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Abstract

Elements of strength-based pedagogy are evident in current practices being implemented in Canadian
schools as well as internationally. Classroom teachers appreciate the importance of creating a positive
learning environment for students where the latter feel a sense of belonging, choice, and self-efficacy
toward their learning (Deci & Ryan, 2008; Rickabaugh, 2016). While many educators apply such prac-
tices at the classroom level, strength-focused pedagogies can be organized through the conceptualization
of a unifying framework. Building on research which proposed a dual-dimensional approach to student
support services, this article explores the role of school leadership in shifting a school’s culture toward
one that values, identifies, and leverages the strengths of students and educators to promote flourishing
within their schools. Employing an Appreciative Inquiry action research design (Cooperrider et al., 2000;
Stowell, 2012) to engage research participants, this study used Keyes’ (2002) dual-dimensional model
as a lens through which to investigate the application of strength-based concepts and practices within
school and classroom settings.

Keywords: strength-based, appreciative inquiry, school leadership, positive leadership, flourishing

Introduction
The findings presented in this article are part of a larger study that was conducted in New Brunswick,
Canada. The researcher investigated the application of strength-based practices within a dual-dimen-
sional model to inclusionary student learning. Current educational practices, particularly approaches
that provide support and intervention to students who experience difficulty in their academic or personal
development, follow a deficit-oriented approach to viewing and remediating students’ challenges. Recent
perspectives of positive education research (Abawi, 2015; Buli-Holmberg & Jeyaprathaban, 2016; Morri-
son & Peterson, 2013) identify the need to move beyond the more traditional and arguably deficit-based
models of student learning. Such a move would emphasize students’ existing strengths and abilities and
take their lived experience into consideration (Tedeschi & Kilmer, 2005). The strength-based perspec-
tive operates under the assumption that everyone has strengths, even if they do not fall under the scope
of conventional knowledge, capacities, and resources more traditionally valued in education (Saleebey,
2006). The strengths approach also situates the perspective that by leveraging students’ strengths, the
students can experience a better learning program and quality of life that will support their achievement
across multiple domains of their lives (Anderson, 2005; Saleebey, 2001).

Research has shown the various ways in which the application of students’ strengths can assist their
learning (Proyer et al., 2015; Quinlan et al., 2012; Shoshani & Slone, 2013; Stebleton et al., 2012), includ-
ing improved student achievement and well-being (Seligman et al., 2009). However, the application of
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strength-based practices within inclusionary school and classroom settings has been inconsistent due to
a lack of clarity regarding the specific processes, strategies, and activities that can be used to promote
the initial awareness and subsequent development of strengths in students (Biswas-Diener et al., 2011;
Quinlan et al., 2015). The findings from this study identified the crucial role that school leaders play in
developing a school’s culture and adopting a school vision with practices that align themselves with the
strength-based perspective. Such positive leadership methods are practices that can propel such initia-
tives into practice (Murphy & Louis, 2018). The literature reviewed in this article explores the emergent
field of positive education and positive leadership as well as strength-based perspectives. Educators
applying the principles of these approaches can promote the creation of positive learning environments,
through shifts in mindsets that begin to value and leverage individuals’ strengths, grounded in practices
that support the autonomy of educators within the school system. Following the research phases of the
Appreciative Inquiry (AI) research design, the findings of this study will be shared and discussed as they
relate to the importance of positive leadership in shifting a school’s culture toward one that values and
leverages the strengths of both its students and educators.

Literature Review

Positive education is a relatively new movement that draws from research on positive psychology, where
educators apply practices to enhance students’ well-being and engagement to support their growth and
learning in the context of their school setting (White & Murray, 2015). Adopting a whole-school ap-
proach to positive education can be extended to improve the well-being of all individuals within a school
(Kern et al., 2015). Such an approach will require the adoption of positive leadership practices, which
Cameron (2008) defined as “promoting outcomes such as thriving at work, interpersonal flourishing,
virtuous behaviors, positive emotions, and energizing networks” (p. 4). Leaders within schools are in a
position to nurture others’ well-being, with the potential to develop a school culture that promotes the
well-being of all members of the school community (Cherkowski, 2018). Positive leadership practices in
schools have been shown to improve teachers’ effectiveness, reduce stress, lead to more positive learning
environments, and increase student and teacher learning (Murphy & Louis, 2018).

Research on strength-based perspectives has increased. This move from a primarily problem-fo-
cused approach to one that centres on student learning and school operations depicts a more strength-fo-
cused and empowering view of supporting students and educators, drawing on their strengths, interests,
preferences, and motivations (Abawi, 2015; Buli-Holmberg & Jeyaprathaban, 2016; Williamson & Gil-
ham, 2017). Brownlee et al. (2012) asserted that the strength-based paradigm:

...1s based on the idea that everyone has strengths and that everyone has the potential to
use these strengths to achieve personal goals. The strengths perspective also includes the
assumption that by using their strengths students can achieve a better quality of life. (p. 3)

Through the lens of positive school leadership, the intentional actions of school leaders can address
concerns related to school management while honoring and supporting the work of all members of
the school community (Murphy & Louis, 2018). Such practices include establishing positive learning
environments, valuing and mobilizing individuals’ strengths, and promoting flourishing through auton-
omy-supportive approaches to leadership.

Positive Learning Environments

According to Calp (2020), “education engenders confidence; confidence generates hope, and hope brings
peace” (p. 312). Positive relationships are at the core of flourishing schools (Cherkowski, 2018) and
positive school leadership methods (Murphy & Louis, 2018). Calp (2020) described the process of estab-
lishing positive learning environments as facilitating happiness among students, educators, and support
staff. Such environments speak to the quality and character of school life. A school’s culture represents
the school community members’ values, beliefs, and attitudes that guide the interactions between stu-
dents, teachers, and administrators. School leaders play a pivotal role in shaping a school culture that
emphasizes strengths. For such change to be successful and sustained, positive teacher perception and
buy-in is crucial. Educators will be engaged and motivated to implement an initiative if they have a clear
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understanding and belief in its importance. Dove et al. (2014) highlighted the importance of school lead-
ership in promoting such a paradigm or a shared vision among educators. They contend that this can be
achieved through team-building processes and collaborative exchanges.

Valuing and Leveraging Individuals’ Strengths

Schaap (2019) found that school leaders operating within a strength-based leadership approach empha-
size developing educators’ potential by leveraging their strengths. School leaders should intentionally
seek to recognize, promote, develop, and mobilize individual educator talents and craft understanding.
Roffey (2012) found that when leaders recognize the inherent strengths of teachers in their schools, the
teachers respond positively. Other studies have shown how the adoption of strength-based approaches
in a school or a workplace can promote well-being among teachers and staff (Cherkowski, 2018; Hone et
al., 2015; Murphy & Louis, 2018). Cherkowski (2018) described how a strength-based focus can facilitate
collaboration and improve teaching practices for leaders within a positive leadership paradigm. Such
results can have a positive impact on the teachers’ efficacy, the students’ learning, and a school’s culture.

Autonomy-Supportive Leadership Practices

A key dimension of school leadership is guiding teachers’ learning and development (Robinson,
2011). This leads to increased teacher support and engagement (Cameron et al., 2007; Leithwood, 2006)
as well as improved student outcomes (Robinson, 2011). Support is another feature of positive leadership
that both educators and students can experience. Educators need to feel that school administrators and
other educators on staff support them. Harris and Muijs (2005) asserted that when teachers operate with-
in a school climate that supports their autonomy, they develop a greater sense of agency and the confi-
dence to undertake new or innovative instructional practices. Kaur et al. (2020) contended that within an
autonomy-supportive school culture, a school leader must be willing to reassess their level of power and
authority within the school and adopt practices that allow freedom, choice, and innovation among the ed-
ucators in their school. Educators should have the autonomy to implement new approaches and processes
in their classroom, knowing that their school administrators and colleagues fully support them.

Theoretical Framework

Self-determination theory (SDT) (Deci & Ryan, 1985) was used as the theoretical framework to guide
this study as it explored how cultures and environments can support and hinder individuals’ motivation.
Deci et al. (1985) theorized that an individual’s proper motivation is influenced by the fulfillment of three
psychological well-being needs: relatedness, competency, and autonomy support. Relatedness refers to
an individual’s sense of belonging and connection with others in social organizational contexts. Compe-
tence describes an individual’s sense of accomplishment and self-worth over one’s personal contributions
when their gifts, abilities, strengths, achievements, and contributions are recognized (Deci & Moller,
2005). Autonomy support refers to an individual’s sense of control and agency over decision-making
processes that provide space for voice, choice, and collaboration. SDT defines these needs as universal
and essential for optimal human development and flourishing (Morrison & Peterson, 2013). To that end,
this theory presupposes that if any or all of these three factors are not supported within an individual’s
environment, the individual’s sense of well-being and motivation will be adversely affected.

Methodology

This study employed an Al research design. Al serves to facilitate positive change in an organization and
inform practice through research. The research design of Al is one where collaboration is crucial to suc-
cess. The Al model consists of four phases that guide the research toward the development of practices
and processes to enact positive and sustainable change within the organization being studied: Discovery,
Dream, Design, and Destiny (Cooperrider & Srivastva, 1987). In the Discovery phase, the processes and
practices that are working well in a system are described. Shuayb (2014) noted that the Discovery phase
is the exploration of what is within an organization. In the Dream phase, the participants envision what
could be if current practices were refined without considering financial or systemic restraints. In the
Design phase, the participants, guided by the researchers, collaboratively decide which of the elements
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identified in the Dream phase should be prioritized in designing a plan to enact positive change within
their organization. According to Kadi-Hanifi et al. (2014), the Design phase is when the participants,
or members of an organization, identify elements that should be. In the Destiny phase, the participants
determine a plan to implement change based on the practices and processes developed during the Design
phase.

The researcher purposively sampled educators from school, district, and departmental levels as they
have been identified as leaders and influencers in developing and applying strength-based concepts and
practices within school and classroom settings. The first three Al phases guided data collection. In the
Discovery phase, data were collected through individual interviews with 10 educators. Building on the
Discovery phase, data collection in the Dream phase and the Design phase involved focus groups with
eight of the participants from the previous phase. These focus groups were conducted to reframe iden-
tified challenges and explore potential applications related to strength-based approaches as well as to
determine potential directions for the adoption of a more integrated strength-based paradigm in schools.

Inductive content analysis was used to analyze the data collected during the first three phases.
Following an in-depth reading of all transcribed data from the individual interviews and focus groups,
“meaningful units” of text were identified and assigned a code (Saldafia, 2016, p. 4). In qualitative re-
search, a code is “a word or short phrase that symbolically assigns a summative, salient, essence-captur-
ing, and/or evocative attribute” for a portion of data (Saldafia, 2016, p. 4). The codes were then clustered
into emerging categories, allowing for the identification and construction of common themes (Hsief &
Shannon, 2005; Saldafia, 2016).

Results

Discovery

In the Discovery phase interviews, the participants described the important role that school leadership
and administration play in establishing the proposed strength-based culture throughout a school. School
leadership that prioritizes students’ learning, development, and well-being provides the conditions that
are conducive for a more strength-based approach to take root. This begins by clearly presenting and
modelling strength-based perspectives and practices, which can help others develop a more strength-
based mindset.

The participants who had been, or continue to be, in leadership roles within the school system shared
many of the approaches they had taken to ensure a strength-based approach in the daily operations of
their respective schools. Participants expressed the need for all educators at all levels of the system to
shift their mindset to one that considers and applies a more strength-based approach to student learning.
According to them, this would ensure that the students’ holistic needs are being met. For this to occur,
the participants shared that there must be an indisputable belief that every individual has strengths
and that through integrating these strengths and interests, regardless of their challenges, students will
become more engaged in the learning process. This notion can be extended to include identifying and
amplifying the strengths of educators and other support staff within schools. As one participant stated,
“If you find great teachers, great schools, it’s up to the leadership to elevate them.”

According to one participant, school leaders should prioritize promoting strengths among students
and staff, adding, “We have to learn to scale up good teaching.” Educators who hold leadership roles
within schools have a privileged vantage point through their position to first identify, then develop, and
finally promote the diverse strengths of the individuals who make up their educational staff. This type
of strength-based environment will only enhance the learning that occurs within the school. As one
participant articulated in their statement, “If you have a school full of unicorns, can you imagine what
you could do? Why don’t we have a whole herd of them?”

The schools that participants identified as having exemplary strength-based practices already in
place had one crucial element in common: the mindset and priorities of each school’s administrative
team. For any new approach to be accepted, integrated, and embedded in everyday practice within a
learning environment, educators and other stakeholders within an educational community need to have
a clear understanding of these principles. Hence, those in leadership positions must promote such con-
cepts as identified priorities of the school. One participant explained that such culture can be established

94



CJEAP, 203

and sustained by developing a shared vision for the school. Another participant described such vision as
clarifying that it is “the way we do business.” Once this vision is firmly established, further efforts can
then be put in place to encourage similar shifts in practice.
The participants collectively stated the need for leaders to model autonomy-supportive practices among
their staff. Shifting a school’s culture, by pursuing a consistent school vision, requires support and buy-
in of the entire staff. Moreover, the participants believe that school leaders need to model the expected
strength-based language, behaviours, and practices that they are promoting among the educators within
their buildings. One participant noted:

That means as a principal you do that with your teachers as well. You have to model it. You
can’t want that for the kids and when a teacher tries something new and wants to talk to you
about it have another behaviour.

School administrators who model strength-based language and practices within the halls of their
schools promote the proposed shift throughout their school’s culture, validating its effect on learner and
educator engagement, motivation, and well-being.

Dream

At the onset of the Dream phase, the participants noted that leadership in the context of schools often
limits the scope to include only those who are members of school administration teams. The focus group
discussions highlighted the need to redefine the term leadership to broaden its scope, distinguishing be-
tween the title of leaders and visionaries. Several participants indicated that the notion of leader should
be broader in the context of this research and in addressing the promotion of strength-based practices
within inclusionary educational environments. School leaders can encompass a range of staff members,
including educators, student services personnel, and even students who might play a pivotal role in pro-
moting a strength-based paradigm or mindset within their respective educational settings.

The idea of waiting for administrators to take action related to promoting strength-based approaches
was challenged through questions such as “Do we have to wait for a leader?”, “If there’s no leader does
that mean change can’t be accomplished?”, “Am I a leader?”, and “Are you ready to be a leader?”” Another
participant, a school principal, spoke of the importance of prioritizing a collective school vision. This
entails, in part, fostering a school culture which supports its members to emerge as visionaries. Hence,
creating a culture of visionaries involves fostering the capacities and confidence of all its community
members and stakeholders. Administrators, teachers, and students alike can be visionary leaders within
their school, sharing their stories of success in terms of their experiences and practices and collaborative-
ly co-constructing a way forward for their school’s culture.

In defining the role of a school leader, the participants highlighted the importance of creating a cul-
ture that enables all stakeholders to take on a leadership role within their areas of strength and expertise.
Principals, classroom teachers, and students all have the capacity to be leaders within their school. Col-
lectively, the participants asserted that the term visionary was more accurate and impactful than leaders
in describing potential agents of change related to promoting strength-based perspectives and practices
within inclusionary educational settings.

The participants urged for a more collaborative relationship between school administrators and ed-
ucators that was less controlling and that reflected a more structured approach to providing autonomy
support. Collectively, the participants agreed that school administrators and educators need to work
collaboratively. According to them, educators need to know that they have the autonomy to implement
new strength-based approaches and processes in their classroom without fearing reproach and that their
school administrators and colleagues fully support them.

Design

Shifts in roles were viewed as largely coinciding with individual shifts in thinking related to the relevance
and importance of strength-based practices and perspectives in daily educational practices and routines.
The participants shared that strengthening a paradigm requires educators within the system to navigate
their own preconceived beliefs and traditional practices toward an understanding of the strength-based
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paradigm that is being presented. One participant highlighted that simply implementing new practices
or strategies within individual classroom or school contexts is not enough, adding that educators need
to fully embrace the strength-based mindset and recognize its role in enhancing students’ learning and
personal development. Collaborating with educators in shifting a paradigm was viewed as beneficial in
terms of teachers developing their own strengths and shared vision in lieu of driving people to make
changes based solely on empirical evidence, departmental mandates, or convincing arguments.

The development of a shared vision includes having a clear understanding of students’ strengths and
requires the belief that placing value on individuals’ strengths can positively impact the lives of students
and the shaping of their learning experiences. The participants emphasized the need for clear and con-
sistent messages associated with sharing a strength-based vision for a school. Such messages will foster
understanding of strength-based perspectives as well as the expected and non-negotiable nature of stu-
dent strengths and strength-focused practices in learning. Committing to this kind of vision facilitates a
unified approach among stakeholders and a dedicated professional practice focus for pursuing systemic
change. The participants also articulated that beyond having a clearly communicated vision of change,
time for professional collaboration and dialogue needs to be prioritized in daily school scheduling. To-
gether, through communication and the negotiation of various perspectives, educators are better able to
co-create meaning and understanding of the suggested strength-based paradigm, successfully shifting
toward a mindset conducive to implementing and integrating such concepts and approaches.

Discussion

Discovery

When strengths are introduced into educational conversations and planning activities, key conditions
for fostering learning are clarified. This provides an opportunity to enhance the quality of instruction-
al techniques and support practices being applied within a school because other relevant features of
learning, such as students’ sense of self-worth, self-efficacy, intrinsic motivation and engagement, and
well-being, are taken into account (Deci & Ryan, 2008; Seligman, 2011). The individual interviews em-
phasized administrative teams and their role in mobilizing and adopting a strength-based mindset and
applying associated practices within schools.

According to the participants, creating both a shared vision for strengths and leveraging educators’
strength experiences and successes are the initial efforts needed to promptly raise awareness on the rel-
evance of strengths and of promoting the gradual application of strength-based perspectives in schools.
Dove et al. (2014) highlighted the importance of school leadership in promoting a common vision or
paradigm among educators by implementing team-building processes and collaborative exchanges. The
participants viewed collaborative co-construction of a clear vision for the school staff as pivotal for in-
troducing, promoting, and embedding strength-based perspectives and practices within their respective
school cultures. A school’s culture is enhanced when:

...teachers collaborate in maintaining continuous school improvement activities, build an
organisational structure that can help to support each other, can talk in detail about the prob-
lems in education and work as a group to improve the performance of the individuals and
school. (Yusof et al., 2016, p. 275)

In pursuing a greater emphasis on strengths, the participants also asserted the viability of leveraging the
experiences and successes of educators who are already immersed in strength-focused perspectives and
practices. The promotion of strengths across a school’s culture can be enhanced by bringing together
and engaging the potential of “an amazing team of teachers,” as shared by one of the participants, or
collective with a common passion and expertise in applying strengths (Neumann et al., 2012).

Dream

There is a clear need to reframe the perceived role and title of leaders in schools, moving away from the
traditional notions of leadership to creating a culture of visionaries who feel empowered to enact change
within their inclusionary education settings. This mindset of creating a culture of visionaries who are
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motivated by applying their own strengths aligns directly with the principles of the strength-based ap-
proach. Yusof et al. (2016) noted that teacher leadership can potentially transform a school’s culture and
its approach to student learning. Through a transformational lens of leadership, leaders are identified for
their commitment to working toward the achievement of a goal, leading their entire organization toward
excellence (Leithwood, 2006). Such efforts provide a degree of autonomy support within the work envi-
ronment, motivating colleagues to be confident in trying something new.

Lynch (2014) highlighted school leaders’ pivotal responsibility in prioritizing time and providing the
necessary conditions for the development of professional learning communities in which coaching and
mentoring can occur. One participant in the role of school administrator emphasized the importance of
“understanding your role in supporting, facilitating, and mentoring your teachers.” Modelling and men-
toring strategies within schools are often structured and sustained processes between colleagues. They
are implemented to support professional learning as well as to promote the collaborative development of
new practices and approaches in professional practice. Lynch (2014) argued that mentoring should entail
a more holistic approach in which learning considers “the whole of an individual’s relationship to work
and their ability to thrive within it rather than the transmission of a limited set of skills, important as
these may be in some circumstances” (p. 142).

Harris and Muijs (2005) asserted that when teachers are provided with autonomy support, they em-
brace a greater sense of agency. This gives them the confidence they need to undertake new or innovative
instructional practices that have the potential to positively shape their students’ learning experiences
(Harris and Muijs, 2005). When administrators provide educators with autonomy support, they are in
essence walking alongside educators, accompanying them on their journey of learning (Deci & Ryan,
2008). As professional accompaniment is modelled in professional relationships, educators also accom-
pany their students on their own learning journeys—exploring, drawing out, and engaging the students’
strengths through autonomy-supportive methods (Haerens, n.d.). The participants’ description of the pro-
cess of deep change underscored the importance of a participatory process. In this process, the educators’
time and effort will be dedicated to envisioning, expanding actions, and experiencing the realization of
strength-based methods within classrooms and schools.

Design

The participants shared that such a shift in paradigm will change how different stakeholders in the field of
education will approach their roles. While educators are traditionally viewed as instructors, experts, and
authorities within classroom settings, the participants noted that in a strength-based approach to learn-
ing, such roles will shift. This shift will allow educators to take on the roles of collaborator, coach, and
guide. While the traditional roles of school leadership highlight the imposed hierarchy in schools, denot-
ing principals as the authority and power, such shift in mindset will emphasize school leaders’ ability to
recognize and value individual strengths. According to Schaap (2019), school leadership roles operating
within a strength-based approach emphasize developing the potential of educators by leveraging their
strengths. Rather than taking a managerial approach aimed at changing or fixing instructional practices
and structures, a strength-based approach to school leadership will focus on promoting the educators’
growth, development, and flourishing through the use of autonomy-supportive methods (Ryan & Deci,
2002). Schaap (2019) asserted that school leaders should intentionally seek to recognize, promote, devel-
op, and deploy educator talents, gifts, and strengths. Former leadership practices such as managing will
shift toward coaching and mentoring.

Five aspects in the study were highlighted as essential in developing a clear and shared strength-
based vision: (a) an awareness of student and educator strengths, (b) an understanding of the relevance
of strengths in relation to learning and engagement, (c) an emphasis on relatedness (connection) in class-
room and school interactions, (d) a recognition that when strengths are mobilized learners feel more
connected and motivated to learn, and (¢) a commitment to autonomy-supportive educational methods
that foster creativity and innovation in learning and developing learning strategies.

Individuals need to possess a sense of strength awareness, knowing what their strengths are and how
to apply them to their daily lives. Within a school community, educators must not only believe in the
strengths of their students but also intentionally guide the exploration and development of their strengths
and interests. Once a student’s interest has been identified, that is the Zook needed to engage them more
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authentically in their learning. When students are taught in consideration of their strengths, growth and
change will inevitably occur (Alberta Mentoring Partnership, 2013; McCashen, 2005; Province of New
Brunswick, 2016). Within a strength-based school vision, time must be properly invested in building
respectful relationships of trust and understanding with students to enhance their sense of belonging
(Deci & Ryan, 2008). Such positive connections provide the basis for exploring and gaining greater un-
derstanding of students’ respective areas of interest, passion, and strength. These relationship-centered
strategies were viewed as essential for engaging and supporting a strength-based school culture aimed at
engaging and empowering its students and educators in authentic and meaningful learning and exchang-
es. The use of autonomy-supportive methods in learning environments support the intrinsic motivation
and personalized development of individuals (Stone, 2020). These autonomy-supportive practices need
to be modelled by school leadership, adopting the mindset of accompanying one another in the journey
of learning, exploring, drawing out and engaging individuals’ strengths (Haerens, n.d.).

The participants perceived promoting educator readiness as moving beyond individual educator per-
spectives to engaging the wider educational community in reflections and deliberations related to their
current practices and visioning for the integration of strength-based methods. As Buchanan and Greig
(2021) asserted, affecting and sustaining changes in perspectives and practices is a collective process
that requires sufficient time and participation among all key stakeholders. Walker and Musti-Rao (2016)
indicated that flourishing schools prioritize these needs, providing the necessary time for educators to
collaborate in meaningful ways. Kaplan et al. (2014) asserted that innovative leaders in schools, similar
to the role of visionaries proposed by the participants in the present study, should prioritize and allocate
time for educators’ professional and collaborative planning, given that it directly relates to their role
in enhancing and enriching students’ learning experiences. In their investigation, Kaplan et al. (2014)
noted that dedicated time allowed educators to grow professionally and collaborate with colleagues in
reflecting on educational practices and planning innovative strategies for student learning.

Conclusion

When embarking on a journey to strengthen a paradigm and create a school culture grounded in the
strength-based perspective, the important role of school leaders cannot be diminished. While traditional
authoritarian approaches to leadership are not conducive to such an undertaking, positive leadership
methods help create a positive school culture that values what each individual can bring to their learn-
ing community. For students and educators to shift to a strength-based mindset, they need to see their
school leaders model strength-based practices. Similarly, school leaders can mentor educators within
their school. By doing so, the latter will experience continued professional development and realize that
their individual strengths and gifts are appreciated.

What is clear from this study is that such changes must be undertaken with flexibility and openness.
Educators must be given ample time to reflect, communicate, and co-construct processes that are needed
to build a collective school vision. That is the very heart of creating and establishing visionary leader-
ship within schools. At the core of this process is recognizing that everyone possesses inherent strengths
and that these strengths are valued and can be leveraged to bring out the best in everyone.

References

Abawi, L.-A. (2015). Inclusion “from the gate in”: Wrapping students with personalised learning
support. International Journal of Pedagogies and Learning, 10(1), 47-61. https://doi.org/10.
1080/22040552.2015.1084676

Alberta Mentoring Partnership. (2013). Creating strength-based classrooms and schools: A
practice guide for classrooms and schools. https://albertamentors.ca/wp-content/up-
loads/2013/10/SB_for_Schools_and Classrooms.pdf

Anderson, E. C. (2005). Strengths-based educating: A concrete way to bring out the best in stu-
dents—and yourself: The confessions of an educator who got it right—finally! Educational
Horizons, 83(3), 180—189. http://www.jstor.org/stable/42926535

Biswas-Diener, R., Kashdan, T. B., & Minhas, G. (2011). A dynamic approach to psychological
strength development and intervention. The Journal of Positive Psychology, 6(2), 106—118.
https://doi.org/10.1080/17439760.2010.545429

98



CJEAP, 203

Brownlee, K., Rawana, E. P., & MacArthur, J. (2012). Implementation of a strengths-based ap-
proach to teaching in an elementary school. Journal of Teaching and Learning, 8(1), 1-12.
https://doi.org/10.22329/jt1.v8i1.3069

Buchanan, A. & Greig, J. (2021). Shifting mindsets: Transforming self, school, and society. In
M. L. Kern & M. L. Wehmeyer (Eds.), The Palgrave handbook of positive education (pp.
493-524). Palgrave MacMillan. https://doi.org/10.1007/978-3-030-64537-3 20

Buli-Holmberg, J., & Jeyaprathaban, S. (2016). Effective practice in inclusive and special needs
education. International Journal of Special Education, 31(1), 119—134.

Calp, S. (2020). Peaceful and happy schools: How to build positive learning environments. Inter-
national Electronic Journal of Elementary Education, 12(4), 311-320. https:/www.iejee.
com/index.php/iejee/article/view/1073

Cameron, K. S. (2008). Positive leadership: Strategies for extraordinary performance. Ber-
rett-Koehler Publishers.

Cameron, M., Berger, J. G., Lovett, S., & Baker, R. (2007, September 7). Early career teachers’
opportunities for professional learning: Impacts on teaching practice, job satisfaction,
motivation, and career decisions [Paper presentation]. British Educational Research Asso-
ciation Annual Conference, London, United Kingdom. https://www.nzcer.org.nz/system/
files/15677.pdf

Cherkowski, S. (2018). Positive teacher leadership: Building mindsets and capacities to grow
wellbeing. International Journal of Teacher Leadership, 9(1), 63—78. https:/www.cpp.edu/
ceis/education/international-journal-teacher-leadership/documents/cherkowski.pdf

Cooperrider, D. L., Sorensen, P. F., Whitney, D., & Yaeger, T. F. (Eds.). (2000). Appreciative in-
quiry: Rethinking human organization toward a positive theory of change. Stipes Publish-
ing.

Cooperrider, D. L., & Srivastva, S. (1987). Appreciative inquiry in organizational life. Research
in Organizational Change and Development, 1, 129—169.

Deci, E. L., & Moller, A. C. (2005). The concept of competence: A starting place for understand-
ing intrinsic motivation and self-determined extrinsic motivation. In A. J. Elliot & C. S.
Dweck (Eds.), Handbook of competence and motivation (pp. 579-597). The Guilford Press.

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human behav-
ior. Plenum Press.

Deci, E. L., & Ryan, R. M. (2008). Facilitating optimal motivation and psychological well-being
across life’s domains. Canadian Psychology, 49(1), 14-23. https:// doi.org/10.1037/0708-
5591.49.1.14

Dove, M. G., Honigsfeld, A., & Cohan, A. (2014). Beyond core expectations: A schoolwide frame-
work for serving the not-so-common learner. Corwin.

Haerens, L. (n.d.). Supporting educational professionals and optimizing student motivation.
Center for Self-Determination Theory. https://selfdeterminationtheory.org/topics/applica-
tion-education

Harris, A. & Muijs, D. (2005). Improving schools through teacher leadership (1. Goodson & A.
Hargreaves, Eds.). Open University Press.

Hone, L. C., Jarden, A., Duncan, S., & Schofield, G. M. (2015). Flourishing in New Zealand
workers: Associations with lifestyle behaviors, physical health, psychosocial, and work-re-
lated indicators. Journal of Occupational and Environmental Medicine, 57(9), 973-983.
https://doi.org/10.1097/jom.0000000000000508

Hsief, H.-F., & Shannon, S. E. (2005). Three approaches to qualitative content analysis. Qualita-
tive Health Research, 15(9), 1277—-1288. https://doi.org/10.1177/1049732305276687

Kadi-Hanifi, K., Dagman, O., Peters, J., Snell, E., Tutton, C., & Wright, T. (2014). Engaging
students and staff with educational development through appreciative inquiry. Innovations
in Education and Teaching International, 51(6), 584—594. https://doi.org/10.1080/14703297.
2013.796719

99



Dockrill Garrett

Kaplan, C., Chan, R., Farbman, D. A., & Novoryta, A. (2014). Time for teachers: Leveraging
expanded time to strengthen instruction and empower teachers. National Center on Time
& Learning. https://www.timeandlearning.org/sites/default/files/resources/timeforteachers.
pdf

Kaur, A., & Noman, M. (2020). Educational leadership and self-determination theory in collec-
tivist cultures. In Oxford research encyclopedia of education. Oxford University Press.
https://doi.org/10.1093/acrefore/9780190264093.013.592

Kern, M. L., Adler, A., Waters, L. E., & White, M. A. (2015). Measuring whole school well-be-
ing in students and staff. In M. A. White & A. S. Murray (Eds.), Evidence-based ap-
proaches in positive education: Implementing a strategic framework for well-being in
schools (pp. 65-91). https://doi.org/10.1007/978-94-017-9667-5 4

Keyes, C. L. M. (2002). The mental health continuum: From languishing to flourishing in life.
Journal of Health and Social Behavior, 43(2), 207-222. https://doi.org/10.2307/3090197

Leithwood, K. (20006). Teacher working conditions that matter: Evidence for change. Elementary
Teachers’ Federation of Ontario.

Lynch, D. (2014). Improving teaching through coaching, mentoring, and feedback: A review
of literature. MIER Journal of Educational Studies, Trends & Practices, 4(2), 136—166.
https://doi.org/10.52634/mier/2014/v4/12/1467

McCashen, W. (2005). The strengths approach: A strengths-based resource for sharing power
and creating change. St. Luke’s Innovative Resources.

Morrison, W., & Peterson, P. (2013). Schools as a setting for promoting positive mental health:
Better practices and perspectives (2nd ed.). Pan-Canadian Joint Consortium for School
Health.

Murphy, J. F., & Louis, K. S. (2018). Positive school leadership: Building capacity and strength-
ening relationships. Teachers College Press.

Neumann, M. D., Jones, S. C. L., & Webb, P. T. (2012). Claiming the political: The forgotten
terrain of teacher leadership knowledge. Action in Teacher Education, 34(1), 2—13. https://
doi.org/10.1080/01626620.2012.642279

Province of New Brunswick. (2016). 10-year education plan: Everyone at their best (Anglophone
sector). Department of Education and Early Childhood Education. https:/www2.gnb.ca/
content/dam/gnb/Departments/ed/pdf/K12/EveryoneAtTheir Best.pdf

Proyer, R. T., Gander, F., Wellenzohn, S., & Ruch, W. (2015). Strengths-based positive psychol-
ogy interventions: A randomized placebo-controlled online trial on long-term effects for a
signature strengths- vs. a lesser strengths-intervention. Frontiers in Psychology, 6, Article
456. https://doi.org/10.3389/fpsyg.2015.00456

Quinlan, D. M., Swain, N., Cameron, C., & Vella-Brodrick, D. A. (2015). How ‘other people
matter’ in a classroom-based strengths intervention: Exploring interpersonal strategies and
classroom outcomes. The Journal of Positive Psychology, 10(1), 77-89. https://doi.org/10.10
80/17439760.2014.920407

Quinlan, D., Swain, N. & Vella-Brodrick, D.A. (2012). Character strengths interventions:
Building on what we know for improved outcomes. Journal of Happiness Studies, 13(1),
1145-1163. https://doi.org/10.1007/s10902-011-9311-5

Rickabaugh, J. (2016). Tapping the power of personalized learning: A roadmap for school lead-
ers. ASCD.

Robinson, V. M. (2011). Student-centered leadership. Jossey-Bass.

Roffey, S. (2012). Pupil wellbeing—Teacher wellbeing: Two sides of the same coin? Educational
& Child Psychology, 29(4), 8—17.

Ryan, R. M., & Deci, E. L. (2002). On assimilating identities to the self: A self-determination
theory perspective on internalization and integrity within cultures. In M. R. Leary & J. P.
Tangney (Eds.), Handbook of self and identity (pp. 255-273). The Guilford Press.

Saldana, J. (2016). The coding manual for qualitative researchers (3rd ed.). SAGE Publications.

100



CJEAP, 203

Saleebey, D. (2001). Practicing the strengths perspective: Everyday tools and resources. The Jour-
nal of Contemporary Social Services, 82(3), 221-222. https://doi.org/10.1606/1044-3894.195

Saleebey D. (20006). The strengths perspective in social work practice (4th ed.). Pearson.

Schaap, K. (2019). Positive leadership & strength-based development: From functioning to
flourishing [PowerPoint slides]. CoAchieve. https:/www.plexusleadership.com/wp-content/
uploads/2020/10/e_book-positive-leadership-coachieve kitty-schaap-2020.pdf

Seligman, M. E. P. (2011). Flourish: A visionary new understanding of happiness and well-being.
Atria Books.

Seligman, M. E. P,, Ernst, R. M., Gillham, J., Reivich, K., & Linkins, M. (2009). Positive educa-
tion: Positive psychology and classroom interventions. Oxford Review of Education, 35(3),
293-311. https://doi.org/10.1080/03054980902934563

Shoshani, A., & Slone, M. (2013). Middle school transition from the strengths perspective: Young
adolescents’ character strengths, subjective well-being, and school adjustment. Journal of
Happiness Studies, 14(4), 1163—1181. https:/doi.org/10.1007/s10902-012-9374-y

Shuayb, M. (2014). Appreciative inquiry as a method for participatory change in secondary
schools in Lebanon. Journal of Mixed Methods Research, 8(3), 299-307. https://doi.
org/10.1177/1558689814527876

Stebleton, M. J., Soria, K. M., & Albecker, A. (2012). Integrating strength-based education into a
first-year experience curriculum. Journal of College and Character, 13(2), 1-8. https://doi.
org/10.1515/jcc-2012-1877

Stone, B. A. (2020). Curriculum-centered barriers to child-centered practice and frames for resis-
tance. Professing Education, 18(1&2), 51-64.

Stowell, F. (2012). The Appreciative Inquiry method—A suitable candidate for action research?
Systems Research and Behavioural Science, 30(1), 15-30. https://doi.org/10.1002/sres.2117

Tedeschi, R. G., & Kilmer, R. P. (2005). Assessing strengths, resilience, and growth to guide clin-
ical interventions. Professional Psychology: Research and Practice, 36(3), 230-237. https://
doi.org/10.1037/0735-7028.36.3.230

Walker, Z., & Musti-Rao, S. (2016). Inclusion in high-achieving Singapore: Challenges of build-
ing an inclusive society in policy and practice. Global Education Review, 3(3). 28—42.

White, M. A., & Murray, A. S. (2015). Building a positive institution. In M. A. White & A. S.
Murray (Eds.), Evidence-based approaches in positive education: Implementing a strategic
Sframework for well-being in schools (pp. 1-26). https://doi.org/10.1007/978-94-017-9667-5

Williamson, W. J., & Gilham, C. (2017). Winning and re-winning: Recommendations for inclu-
sive education reform for students labelled as disabled in Alberta’s schools. Canadian Jour-
nal of Educational Administration and Policy, 184, 49—66. https://journalhosting.ucalgary.
ca/index.php/cjeap/article/view/16326

Yusof, H., Al-Hafiz Osman, M. N., & Noor, M. A. M. (2016). School culture and its relationship
with teacher leadership. International Journal of Academic Research in Business and So-
cial Sciences, 6(11), 272-286. https://doi.org/10.6007/ijarbss/v6-i11/2396

101



