even when teachers returned to school physically, 

time limitations may have continued to be an issue, as one participant declared: 

I felt limited in accessing other technologies because of working from home in isolation 

from my colleagues. Even during May-June 2020, when working from the school, I was 

seeking more collaboration regarding technologies used by my colleagues, but everyone 

felt very short of time" (Survey respondent, 2021). 

Some teachers in this study noted that they had the skills and found the time for the 

application of tech-enhanced practices during the pivot, as respondents reported using 

technology to "provide lessons in digital formats" (Survey respondent, 2021), "engage my 

students with a variety of resources and appeal to a variety of learning styles" (Survey 

respondent, 2021), to "facilitate learning, to make learning accessible, to differentiate learning" 

(Survey respondent, 2021), and, "to not have bored kids!" (Focus group participant, 2021). 

Most participants surveyed, including teachers, parents, students, administrators, and 

staff, found value in these innovations as nearly 90% of respondents indicated that they found 

various technologies to be useful during the pivot. Many technologies were deemed useful, with 

survey respondents identifying over 20 technologies that effectively supported remote learning. 

The top three technologies that survey respondents identified as the most useful, in order of 

preference, were Google’s educational suite, Zoom, and Microsoft’s suite; and a mixture of other 

technologies were additionally acknowledged (see Appendix, Table 4).  

Several survey and interview participants conveyed dissatisfaction with particular 
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platforms and software and shared various experiences, including, "Microsoft was not intuitive 

and when I attempted to use it I had very poor results" (Survey respondent, 2021), and "Some 

sites/apps were a bit glitchy" (Survey respondent, 2021), further, "as a parent who is new to 

technology, the teacher used far too many, they should have just stuck with what we knew" 

(Interview participant, 2021), and finally, "Teams is finicky and less user friendly, especially for 

people outside of our organization" (Interview participant, 2021). 

The built-in features of the various technologies were often the subject of comment 

across the data and emerged as a possible indicator for perceived usefulness with statements such 

as "the whiteboard feature in Zoom proved to be a great collaboration tool" (Survey respondent, 

2021), and, "breakout rooms were the best for small group discussions" (Survey respondent, 

2021), and lastly, one participant, possibly tongue and cheek, noted that the most outstanding 

feature was, "the mute button" (Focus group participant, 2021). 

The unique experiences of participants' technology usage communicated in this study 

were diverse and complex. The analysis of these diverse experiences was grounded in the 

constructivist belief that these individual experiences and subsequent reflections created personal 

understandings. The TAM and TPACK frameworks, respectively, provided a structured means 

of interpreting these unique understandings, which allowed investigation as to whether 

technologies were often perceived favourably or unfavourably, and to examine the ability of 

SD64 teachers to combine the technology, pedagogy, and content knowledge needed to 

effectively integrate technology to support learning. Davis (1989; 2018) argued that the 

perception of difficulty level concerning the use of technology directly impacted the adoption of 

those technologies. The district decision-makers should be aware of the relationship between the 

perceived usefulness and ease of use of the technologies they support and optimize the use of 
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these technologies by the school community.  

Technology Affordances 

Survey participants were asked to list the technology they had found to be the most 

useful. The term useful was not defined for the participants, therefore, their responses were 

subjective based on their understanding of the term. Nevertheless, these perceptions were 

investigated to explore the likelihood of future technology adoption (Davis, 1989). Twenty-eight 

respondents identified conferencing tools being the most useful, including in order of popularity 

as seen in Figure 5, Google Meet, Zoom, and Microsoft Teams. Besides the large number of 

respondents choosing a conferencing tool as the technology that they found to be the most useful, 

over 90% of the survey respondents observed conferencing tools to be useful during remote 

learning. 

Numerous participants shared that they had used conferencing tools extensively during 

this time for maintaining various forms of communication, such as small and large group 

discussions and one-on-one meetings, solidifying the findings of scholars who deemed them a 

solution for sustaining communication (Bailey, 2020; Basilaia & Kvavadze, 2020; Daley et al., 

2020; Peterson et al., 2020). Conferencing tools were not the only option to maintain 

communication during this time with participants deploying other communication methods 

successfully, either in conjunction with or independent of said conferencing tools, such as email, 

telephone, asynchronous discussion forums, and though polling software like Survey Monkey. 

Conferencing tools reportedly afforded more than a communication method when 

effectively employed as a tool to facilitate engagement. Various research participants offered 

their experiences, including one participant who noted: 

I was able to have a class meeting every day which was great for the morale of the 
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students. I was able to conference individually with each student to support their learning. 

Essentially built a sense of community and connection at a time it was sorely needed" 

(Focus group participant, 2021) 

Another participant stated, "one of the most powerful tools in learning is the social 

interactions among all participants, and the conferencing tools provided that opportunity" 

(Survey respondent, 2021). These experiences aligned to numerous studies worldwide which 

found conferencing tools effective in supporting learner engagement and building community 

(Bailey, 2020; Basilaia & Kvavadze, 2020, Daley et al., 2020; Peterson et al., 2020). 

Some respondents, however, indicated that conferencing tools might not have been 

effective across all grades as teachers had to tailor their instructional strategies to support and 

engage learners. One participant commented, "A kindergartner doesn't have the focus to sit still 

and watch talking heads for very long" (Survey respondent, 2021), and another shared "How can 

anyone expect an eight-year old to sit perfectly fixed in front of a screen for hours? um, like, 

good luck with that" (Interview participant, 2021). These declarations are consistent with 

Etchells et al. (2020) who found that keeping students in lower grades focussed and on task to be 

challenging and questioned whether synchronic teaching methods were appropriate for younger 

learners. These statements and supporting research indicate that further research is needed 

concerning the use of conferencing tools with students in lower grades, and pedagogy practice 

guidelines for effectively implementing synchronous learning for younger learners.     

Additionally, some participants noted that conferencing sessions were useful, but only 

when students attended the sessions, with one participant observing, "The Zoom meetings I had 

with students were effective, but only for the students in attendance" (Interview participant, 

2021). Although not all students had attended these real-time opportunities, it may not have been 
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by choice. Various scholars maintained that the digital divide and issues of social justice were 

intensified during the pandemic and the pivot may have excluded some students from attending 

classes entirely (Bozkurt et al., 2020; Butcher, 2020; Hamilton et al., 2020; Ute, 2020). Even if 

students attended regularly, some teachers noticed that not all students shared their cameras 

making it seem like they were "talking into a void at times" (Survey respondent, 2021). This lack 

of camera sharing may have also been involuntary, as one participant observed, "conferencing 

tools are great if you have a webcam and microphone and Wi-Fi, but not all kids in our district 

are that fortunate" (Survey respondent, 2021). This echoed the findings of several scholars who 

discovered that these platforms, even pre-pandemic, created barriers and inadvertent privileges 

for some students (Ames et al., 2020; Chen, 2015; Etchells et al., 2020; Francom., 2020). This 

exclusion matters as all students require access to these learning opportunities to maximize their 

development. UNESCO (2002) reported that globally these access and equity barriers inhibited 

the ability of many student groups to reach their full learning potential and the capacity to 

integrate and contribute to society effectively. Participants in this study were largely aware of 

these issues and often turned to low-cost or free technologies to mitigate these issues. 

A variety of respondents reflected on the number of new technologies that were provided, 

often at low or no cost for teachers. One participant noted "there were lots of apps available for 

very low cost, I took advantage of that" (Survey respondent, 2021), and a participant offered "I 

couldn't have done what I did without accessing the full range of technologies" (Survey 

respondent, 2021). Having an array of technologies available may have been good news for the 

77% of teachers surveyed who agreed or strongly agreed that they knew about technologies they 

could use to enhance teaching approaches. However, the honeymoon period for access to low-

cost or free technologies did not last, with one participant lamenting: 
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during the spring, many publishing houses or digital platforms were offered at no costs to 

teachers. It opened up a world of possibilities for educators to teach remotely. Since then, 

companies have returned to charging for these digital platforms and apps, so they have 

become less accessible" (Survey respondent, 2021). 

Even though the availability of various technologies was abundant, respondents 

expressed concerns about all students' ability to access these tools and spaces on their distinctive 

devices. As one staff member noted "It was sometimes difficult to reach students or parents 

using Google because different people had different software" (Survey respondent, 2021), and 

another participant offered, "technology functions differently on the phone compared to a 

computer" (Survey respondent, 2021), and finally, one participant shared, "my laptop is so old it 

didn't always work with what we were using" (Survey respondent, 2021). Other participants 

noted the trials of sharing devices between family members. One participant stated, "We only 

have one computer in a house of three [two kids one parent], so it wasn't easy…but when 

available, useful" (Focus group participant, 2021), and another said, "it works great when the 

kids aren't fighting over whose turn it is to use it!" (Interview participant, 2021). Although these 

challenges were notably revealed in this study, frequently, comments concerning access issues 

were directly related to socio-economic concerns: 

It was not equitable in terms of attempting to teach a class – many colleagues used 

conferencing software to teach synchronous lessons. This excluded students without 

appropriate technology or Wi-Fi access: access was not equitable. Students who came 

from higher income backgrounds with more involvement from parents or guardians 

tended to continue to do fine. Students from a lower-income background with less 

involvement from parents suffered. In short: the gap between high and low achieving 
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students widened as a result of technology requirements" (Survey respondent, 2021) 

Others noted similar issues, such as, "It was great for some students but not the most 

vulnerable" (Survey respondent, 2021), and, "If you can afford to connect and surf alongside the 

rest, you will do fine; if you don't have Wi-Fi or own a device you will drown" (Survey 

respondent, 2021), and finally, "access to technology is a luxury that not all my students can 

afford" (Interview participant, 2021). Comparable reflections were noted across all data sets in 

this study and support the numerous studies that exposed these issues before and during the 

pandemic (Bennett, 2020; Chen; 2015; Hew & Brush, 2020), and which were found to be 

amplified during the pivot (Blomgren, 2017; Bozkurt, 2020; Daley et al., 2020; Hamilton et al., 

2020). The potential marginalization of some learners observed in SD64, whether inadvertent or 

not, was notable. Without access to the very technologies intended to unite and connect students, 

the opposite effect may occur, and groups of students may end up on the margins of education. 

Even if these students have the needed skills to effectively utilize these technologies, tools, and 

platforms, lack of access may exclude them from maintaining or building on those skills. 

Teachers and administrators must keep this in mind when embracing perceived new technology 

solutions (Cormier, 2017; Davis, 2018; Molnar & Cavanagh, 2014). 

Technology Skills and Competencies 

Across all data sets, the skills and competencies required to access, implement, or use 

technology were a topic of interest for study participants. Over 60% of those surveyed were 

confident that they had the technical skills needed to use technology, but more than 20% were 

not confident in their abilities to use technology. Several teachers conveyed challenges with 

using technology to support teaching with one teacher's self-assessment being, "How effective 

was I as a facilitator with this brand new technology? I'd say 5/10" (Survey respondent, 2021), 
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another respondent asked, "Can I just retire now? It’s hard for an old dog to learn new tech" 

(Survey respondent, 2021), and further, a respondent who commented, "ok, so I can teach in a 

classroom, but asking me to do it remotely was like asking me to suddenly speak a new 

language" (Survey respondent, 2021). Experiences shared in this study corresponded to 

numerous findings concerning a lack of teachers' digital literacies and skills (Bennett, 2017; 

Chen, 2015; Hew & Brush, 2017; Trust & Whalen, 2020). It is imperative that the teachers in 

SD64 possess and continue to develop these skills and knowledge. Teachers lacking these skills 

are a barrier to implementing technologies to support tech-enhanced learning experiences. 

Even when teachers in this study felt that they had the skills to use the available 

technologies to support their activities and assessments, they frequently made comments and 

raised concerns about the ability of parents to navigate these tools and spaces. One participant 

noted, "technology uptake is relatively low among parents in the community" (Survey 

respondent, 2021). Another observed, "not all the parents know how to use technology" (Survey 

respondent, 2021), and a participant who offered, "I still use a flip phone, like no I can't help my 

kids, sorry" (Survey respondent, 2021). Parental skills matter, as those with younger children 

may have to assist with learning using these technologies and they will have various skills and 

attitudes which will directly impact students learning potential individually (Baker, 2020; Trust 

& Whalen, 2020; Schwartz, 2020). 

Participants in this study were often optimistic about their ability to learn and use 

technology to support learning, and there was an expressed desire across data sets to learn more 

about these technologies. There was a desire of teachers, specifically, in learning and growing in 

their tech-enhanced practice, with participants commenting, "I wish my school had of provided 

more opportunities to learn the technology" (Survey respondent, 2021), and "I may have 
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understood face-to-face [teaching], but I have not conquered this online teaching thing" 

(Interview participant, 2021). Based on these findings, there is a clear need for technological 

skill development opportunities for teachers and parents to optimize future learning experiences. 

Theme Three: Reimagining the Curriculum 

School District 64 was amid reconfiguration when the pandemic hit. The district 

decision-makers were already interested in ways to "organize learning and district resources to 

best serve our students" (SD64, 2020b, para.3). K-12 districts and organizations worldwide had 

considered the delivery of education and how the K-12 curriculum could be reimagined for the 

immediate and distant future across the globe (Blagg, 2020; Hamilton et al., 2020; Huang et al., 

2020). The pivot may have provided a catalytic opportunity for leaders and curriculum designers. 

Bozkurt et al. (2020) contended that the pandemic unintentionally resulted in the progression of 

inclusive policies, reduced curriculums, the design of flexible assessments and evaluations 

through a mixture of synchronous and asynchronous activities, "think of Covid-19 as a large-

scale system-wide 'reasonable adjustment' for the mass of students undertaking to learn remotely 

and under duress" (p. 5). These policy and curriculum advancements correspond with the BC 

Ministry of Education's (2020) vision for inclusive and responsive learning environments. 

Guided by the provincial government's core mandate, the BC Ministry of Education (2018) 

emphasized in their healthy and effective learning environment principle in the policy for student 

success: 

we will foster inclusive learning environments where all students feel that they are safe 

and belong – physically and emotionally –and where all students are inspired to explore 

their personal strengths and interests. To offer healthy learning environments where 

students, families, and educators can focus on supporting students achieve their learning 
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outcomes, we will continue to enhance the construction of modern learning 

environments, enable flexible and virtual learning delivery, and enhance our efforts on 

physical literacy and best practices on nutrition" (p. 3) 

The pivot opened the door for substantial changes that can support more equitable access 

and outcomes for all students and new considerations for innovative ways of organizing future 

learning opportunities that might not have been previously envisioned. Staker et al. (2020) 

predicted the transformational possibilities that online learning may drive. Harnessing the 

momentum of the pivot's curricular fluidity may serve as a catalyst for the evolution of education 

delivery in SD64. 

Within the theme of reciprocal learning there were two main sub-themes: (1) instructional 

design and personalized learning, and (2) embracing a pedagogy of care. 

Instructional Design and Personalized Learning 

Researchers had widely hypothesized that educational contexts worldwide, from 

kindergarten to post-secondary, were evolving towards more flexible, personalized, and 

innovative delivery modes (Bates, 2020; Blagg, 2020; Hamilton et al., 2020, Staker et al., 2020). 

The Swedish Minister of Education considered the COVID-19 pivot an incentive for change and 

provided the following suggestion for educators: 

Be proud of what has been developed and achieved during this crisis. Learn from both 

positive and negative experiences. Cultivate and develop what worked well based on 

experiences during this period. Continue to be agile, flexible, and innovative" (2020, as 

cited in Bozkurt et al., 2020).  

Participants in this study recalled those experiences and often acknowledged that 

experimenting with course level flexibility during COVID tested the waters for more 
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unconventional approaches in the future. One participant reflected, "really considering what 

could be asynchronous opened up more possibilities, really, like some students were doing better 

with this model" (Survey respondent, 2021), and another participant commented, "my students 

seemed to really like having self-paced schedules, and I felt like they engaged with the material 

more for some reason" (Interview participant, 2021). Further, a participant noted that remote 

learning resulted in "being able to personalize learning for each student without the barriers that 

come from students comparing themselves with others" (Survey respondent, 2021). Many 

students not only liked the flexibility during remote learning, but they also performed better 

when presented with unconventional learning opportunities, one-on-one feedback, and coaching 

opportunities. One administrator recalled: 

When we were still in stage four [planned stages for returning to BC public schools 

outlined by public health to limit contact and exposure to the COVID-19 virus], we had 

some students who would come one to one here when the teaching staff came back in and 

worked outside with the student six feet apart, just one to one and, and that was really 

engaging and really powerful and some of the students actually excelled more in that time 

period, then in the regular classroom. We found that they were opening up a little bit 

more. We were able to really dig in and say, okay, let's work on our reading skill in this 

area, and we would just do one to one quick zooms (Interview participant, 2021) 

Teachers in this research study frequently touted the pedagogical benefits of delivering 

materials and assessments asynchronously and in multiple formats. One participant revealed, 

"there was freedom for my kids in [grade 10] to demonstrate their learning in different ways, and 

I tried to be as asynchronous as possible, and the feedback was overwhelmingly positive" 

(Survey respondent, 2021), and further to that point, another participant offered, "asynchronous 



DISTRICT SIXTY-FOUR DURING THE COVID-19 PIVOT 97 

online classroom content. It allowed students of different backgrounds to access the materials in 

an equitable manner" (Survey respondent, 2021), and finally, a participant questioned, "I 

thought, why does everything have to be synchronous? Wouldn't it be better for the students if 

they could work at their own speed?" (Interview participant, 2021). These adapted instructional 

approaches adopted during the COVID-19 pivot benefitted teachers and students of SD64 in 

revisiting their beliefs and assumptions about learning and school, which supported studies that 

emphasized the importance of pedagogy informing instructional approaches in online spaces 

(Ames et al., 2020; Bates, 2020; Blomgren., 2017; Trust & Whalen, 2020). 

All teachers surveyed in this study agreed that they could assess student learning in 

multiple ways, and over three-quarters of those surveyed indicated thinking critically about how 

technology could support their pedagogical approaches since the pivot. Based on the data, 

teachers are open to explore alternate ways of assessing learning, providing feedback, innovative 

methods of delivery, and tech-enhanced pedagogical approaches. The contemplation of SD64 

teachers about the benefits of flexible learning opportunities is in concurrence with Bozkurt et al. 

(2020), who argued that in Canadian K-12 contexts post-COVID, "we must look toward 

prioritizing personalizing modality to the preferences of the learner" (p. 91), and various recent 

scholars who have contended that flexible, personalized learning is becoming an educational 

movement (Bates, 2020; Brown et al., 2020; McCarthy et al., 2020; Starcher & Otto, 2020).  

Embracing A Pedagogy of Care 

The mental and physical health of students has long been associated with impacting their 

ability to learn (Brown et al., 2020; Orey, 2010; Waters & White, 2015), and the mental and 

physical well-being of students during the pandemic was prioritized. Bozkurt et al. (2020) found 

that overall, in Canadian K-12 contexts, mental health, food relief programs, access to 
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technology, and holistic, empathetic approaches were prioritized to support the needs of diverse 

learners. SD64 was no exception, as teachers, parents, staff, and administrators expressed their 

desire for the holistic wellness of the districts' students.  

Several teachers interviewed expressed concern for their student's well-being during 

remote learning and beyond and noted the importance of embracing a pedagogy of care, as one 

participant stated, "I realized that to support learning, I would have first to support healthy 

minds," and another participant who reflected, "we really need to make a systemic change, where 

we prioritize the health and wellness of our students" (Focus group participant, 2021). Mental 

wellness and overall happiness were continually shared as an aspect of the preferred future 

envisioned by the mini-focus group and one-on-one interview participants. Considering the 

various scholars who had hypothesized the need for compassionate pedagogies before the 

pandemic, it may come as no surprise that teachers in this District identified this need and 

expressed a desire to incorporate pedagogies of care in the future (Crutcher as cited in Simonson 

et al., 2020; Miller, 2021; Velasquez, 2013; Veletsianos, 2016). The participant’s experiences in 

this study and the supporting works indicating a need for caring pedagogies align with Crichton 

& Kinsel (2021), who found there was a need to prioritize wellness, ergonomics, and well-being 

of all members in the school community (p. 7).  

The COVID-19 pivot added unprecedented complexity to education delivery. Staker et 

al. (2020) predicted that harnessing the momentum of the pivot may catalyze the evolution of 

education delivery. By examining the experiences of key school community members in SD64 

during this time, three central themes emerged that could provide leaders with a structure to 

frame their focus for future decision-making.  

The following chapter offers SD64 leaders some considerations that have been informed 
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through this study's literature review and findings   

Chapter Six: Recommendations 

This chapter presents four recommendations for SD64 decision-makers to consider 

moving forward. The four recommendations within this section emerged from this case study's 

findings. In addition, each recommendation contains suggested strategies and approaches for 

SD64 to implement, should they chose to adopt them in their ongoing efforts to re-configure the 

delivery of education in the district. Additionally, the SD64 decision-makers might benefit from 

examining the pragmatic strategies offered by Barbour et al. (2020) and consider a proactive 

approach rather than waiting for disruption to occur. Table 5 in the Appendix offers some 

suggested strategies from Barbour et al. and these suggestions align with many of the 

recommendations presented in this chapter.  

Notably, during the COVID-19 pivot, SD64 worked closely with the BC Ministry of 

Education to provide equal education access, resources, and critical support such as meals (BC 

Ministry of Education, 2020). This coordinated and collaborative response may have uncovered 

an untapped opportunity for SD64 and other BC School Districts to explore. For example, 

providing essential access to public education in Canadian K-12 contexts might now be a more 

substantial possibility by developing these crisis partnerships. After all, the COVID-19 pivot 

exposed the lack of preparedness and the overt gap in access for many learners worldwide, and 

BC School Districts were no exception. With looming natural disasters, pandemics, and 

progressive models of working and learning from home predicted in the future, SD64 decision-

makers might strongly consider advocating for provincial and federal partnerships to support the 

recommendations provided in this section. Established partnerships could result in cohesive 

strategic responses to these events, including access to education and supports for all K-12 
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learners in BC. 

Recommendation 1: Support and Sustain Communities of Practice   

Teachers in this study indicated needing time and space to develop skills and learn from 

and with one another. Moreover, teachers expressed needing supports and resources for this 

peer-enhanced skill development. The teachers within SD64 encompass the foundational 

characteristics needed to launch an effective CoP that can satisfy the apparent desire of this 

group to learn from and with one another and connect across multiple grades and regions to 

enhance their knowledge and skills. Cambridge et al. (2005) provided a step-by-step guide for 

designing and cultivating a CoP that SD64 leadership could use as a starting point for achieving 

this goal. Within the guide, six steps are outlined to focus on the creation and sustentation of 

CoP, including: (1) inquire, (2) design, (3) prototype, (4) launch, (5) grow, and (6) sustain (p. 2). 

The steps outlined by Cambridge et al. (2005) have been adapted and are included as 

considerations in this section for SD64's context and are further informed by Rogers (2003) 

theory of diffusion and underpinned by AI principles to support realizing the preferred future 

(Whitney & Cooperrider, 2000): 

1. Identify the audience, purpose, goals, and vision for the community. This could be 

achieved through an Appreciative Inquiry process to focus the inquiry, generate 

dialogue, and co-create the preferred future.  

2. Define the activities, technologies, group processes, and roles that will support the 

community's goals. During this step SD64 could identify the champions in the 

organization who can support these aspects. 

3. Pilot the community with a select group of key stakeholders to gain commitment, test 

assumptions, refine the strategy, and establish a success story. SD64 can launch the 
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community by asking the champions identified in step two to be pilot community 

members.  

4. Launch the community to a broader audience over a period of time in way that 

engage new members and deliver immediate benefits. SD64 may wish to launch the 

community and diffuse over a year. This would provide adequate time to engage any 

new teachers, staff, and administrators and support existing community members 

through scheduled touchpoints. 

5. Grow and engage members in collaborative learning and knowledge sharing 

activities, group projects, and networking events that meet individual, group, and 

organizational goals while creating an increasing cycle of participation and 

contribution.  

6. Sustain the momentum and cultivate and assess the learning, knowledge, and 

products created by the community to inform new strategies, goals, activities, roles, 

technologies, and business models for the future.  

The above steps were constructed to maintain the integrity of the seminal steps outlined 

by Cambridge et al. (2005) and are framed by supporting theories to optimize the success of CoP 

in the district; nevertheless, there are challenges in creating and sustaining CoP that leadership 

must be aware of. 

When aspiring to cultivate CoP in SD64, there will be challenges that cannot be ignored 

by SD64 leadership, including the region's unique configuration and geography. The respective 

schools in this district are on various islands that the Salish Sea separates, and this may warrant 

the consideration of virtual CoP models. Donaldson (2020) argued that the digitally enhanced 

CoP model might be appropriate for abrupt transitions and for utilizing in non-traditional 
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contexts using "both synchronous and asynchronous communications technologies" (p. 241), and 

Bates (2014) emphasized the effectiveness of CoP in digital spaces: 

in an increasingly volatile, uncertain, complex, and ambiguous world, and given the 

openness of the Internet, the social media tools now available, and the need for sharing of 

knowledge on a global scale, virtual communities of practice will become even more 

common and important. Smart educators and trainers will look to see how they can 

harness the strength of this design model, particularly for lifelong learning (para. 20) 

There may be existing CoP within SD64 or historical CoP's that the researcher was not 

aware of or that had not been formalized for various reasons that could be invigorated through 

support from leadership. There are CoP for K-12 teachers, administrators, and staff that are 

emerging and already in existence on a variety of topics, including, wellbeing (K-12 Staff 

Wellbeing Network, 2021), place-based and experiential learning (Classrooms to Communities 

BC Education Network, 2021), blended learning (BlendEd BC, 2021), and Social Emotional 

Learning (SEL BC, n.d.) that the district could tap into to optimize their efforts. Cultivating and 

supporting CoP and micro-communities of practice is in alignment with the BC Ministry of 

Education's (2018) first principle in the policy for student success, namely, quality teaching and 

leadership, that states, "time allocated for collaboration with other educators and professional 

development (p. 3).  

If SD64 supports teachers with mechanisms, including time, space, and resources, to 

share best practices and create new knowledge related to pedagogical approaches and technology 

integration; it could improve professional practice across multiple grades and islands. The 

district leaders could additionally apply the same principles for supporting teacher's CoP to the 

formalization of peer learning communities, parental learning communities, parent and teacher 
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learning communities, and whole systems learning communities inclusive of parents, students, 

teachers, administrators, staff, or any combination of these groups. 

Recommendation 2: Support Flexible and Personalized Learning Experiences  

The rejuvenation of curriculum in K-12 contexts worldwide is not a new trend, with 

numerous School Districts examining how to develop and support learners in the 21st-century. 

(Alegre et al., 2020; Ministry of Education, n.d.; Wei et al., 2020). Williamson (2013) postulated 

the need for curriculum to mirror the socio-technological transformations of the digital age and 

argued that in our modernized and widely networked society that: 

learning is now increasingly decentered and dispersed in time and space, horizontally 

structured, networked and connective, and convergent across many different media. In a 

networked world, learning can take place online as well as in high schools, museums, 

after-school programs, homes, business, broadcast media, public libraries, and 

community settings. The emphasis is increasingly on dispersed, decentralized, and virtual 

learning taking place fluidly across lifetimes, social sectors, and media, with the Internet 

itself imagined as a learning institution (p. 33) 

Based on the data gathered in this research study, SD 64 may need to consider providing 

more flexible and personalized learning experiences for high school level students. Remote 

learning may have provided an impetus for re-examining the potential fluidity of methods from 

the instructional approaches SD64 teachers tried. Recent studies have indicated that students in 

the higher grades might benefit from flexibility in the curriculum still, albeit structured and 

supported (Blomgren, 2019; Brown et al., 2020; Huang et al., 2020). This flexibility is more than 

notional with governance and policy directive from the BC Ministry of Education (2020).  

Some common strategies K-12 districts worldwide are enacting to modernize curriculum 
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could translate into opportunities for SD64, such as, micro-credentialing, learning points that can 

be earned, implementing online and blended learning community and project-based learning, and 

flexible assessment, which provide more relevance for the learner and result in improved student 

engagement (Alegre et al., 2020; Bozkurt et al., 2020; Wei et al., 2020). 

When implementing BC's new curriculum where, "teachers are encouraged to create 

courses, modules, thematic units or learning experiences that go beyond learning area borders to 

focus on students' needs and interests or local contexts" (Government of BC, n.d.; para.14), 

SD64 leaders and teachers could find some availability of Open Educational Resources (OER), 

which are resources created and available for free to teachers, often replacing the need to create 

new lessons or teaching materials (Edutopia, 2020; Liao, 2020; Richards, n.d.). Open 

Educational Resources (OER) might provide this district access to some local, provincial, 

national, and global materials and knowledge that in previous decades were not available to 

support such initiatives. 

Recommendation 3: Continue to Connect Communities  

Numerous parents and teachers interviewed indicated a strong desire to connect students 

from all islands more cohesively to the community they share. The district could consider ways 

to expand opportunities for students to explore the other islands; because, as one participant 

observed, "you kind of get stuck on your island, and you have this little island life, and 

sometimes people forget that there's this huge world out there, and a lot of other things going on, 

and maybe that would inspire kids" (Interview participant, 2021). 

Field trips in this geographically separated district could be costly and require travel time; 

nevertheless, these challenges could be removed for field trips conducted virtually or if experts 

in the various communities joined face-to-face classrooms to provide tours, presentations, and 
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opportunities for dialogue. 

Recommendation 4: Continue to Support the Adoption of Technology 

Studies related to the adoption of technology, including the implementation of technology 

to support pedagogy, issues of justice and the digital divide, skills and attitudes, and various 

other related topics, are arguably the most prevalent being researched today (Ames et al., 2020; 

Daley et al., 2020; Etchells et al., 2020). The enormity of considerations for adopting technology 

and its numerous peripheral subtopics can be overwhelming; nevertheless, it must start 

somewhere. Based on the results of this study, the following considerations could assist SD64 

leaders in addressing implementation of the new curriculum directions.  

1. Consider adopting the existing platforms and software that most school community 

members have adapted to. As seen in Figure 5, Google Classroom and related Google 

software were perceived to be the most useful and the district might consider 

continuing to use these platforms. Additionally, the district might benefit by 

surveying all teachers, staff, administrators, and, where appropriate, students to 

discover which technologies could further optimize learning in this community. 

2. Consider supporting a process of propagation by recruiting technology champions. 

Rogers (2003) contended that individuals could motivate others to adopt technology 

through a process of diffusion. In this study, 14 teachers indicated that they would 

take on a leadership role in this capacity. These self-identified champions are only a 

tiny fraction of the larger whole; SD64 leaders may be able to recruit additional 

champions who embrace technology and can inspire those skeptical of adoption or 

who are paralyzed by perceptions of their inferiority. 

3. District leaders might consider investing in the infrastructure and devices needed, 
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where possible, to support optimal student success. Numerous participants 

commented about the instability and lack of WiFi and internet availability on all 

islands indicating a widespread lack of access and equity. In this study, several 

teachers and parents mentioned the power of having iPads or Chromebooks in the 

classroom, with observable benefits noted for the students having in-class access to 

these devices for logging in to the software, apps, and programs designed to augment 

and support their learning experiences. 

4. Consider providing synchronous and asynchronous opportunities for professional 

development and learning. These opportunities will ideally be diverse, and a range of 

skill levels should be considered when designing workshops, seminars, and events 

that support professional development and learning. Leaders should not assume that 

all teachers have the same knowledge of pedagogy, technology, and especially the 

intersection of these two elements, nor should they assume all students or parents 

possess the same technology knowledge. 

5. TAM and TPACK have often been applied to understand individual technology use, 

and these frameworks were applied when analyzing the data in this study. This 

research may have provided leaders with insight into teachers' intentions to use 

technology and their capacity to integrate tech-enhanced practices effectively. These 

models may provide School Districts and educators with a foundation for selecting 

educational technologies to support pedagogical practices and to enhance student 

learning experiences.  

6. Consider cultivating a culture of continuous growth by being the change. This sixth 

and final recommendation is of the highest importance and is interconnected with the 



DISTRICT SIXTY-FOUR DURING THE COVID-19 PIVOT 107 

first overarching recommendation of supporting CoP. Navigating these culture shifts 

takes strong leadership. Principals and leaders in the digital age are further burdened 

with keeping abreast of innovations that support learning; therefore, the researcher 

would recommend SD64 leaders consider consulting, training with, and strategizing 

with various experts; including, but not limited to, instructional designers, digital 

learning strategists, and organizational change specialists. The District could continue 

what this research started by using an Appreciative Inquiry approach to support this 

growth.  

The challenges of supporting the adoption of technology in this School District are vast. 

Buy-in from teachers will be a challenge, as not all will see the value in technologies to support 

education or the future role it may play. One participant declared, "I was not prepared at that 

time to learn more about online teaching as I didn't feel it was hugely significant or useful to my 

role as an in-class teacher" (Survey respondent, 2021). Access inequities are complex, and the 

lack of; devices, equipment and internet connections in many cases are well recognized and can 

not be magically rectified by this district (Butcher, 2020; Hamilton et al., 2020; Mäkelä et al., 

2020). It is vital that leaders always empathize with this reality and consider providing alternate 

solutions for marginalized learners and learners who may be inadvertently excluded (UNESCO, 

2020).  

Conceptual Model 

These actions might be further supported by the creation of a contextualized conceptual 

model aligning the recommendations in this study with the BC Ministry of Education’s vision for 

student success principles depicted in Figure 6, 

Figure 6 
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'BC Ministry of Education's Vision for Student Success' 

 

Note. Student success will be guided by these principles provided by the BC Ministry of 

education https://www2.gov.bc.ca/gov/content/education-training/k-12/administration/program-

management/vision-for-student-success 

A conceptual model could visually represent the relationships between the 

recommendations and the success principles, which could be used to efficiently enhance the 

school community’s understanding of what the district is doing and how it supports the 

Ministry's goals. A conceptual model designed to help SD64 to develop their action plan and 

achieve their goals might best be created after the recommended Appreciative Inquiry process in 

step one of the creation and sustentation of CoP in chapter six, which could provide insights and 

align the aspirations of the school community to the Ministry’s goals and increase engagement 

and success of SD64’s future initiatives.  

Benefits of Implementing the Recommendations of this Study  

Based on the findings of this study and the supporting literature used in this research, 

there are several substantive benefits to implementing the recommendations resulting from this 
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work: 

1. Teachers, students, parents, administrators, and staff will have the necessary skills to 

evolve and adapt to rapidly changing technological, cultural, and pedagogical 

contexts. 

2. An environment that allows for flexibility for learners in this unique School District. 

3. By embracing and utilizing new and evolving technologies students will be better 

positioned for lifelong learning, the use of technology, the ability to remain flexible 

and open to change, and to meet the practical expectations of future employers and by 

post-secondary institutions which are also increasingly reliant on technology for the 

delivery of education. 

Future Research 

This research study contributes to a large and growing body of work dedicated to 

optimizing future learning opportunities for all learners. It provides some contextual insights for 

future researchers to consider when analyzing the past and future educational delivery in K-12 

contexts worldwide through the learnings and experiences of educators, students, and parents 

during the COVID pivot.  

Future researchers in this area would benefit from examining additional studies that 

investigated the experiences of learners across all ages during the COVID-19 pivot; research 

focused on leadership and systemic issues, the digital divide, and systemic issues of access and 

equity for all learners; particularly, indigenous learners, students with disabilities, students from 

low-income, culturally and linguistically diverse students, and other marginalized student 

populations (Ames et al., 2020; Bates, 2020; Butcher et al., 2020; Zhou et al., 2020). 

Moreover, this study's findings suggested that students in earlier grades, or younger 
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students, had more difficulty maintaining engagement in digital spaces. This finding may warrant 

independent studies specifically examining tech-enhanced practices and sustaining engagement 

with this demographic. 

When reimagining curriculum and the future of education delivery in K-12 contexts 

worldwide, future researchers may consider using an AI approach and process as a mechanism to 

engage all voices, generate new learning opportunities, and support the school community in 

imagining and achieving their preferred future. 

Finally, as this case study focused on a unique K-12 School District in British Columbia, 

Canada, the future of learning opportunities was examined in a specific context. It is suggested 

that there could be benefits in replicating this study in various cultures or contexts. The unique 

geography of Canada, including the Northwest Territories, Nunavut, and Yukon, might provide 

new opportunities to learn in individual rural districts and for these distinctive districts to learn 

from one another’s experiences.  

Conclusion 

This case study was focussed on one K-12 School District situated in a unique islands 

community in British Columbia, Canada; nevertheless, there were valuable experiences shared 

that may provide some insights for decision-makers in K-12 contexts worldwide. Subsequent 

research studies in this area may benefit from the findings of this case study. 

This research was conducted to investigate the phenomenon of remote learning during the 

COVID-19 pandemic in a unique island K-12 School District in British Columbia, Canada, 

during the mandatory school closures in the spring of 2020, specifically, School District 64 

(SD64). An Appreciative Inquiry (AI) approach helped to identify the strengths that sustained the 

continuance of learning remotely during the COVID-19 pivot in SD64 and provided valuable 
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insights into the core of this resilience. Focusing the study through a strengths-based lens, the 

researcher examined the experiences of parents, teachers, students over 18, administrators, and 

staff members during this period. This unique School District was amid a reconfiguration 

process, and this thesis addressed how SD64 could reimagine learning opportunities post 

COVID-19 to deliver education across its distinct physical locations. This study aimed to assess 

the strengths of the delivery modes SD64 during COVID-19 to impact future learning 

opportunities positively.  

This study utilized an AI approach to examine the experiences of teachers, students, 

parents, administrators, and staff in SD64 during the COVID-19 pivot to identify the strengths 

and opportunities that could be brought forward and positively impact the district. This study's 

findings indicated the perceived strengths of remote delivery during a global pandemic and the 

aspects of technology that study participants perceived to be useful in supporting and sustaining 

learning. Three central themes (1) reciprocal learning; (2) the adoption of technology; and (3) re-

imagining the curriculum resulted in four recommendations for SD64 to consider. These include: 

(1) support and sustain communities of practice; (2) support personalized and flexible learning 

experiences; (3) continue to connect communities; and, (4) continue to support the adoption of 

technology. 

The COVID-19 pandemic and resulting worldwide school closures will undoubtedly have 

a lasting impact on how education is delivered (Avgerinou & Moros, 2020 as cited in Ferdig et 

al., 2020; Basilaia & Kvavadze, 2020; Bates, 2020; Staker et al., 2020). By focussing on and 

supporting what works well educational leaders, teachers, parents, students, and staff can work 

towards the preferred future. The results of this case study indicated that there are actions for 

SD64 decision-makers to consider which may positively impact learning in this district; 
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specifically, supporting the creation of Communities of Practice (CoP) and learning 

communities, implementing technology to support pedagogy, providing professional 

development and professional learning opportunities, supporting the whole, and visioning for the 

future.  

Envisioning the preferred future is a generative way to move K-12 education forward. 

There should be no looking back, or that is, going back to the so-called normal, back to the old 

practices and delivery modes. Instead, there should be a collective pause to examine school 

communities’ experiences and the strengths that sustained education during this revolutionary 

time. Using the AI framework to tap into the collective superpowers, just waiting to be 

discovered, could result in new opportunities and possibilities for the preferred future of 

education delivery. 
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Appendix 

Alignment of Online Research Survey with TAM and TPACK 

Table  1 

Survey Questions Positioned Within TAM Framework 

TAM Perceived Ease of Use TAM Perceived Usefulness 
#5 I can learn technology easily #30 Describe an occasion where you felt 

technology was used effectively during the 
COVID-19 pivot to support your role as a 
teacher, student, parent, administrator, or staff 
member 

#6 I keep up with important new technologies  #32 Did you find the conferencing tool to be 
useful? #33 If so, why, if not, why not? 

#7 I frequently play around with technology  #33 If so, why, if not, why not? 
[2nd part of previous question #32] 

#8 I know about a lot of different 
technologies 

#35 Why did you use other technologies? 

#9 I have the technical skills I need to use 
technology 

#36 Did you find other technologies to be 
useful? If so, why, if not, why not? 
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Table  2 

Survey Questions Positioned Within TPACK Framework 

Technological knowledge (TK) Pedagogical knowledge (PK) 
& Content knowledge (CK) 

#5 I can learn technology easily #12 I know how to assess student performance in a face-to-
face classroom 

#6 I keep up with important 
new technologies  

#13 I can adapt my teaching based-upon what students 
currently understand or do not understand 

#7 I frequently play around 
with technology  

#14 I can adapt my teaching style to different learners 

#8 I know about a lot of 
different technologies 

#15 I can assess student learning in multiple ways 

#9 I have the technical skills I 
need to use technology 

#16 I can use a wide range of teaching approaches in a face-
to-face classroom setting 

 #17 I am familiar with common student understandings and 
misconceptions 
#18 I know how to organize and maintain classroom 
management 
#19 I can select effective teaching approaches to guide 
student thinking and learning 
#20 I know about technologies that I can use to enhance 
teaching approaches 
#21 I can choose technologies that enhance students' 
learning for a lesson 
#22 The COVID-19 pivot has caused me to think more 
deeply about how technology could influence the teaching 
approaches I use 
#23 I am thinking critically about how to use technology to 
support pedagogy 
#24 I can adapt the use of the technologies that I am 
learning about to different teaching activities 
#25 I can select technologies to use that enhance what I 
teach, how I teach, and what students learn 
#26 I can use strategies that combine content, technologies, 
and teaching approaches 
#27 I can provide leadership in helping others to coordinate 
the use of the content, technologies, and teaching 
approaches at my school and/or district 
#28 I can choose technologies that enhance the content for a 
lesson 
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Table  3 

SOAR Interview Tool 

Strengths  
1. What were the most engaging experiences while you were teaching or learning 

remotely during COVID-19? Why were they engaging? 
2. What positive aspects of technology would you say supported remote teaching and 

learning during this time? 
Opportunities  

1. What technology did you use during the pivot that you would like to continue using 
in the future? 

2. What new opportunities do you think technology will create for SD#64 in the 
future? 

Aspirations  
1. What does our preferred future of SD#64 “look like”? 
2. What projects, programs, or processes would support our aspirations? 

Results  
1. How will we know that SD#64 is succeeding in our aspirations? 
2. What resources are needed to implement and sustain our desired future for 

education in SD #64? 
 

Note. Questions adapted from: Stavros, Jacqueline M, & Hinrichs, Gina. (2011). The Thin Book 
Of SOAR: Building Strengths-Based Strategy. Bend, OR: Thin Book Publishing. 

Table 4 

Most Useful Technologies Indicated in Order of Popularity by Survey Participants  

Useful Technology Identified by One or More Online 
Survey Respondents  

Number of 
respondents that 
indicated 
corresponding 
technology was 
most useful   

Google Education Suite Products 15 
Zoom  11 
Microsoft Suite Products (Teams, Office, PowerPoint) 4 
YouTube 4 
Email 3 
Desmos 2 
Educreations 2 
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Freshgrade 2 
Internet 2 
iPad 2 
Laptop/PC/Mac 2 
Other  2 
Raz Kids 2 
Telephone 2 
Doodle 1 
Epic 1 
Gafe 1 
Hammer and a Knife 1 
NetMath 1 
SurveyMonkey 1 
Vimeo 1 

 

Table 5 

Proactive Strategies for School Communities to Consider  

Policymakers School 
Administrators & 
Lead Teachers 

District 
Administrators 

Teachers Parents & 
Students 

Legislation should be 
developed to require 
educational 
institutions to develop 
a digital 
learning framework 
and policies 

Adopt a 
“beginner’s mind” 
approach when 
helping teachers 
and students 

Expand and 
formalize teacher 
peer mentoring 

Teach with 
compassion 

Have 
compassion 
for [your 
teachers] 
and peers 

A digital learning 
framework and related 
policies should 
address web 
accessibility, access to 
infrastructure 
(technology and 
internet for learners), 
professional learning, 
and ways to evaluate 
practices 

Identify 
unnecessary 
barriers to learning 

Support teacher as 
well as student 
health and 
wellness 

  

An investment in 
research faculty and 
research grants to 
collect data - Policies 

Take the time to 
test the learning 
experience on 
mobile devices 

Restructuring 
District leadership 
to create a new 
role that 
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must be informed by 
evidence [emphasis 
added] 

specializes in 
online and open 
learning to be 
filled by a person 
with appropriate 
expertise in the 
area. There should 
certainly be 
professional 
learning 

 Work with district 
disability staff to 
support students 
who need 
accommodations 

   

 

Note. Compiled from: Barbour et al. (2020). Understanding Pandemic Pedagogy: Differences 
Between Emergency Remote, Remote, and Online Teaching.  
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