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Abstract

This Organizational Improvement Project (OIP) explores a problem of practice (PoP) where the
Association Office (AO), within a large, private school district (District), wishes to facilitate
professional development of leadership skills, collaboration, and cooperation amongst the
principals. Perspectives on the problem are gained through a thorough assessment of the District
and its existing culture and practices. In addition, this OIP examines the District’s readiness for
change and how both the internal and external forces for change can be used to create
momentum to address the PoP. Various leadership approaches, including adaptive, agile, and
servant leadership, and possible solutions are considered in response to the PoP. A change
implementation plan that includes the adoption of a community of practice (CoP) is suggested as
the focus of the OIP. The change implementation plan within the OIP focuses on planning and
communicating the CoP to the various stakeholders. The proposed CoP will form part of a dual
operating system of governance that operates outside the traditional hierarchy. The CoP would
focus on building instructional and principal leadership skills while encouraging collaboration
and cooperation with the principals and the AO. The ethical considerations of implementing a
CoP as well as possible next steps are also discussed in this OIP. If implemented, it is proposed
that this OIP will be successful in building relationships and leadership capacity among the
principals and the AO within the District.

Keywords: dual operating system, community of practice, principal collaboration,

instructional leadership, adaptive leadership, agile leadership, servant leadership
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Executive Summary

Education is constantly changing and managing educational leaders through change can
be challenging. The Association Office (AO) is a provincial member of an international Christian
organization providing Christian education that fosters development of the spiritual, physical,
intellectual and social-emotional learning in over 800 schools and 8,000 educators (AE, 2016).
Within the province, 22 schools service the educational needs of local church families by
providing Christian education (AO, 2016). Unfortunately, these schools are often located many
hours travel from each other. As a result, the ability for principals and the AO to meet and
collaborate regularly is limited by both geography and money. Within a district where schools
are spread over a large geographic area, managing change becomes more problematic if the
schools cannot afford the time or money needed to meet face to face.

The PoP faced by the district board office involves investigating ways to foster
collaboration between the principals and district board office to improve professional practice.
As a result, the district board office needs to creatively examine structures that will provide
opportunities to address improving the professional practice of the principals and promoting
collaboration within the organization (Bolman & Deal, 2013). Building on a professional
learning community approach, and utilizing a blended approach of online and face-to-face
communities of practice involving the principals, the board district office can facilitate
collaboration, leadership and professional growth (Cowan, 2012; Servage, 2008; Teague &
Anfara, 2012; Wenger, 1998).

This organizational improvement plan involves the development of a blended face-to-
face and online principal community of practice that would provide the vehicle to cultivate the

principal and AO relationship. According to Wenger (1998), a community of practice is a group
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of people with shared concerns and the drive to improve their practice who interact on a regular
basis. Structurally, the community of practice would divide the work and coordinate the AO and
the principals’ roles. Policy development and curriculum implementation would be shared,
improving efficiency and promoting adherence to policy. It would also provide a structure for
supporting the human resources frame by facilitating principal and local voice during the
development of policies; which in turn, encourages alignment between local and organizational
needs (Bolman & Deal, 2013). In addition, the principal community of practice would foster
productive relationships and promote a learning environment that would be productive for
change as principals move forward as instructional leaders in the implementation of the new
Ministry of Education curriculum. Politically, these meetings would facilitate bargaining,
negotiating, setting agendas, and managing the conflict between the AO and the principals
(Bolman & Deal, 2013). Finally, by monthly meetings and discussions held whether face-to-face
or through online tools, the principal community of practice would allow the principals and the
AO to communicate regularly with a goal to unite with a common vision and common
understanding of the vision, symbols and policies that protects not only the local schools but the
whole system (Wenger, 1998).

Through the implementation of a community of practice, the structure for promoting
collaboration, vision, goal-setting and relationship building could be achieved (Lees & Meyer,
2011; Militello & Rallis, 2009). The leadership within the community of practice would then
focus on specific school issues and would aid in the adoption of new curricular initiatives and
assessment, positively impact student learning (Allen, Grigsby, & Peters, 2015). This vision
would be accomplished by building a community of practice that facilitates a supportive team

that strengthens leadership and improvement in all areas of professional practice.
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Definitions
Agile Leadership- the process of responding and adapting to the environment to initiate change
in short change cycles with incremental steps (Breakspear, 2015a; Galagan, 2015; Orski, 2017;
Tennant, 2001)
Adaptive Leadership- leadership that focuses on second-order changes that challenge the
underlying values and organizational norms (Heifetz, Grashow, & Linsky, 2009).
Communities of Practice- groups that share the same conditions within a social context that are
used to create and acquire new knowledge (Bengtson, Airola, Peer, & Davis, 2012; Wenger,
1998).
Distributed Leadership- involves sharing the decision-making process to allow all group
members to have a meaningful voice (Irvine & Lupart, 2010; Jones, Forlin, & Gillies, 2013;
Schmidt & Venet, 2012).
Dual Operating System- an agile and adaptive network structure that operates parallel to the
traditional hierarchy to encourage agility in business (Kotter, 2014)
Inquiry-based Learning- The process of using an inquiry research framework where students
learn through planning, investigating, and researching a problem or question (Banchi & Bell,
2008; Wells, 2001).
Instructional Leadership- describes the practice of educators working together to improve
student learning through quality teaching and learning (Hopkins, 2001).
Professional Learning Communities- small groups of educators that meet to support each other

and are united by a common vision or goal (Servage, 2008; Teague & Anfara, 2012).
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Servant Leadership- leadership characterized by a leader that inspires leadership in others
through service and professional development (Greenleaf, 1970; Spears, 2004; van Dierendonck
& Nuijten, 2011).

Transformational Leadership- leadership that is driven to improve what already exists

(Marzano et al., 2005).
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Chapter 1: Introduction and Problem

The Association Office (AO) is the provincial branch of an international organization of
Christian schools and is one of the largest Christian school systems in the world. Within North
America, the system employs over 8,000 teachers and administrators in more than 800 schools
(AE, 2016). The system exists to provide an exceptional Christian education alternative to
parents by fostering the development of the spiritual, physical, intellectual, and social-emotional
learning of the whole person while developing a life of service and faith in God (AE, 2016).
Furthermore, it is the vision of the organization to strive to blend academic achievement and
Biblical truth in a way that honours God and blesses others (AE, 2016).

Originally founded in 1904, my provincial association currently serves over 2,000
students living in a western Canadian province and employs several individuals to oversee the
Christian education of its associate schools (AO, 2016). In addition to the superintendent, main
AO support positions include assistant superintendents, curriculum district principals, special
education district principals and finance specialists. The superintendent has held the role for over
15 years while the other members of the AO have been in their roles less than five years.

The AO is responsible for six high schools, two online schools, and 14 elementary
schools within a large geographic district. Many of the schools are located six to twelve hours
from each other which makes collaboration between principals and the AO staft, as well as AO
school visitations, difficult. Furthermore, providing face-to-face professional development is also
problematic due to the time required to travel between the schools. Teachers and principals are
not able to meet without taking two travel days for a one-day workshop. Additionally, the needs
of the schools and administrators vary based on the school location and size. Within the district,

the schools vary in sizes from small two teacher schools to large 20 teacher schools. Moreover,



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 2

some of the schools have administrators that teach in addition to their administrative duties while
others have full-time administrators.

The AO employs over 70 teachers and 25 administrators in a non-unionized Christian
environment (AO, 2016). While both teachers and principals must hold valid provincial teaching
credentials, there are no provincial guidelines that require principals to hold specific principal
qualifications or a master’s degree. Currently, only 20 percent of teachers and 40 percent of
principals within the province hold a master’s degree (AE, 2016).

Both the international and district church systems utilize a hierarchical authority structure
where policies and procedures are dictated from the organizational leadership (Bolman & Deal,
2013). There are several layers of leadership within the church system including international,
national, and provincial associations. Provincially, an elected district president is responsible for
overseeing all areas of ministry within the district association of churches, including education
and the AO (Nichols, 2000). Moving upwards in the hierarchy, the district president reports to
the president of the Canadian national office, who in turn, reports to an international governing
body for the advancement of education in North America (NAD, 2016).

Within the province, this hierarchy continues downwards. The district president chairs a
school district administrative committee that reports to the president of the provincial church.
This administrative committee’s membership includes all high school principals, a few
elementary principals, pastors and additional laypeople from the district. This committee acts as
an advisory to the district president and is above them. This committee also recommends to the
district president the hiring and firing of all educational employees, including the AO

superintendent and staff.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 3

At the local school level, each school is run by a local school operating committee. Its
membership is elected from the local churches’ laypeople and parents based on each local school
operating committee’s constitution that describes the positions and term lengths. The local
school operating committee oversees the physical plant, finances, resources for the school, and
making recommendations for hiring of the local teachers and principal.

Due to the religious aspect of the organization, all leadership approaches are first viewed
through a religious lens. This religious lens supports a Christian worldview that uplifts the value
of the individual in striving to grow morally, spiritually, intellectually and physically (AE, 2016).
While this aim may be viewed through several different approaches, the underlying drive
towards a relationship with God and the fulfilment of God’s plan for our lives remains the same
regardless of any secondary approach undertaken (AE, 2016).

The variety of shareholders within the educational system is an attempt to provide an
integration between the church and the school. Varied inputs work to strengthen the educational
system’s relationship with local and district churches. This hierarchical structure, however, can
hinder educational reform as many stakeholders hold a conservative-based educational
viewpoints which makes change very difficult because the church leaders are rooted in
upholding traditions (Gutek, 1997; MacDonald, 2014). Many school principals and teachers
within the system also hold religious conservative views and are resistant to deviate from
traditional educational methods. Furthermore, educators have seen numerous approaches to
educational reform come and go and are hesitant to embrace new strategies (Gutek, 1997;
Macdonald, 2014).

While the church-at-large holds a predominantly religious conservative aim, the AO

embraces a religious liberal approach which favours freedom and choice within a religious



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 4

environment (Carpenter, n.d.; Gary, 2006). The superintendent believes in the development of a
shared vision where each stakeholder is given a voice. As a result, the superintendent involves
many different shareholders, including the Ministry of Education, the district church
administration, the district educational governing board, and each school’s local school operating
committee in the decision-making process. Given the vast differences in school locales, he must
use a distributed leadership approach to ensure that each stakeholder’s needs are heard and
addressed. Part of the superintendent’s role involves facilitating and developing a district-wide
shared vision that will be supported by all stakeholders. All policies and procedures, therefore,
are developed in consultation and voted by a K-12 Governing Board made up of appointed
pastors, principals and lay people.

There are times, however, when the superintendent must require strict adherence to
religious or provincial directives. In those instances, hierarchical leadership is necessary and the
superintendent must use his influence to educate and enforce directives within the established
religious conservative environment. As Sheppard, Brown, and Dibbon (2009) explain the
hierarchical approach is sometimes needed to effect change in an existing conservative and
hierarchical system. The superintendent, however, prefers to only use hierarchical methods to
support distributed leadership ideals.

Leadership Problem of Practice

Due to the large distances between schools in the province, collaboration between
principals and the AO is often difficult and expensive. There is extensive research supporting the
use of professional learning communities within a school to bolster collaboration; however, there
are fewer instances where principal communities of practice are occurring (Eaker, DuFour, &

Burnette, 2002; Huffman & Hipp, 2003; Marzano, Waters, & McNulty, 2005). My problem of
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practice (PoP) addresses the issues surrounding the development of collaboration and unity
amongst the principals in our district.

Perspectives on the Problem of Practice
Four Frames

This PoP can be evaluated from several different perspectives and viewpoints using
several tools. Bolman and Deal (2013) present a framework that allows for an organizational
assessment based on the structural, human resources, political and symbolic frames. Each of the
frames examine the organization through various lenses. The structural frame examines the
formal roles, rules, policies, and procedures that may hinder the effectiveness of the organization
(Bolman & Deal, 2013). The remaining frames focus on the individuals in the organization and
their abilities, coalitions, and vision. The human resources frame strives to facilitate alignment
between the organization and individuals while the political frame strives to understand the
different interests competing for power and resources within an organization (Bolman & Deal,
2013). The symbolic frame is the last of Bolman and Deal’s (2013) frames and addresses the
culture and vision of how the organization and individuals are perceived.

Structural frame. Bolman and Deal’s (2013) structural frame examines the structures
within the organization and how they affect the PoP. Due to the large distance between schools,
the principals of all the schools do not meet on a yearly basis. The principals that are members of
the school district administrative committee meet, face to face, twice per year to discuss policy
and procedures. These meetings are often a few hours long and involve the presentation of
several reports. There is no time, within the meetings, set aside for collaboration or discussion,
leading to policy being dictated rather than discussed. Furthermore, the policies that are

presented are often developed by one or two individuals in the AO without consultation with the
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principals. There is currently no structure within the system that will allow for ongoing
opportunities for discussion and collaboration as a group of principals with the AO on policy
development.

Human resources frame. When examining the principals’ perspective within the human
resources frame, there are many issues involving skill mismatches, old feelings, prejudices,
attitudes and beliefs (Bolman & Deal, 2013). First, the principals’ professional growth needs are
not being met. Understanding that some of the schools are in remote locations and that parochial
school salaries are often substantially less than their public counterparts, finding qualified and
experienced administrators to serve as principals is difficult. Currently, only forty percent of
principals hold a master’s degree and half of the principals, due to high staff turnover, have held
their position for less than three years. Secondly, this lack of collaboration in the development of
policy and procedures, as discussed in the structural frame, leaves the principals feeling
unappreciated and frustrated. They believe the AO does not understand the realities of the local
culture because their voices are not heard. Unfortunately, because of the diverse needs of the
local schools, conflicting personalities and values contribute to difficulties in agreement and
building consensus. Facilitating alignment of individual and organizational needs, through
effective teams for collective action, is essential for addressing these human resource issues
(Bolman & Deal, 2013).

Political frame. The political structure within the organization also poses problems for
the AO as it attempts to facilitate change and school improvement. First, the church
administrative structure has the power to override any decision made by the AO. This promotes
ambiguity in the leadership structure and authority of the AO. The principals band together and

lobby the church administration for exceptions in educational policies. Without understanding
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the educational situation, the administration sometimes approves unsuitable policies or actions.
Secondly, the AO power is diluted by the principal and the local school council, who controls the
local school facility and finances. This council sometimes makes decisions that are not in line
with AO or government policy. In addition, while the AO attempts to enforce government
regulations, it must continually educate and negotiate with the local council, the principals, and
the church administrative structure to ensure compliance. All these factors become problematic
as the Ministry of Education inspectors expect the authority to be able to exert control over their
member schools.

Symbolic frame. All the stakeholders involved in the organization have different
symbolic views of the role of the AO, principals, and Christian education. Local administration
and councils have developed institutional identities based on their regional perceptions of
Christian education. As a result, some schools are very conservative and adhere closely to the
tenets of faith while others promote themselves as non-denominational Christian schools to
appeal to a larger market. Different stakeholders also hold various interpretations of
governmental expectations. Unfortunately, these beliefs are encouraged by the Ministry of
Education inspectors as the evaluations and expectations reflect the local interpretation of the
governmental expectations, as opposed to the AO policies. The inconsistency caused by varied
interpretations of the policies is illustrated by one principal receiving a good inspection report
while another principal, in another location, is reprimanded for similar programming. The
principals who receive good reports are exceptional principals and become heroes to the other
principals. Difficulties arise within the system when principals, who have received good reports,
question the validity of the AO policies for their local district. The conflicting messages from the

inspectors’ interpretations and the AO policies undermines the credibility of the AO. This may
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lead some principals to discount the AO policies in favour trying to gain favour with the
inspector. The role of the principal, as the educational leader of the school, symbolically
becomes reduced then to a leader who can make the school look the best. As Bolman and Deal
(2013) suggest, by not authentically acting as principal, by following the best practices and
policies of the AO, the meaning attached to the role of principal becomes either confused or lost.
PESTLE Analysis

The PoP can also be examined using a PESTLE analysis which evaluates the political,
economic, social, technological, environmental, and legal aspects of an organization (Chapman,
2016; PESTLE Analysis, 2016). The political analysis examines the governmental regulations,
while the economic examines any financial issues that may affect the organization (PESTLE
Analysis, 2016). The social analysis assesses the human components that may affect the
organization and the technological analysis evaluates the positive or negative impact of the
organizations technology. Within the context of this OIP, the environmental and legal aspects are
not significant; therefore, they will not be addressed.

Political. Throughout Western Canada, the provincial governments regulate and fund
private schools. As a result, all private schools must meet certain standards to operate and
receive government funding (Alberta Education, 2016; BC Ministry of Education, 2016;
Government of Saskatchewan, 2016; Manitoba Office of Education and Training, 2016). For
schools to operate, all teachers must be provincially certified and are held to the provincial
standards of practice. In addition, each school is inspected by the provincial government
accrediting office to ensure that schools are following the provincial school act, policies and
curriculum. The primary mandates of the AO, as directed by the provincial governments, are to

ensure that member schools continue to meet provincial standards, provide professional



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 9

development for best practices, and regularly audit both the education program and finances of
each school (Alberta Education, 2016; BC Ministry of Education, 2016; Government of
Saskatchewan, 2016; Manitoba Office of Education and Training, 2016). Given that visitation by
the AO is difficult, it is essential that the local principal ensures the schools and local operating
committees are meeting the requirements of both the Ministry of Education and the parochial
accrediting body.

Economic. The economic factors within an organization have a significant impact on the
ability of an organization to operate (Professional Academy, 2016). The PESTEL examines
issues arising from funding and the organizational economy (Chapman, 2016). Within the
governmental funding model, funding is allocated to aid in the operation of the school and not
association offices; therefore, the AO is funded through the district church organization. The
parochial administrative committee, which consists of the superintendent, district treasurer, and
the two clergy leaders, determine the operating budget for the AO. As a result, the education
department, while receiving a large percentage of the budget, does not have the extra money
required for large scale initiatives. Due to the cost involved in travelling large distances, it is
often cost prohibitive to bring all the principals to one location. It is equally expensive and time
consuming for the AO to travel multiple times to each school. Furthermore, providing training
opportunities for principals in their local areas, so travel expenses are minimal, requires
additional funding from the AO budget. Each principal is eligible for continuing education
monies, but these are allocated on an as needed basis and may not cover the entire cost of the
conference or in-service. Principals may also request funding through their local school
operating committee; however, many schools do not receive enough funding and rely on tuition

to meet their operating budgets.
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Social-cultural. The social-cultural factors in the PEST analysis examine the shared
attitudes and beliefs of the people within the organization (Professional Academy, 2016). This is
similar to the Bolman and Deal (2013) human resources and symbolic frames yet looks at it from
a lens of how individuals as a collective group affect the overall organization. The district is
united in its shared vision of supporting the faith of its membership. This commonality is what
separates the various Christian school organizations. Throughout the geographically diverse
district, each area is unique in its interpretation of both the religious beliefs and its philosophy of
Christian education. While the overall belief in the church exists to unite the district, the
individual local differences also serve to separate them from district global policies that should
affect everyone. Within the same geographic district, there may also be several churches that
support alternate styles of worship, supporting the same school. This church divide threatens the
local schools as families may not view their local church school as best reflecting their values.
Instead, they may send their children to another denomination’s school. Training, assistance, and
support from the AO, therefore, is essential for the principals to be able to negotiate alliances,
build shared beliefs among the diverse churches in the area that will promote the local church’s
school and serve the needs of the area.

Technology. In response to the financial budgetary limitations, efforts have been made to
improve the use of technological resources like tele-conferencing through telephone and internet
programs. Over the last year, the AO has provided all schools with an Office 365 license to
facilitate the sharing of documents between the schools and the AO. In addition, the AO has
purchased a ZOOM web-conferencing licence to facilitate video conferencing with large
numbers of participants. Furthermore, Skype and Google Plus have also been used for smaller

meetings between the AO members, when they are travelling, or administrators. The issue with
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the purchase of the technology is that there is often no additional money left over for training the
principals or the AO on how to effectively use the technology that has been made available to
them. Differences in technological ability also cause difficulties as not all the principals are
comfortable with technology beyond basic word processing or web surfing.

Equity Audit

Finally, when completing an analysis of the organization, an equity and culture audit
should be completed to determine and understand the culture of an educational organization.
Ahren, Ryan, and Niskodé-Dossett (2009) propose that a culture audit should aid leaders to not
only understand the group’s culture, but also provide an assessment strategy aimed at
improvement. Many equity-culture audits address various categories including: student
achievement, support for the diverse needs of all students, communication, leadership beliefs and
beliefs about students (Kentucky Department of Education, 2008). Cleveland, Powell, Saddler,
and Tyler (2009) support the use of an equity-culture audit tool to examine the role of the
leadership in school culture. They postulate that equity-culture audits are an essential piece of
any district or school improvement effort (Cleveland et al., 2009). This equity audit is important
to this OIP as it focuses on student learning as opposed to the other data that examines the
organization itself.

When examining academic achievement, most principals within the system were found to
encourage their teachers to support and celebrate academic achievement. In fact, many principals
intentionally assign staff to teach to their strengths, which maximizes the opportunities for
students to excel. In addition, student achievement is celebrated through public displays of work

and articles in the school and district paper.
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While most of our principals support safe, orderly and equitable learning, there are some
areas of weakness. Improvement can be pursued in the development and management of student
groups. These groups should be based on instructional needs and providing ongoing flexible
groupings that are continuously assessed. There needs to be a focus from the AO to help provide
principals with professional development to support their teachers in creating varied experiences
that support the diverse needs of the students. The principals also need more support in providing
opportunities for teachers to share their innovations and what is working in the classroom
through a professional learning community.

Similar to the communication issues that arise between the AO and the principals,
communication within our schools and our districts is also a struggle. Family communication
about student achievement is accomplished primarily through the online grading program.
Parent-teacher and student-led conferences are poorly attended and families are not routinely
contacted to discuss behaviour or academic performance. Some principals and teachers are
reluctant to meet with parents after school hours to discuss these issues. Furthermore, only a few
schools are using technology in communication. Some administrators and teachers do use
newsletters, email, or Facebook to communicate with their students and a few schools have a
regular communication plan that includes written newsletters or electronic communication with
parents, church, or community. As for communication within the school, many teachers
indicated that they are not consulted by administration in any decision-making that involves
teaching and learning. This lack of communication is one of the reasons for stakeholder
dissatisfaction within the system.

Finally, when examining the leadership and educational philosophy, it appears the

principals utilize a hierarchical leadership structure with their teachers and staff (Bolman & Deal,
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2013). When dealing with the AO, however, the hierarchical leadership structure is not supported
by the principals. It is possible that this is the result of the schools being geographically
separated by large distances. This separation from the AO enables schools to act autonomously
without direct oversight from the AO.

One concerning theme, among some educators within the system, is that student success
or failure is the responsibility of the student alone. The principals do not necessarily view the
teachers as equally responsible when a student experiences difficulty. Some principals seem to
hold preconceived ideas about students and their lack of motivation. Increased collaboration and
communication to become instructional leaders in the school will provide principals with the
needed professional development on strategies that will help support all students.

Relevant Literature

When working with principals from a district level, there are several key topics that need
to be reviewed as each contributes to the success in building collaboration. Professional learning
communities, communities of practice, and instructional leadership are all areas that affect the
success of the organizational improvement project’s PoP.

Professional learning communities. Much of the recent literature examines how
principals use professional learning communities (PLC) to build a shared vision and
collaboration with their teachers. Before exploring the aspects of professional learning
communities, it is essential to examine the different definitions of professional learning
community. Professional learning communities are defined in many ways by many different
people. Servage (2008) believed that professional learning communities are groups that hold
three common beliefs. The first belief is that professional development is essential to improving

learning. The second belief is that collaboration is the most effective process for professional
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development and the third belief is that the collaboration must involve problem solving in
authentic situations (Servage, 2008). This collaboration goes beyond the traditional meeting
where the educational leader imparts knowledge to the employees. It requires the individuals
within the organization to take an active role in initiating and implementing new ideas and
strategies to enhance student learning and the school in general.

Several authors believe that there are fundamental dimensions of professional learning
communities. Teague and Anfara (2012) believed that there must be shared values and vision,
shared and supportive leadership, collective learning and application to practice, shared personal
practice and supportive conditions. Each one of these dimensions helps to contribute to the
professional learning community. In fact, Sigurdardottir (2010) also defined similar fundamental
dimensions for professional learning communities. She also focused on the shared values, shared
leadership, support among staff, collaboration between staff, administrative support, a positive
social climate, and job satisfaction and commitment.

Each description has merit in the educational system and different leaders may approach
professional learning communities in different ways. The most important thing to remember is
that unlike standalone professional development initiatives, professional learning communities
are ongoing groups. This is not a one-time brainstorming session or staff meeting where policies
and procedures are dictated and never discussed again. Huffman and Hipp (2003) stress that
professional learning communities are a process to affect change and not an end result or goal to
achieve. They work to develop professional respect and relationships and are a way to empower
teachers to create an atmosphere where change can take place in a manner that benefits all

involved.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 15

PLC leadership. Leadership takes many forms. According to Marzano, Waters, and
McNulty (2005), there are two types of leaders: transactional and transformational. Transactional
leadership is based on the day to day maintaining of what always has been; whereas
transformational leadership is one that is driven to improve what already exists (Marzano et al.,
2005). Transformational leaders embrace change, not just for the sake of change, but for the
improvement of student learning. It is through the transformational leader that educators can help
principals and teachers assume responsibility and roles within the school to help achieve the
vision.

A transformational leadership style is crucial when initiating a professional learning
community. Marzano, Waters, and McNulty (2005) believed that educational leadership should
not be placed on one individual. The principal must be a transformational leader, who
emphasizes the development of shared goals, beliefs, and values (Schmidt & Venet, 2012).
Similarly, Jones, Forlin, and Gillies (2013) agree that the leader facilitates the shared beliefs and
fundamental concepts needed for shared ownership and change. This collaboration between all
involved in the inclusion process is essential for its success. According to Irvine and Lupart
(2010), collaboration encourages shared responsibility for meeting learning needs on a collective
as opposed to a single individual.

Distributed leadership is one way a transformational leader can encourage principals and
teachers to work together and share the vision and responsibilities. Distributed leadership
reimagines the role of the principal as one that provides supportive, motivating leadership to the
members of the team while still upholding educational principles (Irvine & Lupart, 2010). Each
stakeholder, in distributed leadership, works together to develop and follow a professional

development plan or action plan that supports education for all students (Schmidt & Venet,
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2012). As the key player in distributed leadership, the principal involves the “people who will
implement the plan in all aspects of the decision-making process” (Jones et al., 2013, p. 64).
Facilitated or distributed leadership is effective at developing shared vision and ownership as it
inherently gives a voice to each stakeholder (Jones et al., 2013). Decisions are made by
consensus and focus on respect toward the collective goal. Similarly, Ryan (2010) suggests that
parents and teachers want to have a “meaningful voice in the decision and policy making
processes” (p. 8).

Distributed leadership empowers teachers by developing the knowledge, skills and
supports to help differentiate their instructional practices to meet the needs of the students
(Howery et al., 2013). It also provides support to principals and teachers as they share what they
learned through professional development in a professional learning community. According to
Gebbie, Ceglowski, Taylor, and Miels (2012), education is strengthened by providing learning
communities where the teachers can interact, learn and support other teachers. This collaboration
provides educators the opportunity to participate in planning and developing the plans for school
growth and improvement (Harpell & Andrews, 2010).

Research also shows that the sharing of leadership responsibilities helps to make and
build relationships. According to Huffman and Hip (2003), “Without creating a culture of trust,
respect, and inclusiveness with a focus on relationships, even the most innovative means of
finding time, resources and developing communication systems will have little effect on creating
a community of learners” (p. 146). It is only in sharing the leadership roles that principals feel
valued and trusted with decision making. This trust enhances the relationships and builds the
capacity for change (Fullan, 2002). It is only through collaboration and cooperation between the

AO and the principals that change will occur, therefore these relationships are essential.
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According to Wells and Feun (2008), the role of administration is changing.
Administrators must focus on building relationships that exhibit trust and shared leadership. If
the AO wants to effect change in schools using professional learning communities, the principals
need to be supported by providing what is needed to help facilitate the process. After all, the
implementation process of professional learning communities is a change in and of itself.

When educational leaders are willing to collaborate with their principals they empower
them. Empowerment is characterized by shared accountability and mutual support (Song, 2012).
Song (2012) believes that professional learning communities help educators become empowered
and as such are more receptive to change. Not only are they more receptive to change, but
members begin to create an atmosphere of professional autonomy which facilitates personal
growth since they are more willing to participate in that professional growth as opposed avoiding
the energy that is required with reforms (Waugh & Punch, 1987). Another by-product of
empowerment is the creation of leaders. Fullan (2005) insisted that the success of professional
learning communities is dependent on leaders that develop leaders.

Vision and goals in the PLC. Learning organizations cannot exist without a shared vision
(Senge, 1990). Developing a shared vision and goals is one of the most difficult beginning steps
for professional learning communities. In fact, Eaker, DuFour, and Burnette (2002) believe that
the lack of vision is an impediment to improving schools. Similarly, Leclerc, Moreau,
Dumouchel, and Sallafranque-St-Louis (2012) also use the presence or absence of school vision
as a determining factor in whether the professional learning communities are effective. Huffman
and Hipp (2003) emphasize that the shared vision of the stakeholders must be connected to the
school’s goals. Once the shared vision is determined, therefore, the AO and principals can set out

plans for using their vision to achieve their goals.
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Communities of practice. While professional learning communities focus on building
relationships and shared goals and vision between teachers and principals in an educational
environment, communities of practice, according to Wenger (1998), result from social
interactions between individuals that share the same conditions within a social context.
Additionally, Bengtson, Airola, Peer, and Davis (2012) share that while professional learning
communities tend to focus on new knowledge acquisition, communities of practice focus on the
creation and acquisition of new knowledge through targeted professional development and
transformational leadership. Unlike a professional learning community where members are led
by their leadership, a community of practice involves the social learning that takes place among
those with equal roles within an organization as opposed to leader and individual (James-Ward,
2011).

The history and social context, found within communities of practice, creates meaning
through the implementation of an inquiry cycle involving identifying a problem, discussion of
the problem and collaboration in the problem-solving process that leads to acceptance of
responsibility by the participants (Militello & Rallis, 2009). Similarly, Lees and Meyer (2011)
agree that case-based, observation-based, or problem based learning, within the community of
practice promoted creativity and alignment between the conceptual problems and real-life. The
community, therefore, strives to create meaning through mutual engagement in a joint enterprise
that leads to shared experiences (Wenger, 1998). Likewise, the inquiry cycle encourages
collaboration among the individuals in the community of practice as opposed to isolation
(Militello & Rallis, 2009). Fahey (2011) supports the use of protocols that the group follows step

by step to help guide and focus the group discussions when working collaboratively on solving
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issues that threaten school climate. The community of practice, therefore, is most effective when
the community focuses on issues that are a central factor in their roles (Wenger, 1998).

As individuals in a community of practice explore authentic, situated learning
experiences, intellectual capacity for decision-making is developed (Braun, Gable, & Kite,
2011). When following a constructivist perspective of situated learning experiences, members of
the community of practice develop additional competencies as their learning becomes more
rigorous and meaningful (Defise, 2013). Therefore, the goal is to create opportunities for
members of the group to share and collaborate to facilitate learning and sense-making that
encourages practice (Buysse, Sparkman, & Wesley, 2003). This self-generated knowledge is
highly valued by the community of practice as they collaboratively problem solve (Buysse et al.,
2003). Furthermore, Braun et al. (2011) suggest that these authentic experiences develop
potential leaders and their efficacy, ownership and engagement in their own professional
development. Gerard, Bowyer, and Linn (2010) agree and find that the leadership that developed
within the community of practice translated into leadership at the school level. Comparably,
Bengtson, Airola, Peer, and Davis (2012) share that while professional learning communities
tend to focus on new knowledge acquisition, communities of practice focus on the creation and
acquisition of new knowledge through targeted professional development and transformational
leadership.

The process of sense-making and meaning-making within the community can be
effective online as well. The Inquiry Learning Forum leverages technology to facilitate
communities of learning by allowing educators the ability to support each other through web-
based videos and asynchronous discussion (Moore & Barab, 2002). Reilly, Vandenhouten,

Gallagher-Lepak, and Ralson-Berg (2012) support virtual delivery as cost-effective and efficient
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as group members could participate from geographically and demographically diverse areas.
Unfortunately, Moule (2006) discovered that engagement in the group could be limited by both
the members’ computer skills and the lack of relationship building needed to facilitate feelings of
cohesiveness. Furthermore, both Lees and Meyer (2011) and Chitpin (2014) caution that learning
within the group can be negatively impacted if the group members are not fully committed,
engaged, or comfortable with their group. Nevertheless, continued online communities
demonstrated evidence of improvement as the participants continued to meet (Reilley et al.,
2012).

According to Cowan (2012), communities of practice using a blended program of online
and face-to-face meetings can help negate the issues found in online groups and demonstrated
both higher retention and group completion levels. Furthermore, the participants reported that
they were highly engaged with each other (Cowan, 2012). Enfield and Stasz (2011) suggest this
engagement is a direct result of the coherence in the group created by a culture that has been
encouraged through reflective practices that both develop and communicate the meaning.
Another study, by Choi, Browne-Ferringno, and Muth (2005), found that the online cohort
exchanged more meaningful messages with more personal interaction and reflection than the
blended online and face-to-face cohort. This phenomenon may have occurred because
participants in one cohort were not as comfortable with face-to-face communication while other
cohorts were uncomfortable sharing their personal views in a public forum (Choi et al., 2005).

Instructional leadership. One of the most important roles of a principal is to support
student learning (Leithwood, Louis, Anderson, & Wahlstrom, 2004). Both British Columbia and
Alberta include instructional leadership as part of their leadership expectations (Alberta

Education, 2009; BCPVPA, 2013). In Alberta, principals are expected to provide instructional
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leadership by understanding pedagogy and curriculum, implement strategies for improved
student achievement, encourage fair and appropriate assessment practices, and ensure that all
teachers meet provincial teaching standards (Alberta Education, 2009). In British Columbia, the
second domain highlights the instructional leadership role in relation to curriculum, instructional
and assessment practices that support student learning (BCPVPA, 2013).

The definition of instructional leadership, however, describes the practice of educators
working together to improve student learning through quality teaching and learning (Hopkins,
2001). Robinson, Lloyed, and Rowe (2008) believe that the impact on student learning by
instructional leadership is larger than transformational leadership within the school. According to
Marks and Printy (2003), the difference between instructional leadership and transformational
leadership is that the former focuses on building capacity in individuals while the latter’s goal is
organizational improvement. Instructional leadership can transform the organization as
principals’ value collaboration and direction setting with the superintendent as they improve their
leadership for learning (Mombourquette & Bedard, 2014).

One of the challenges to instructional leadership is the daunting idea that principals need
to be experts. Marzano, Waters, and McNulty (2005) highlight that instructional leaders should
have a deep knowledge of subject matter and curriculum as well as various instructional
strategies that will improve student engagement. As a result, instructional leaders are viewed as
curriculum experts, a label that principals, who have been out of the classroom for a while, may
be uncomfortable with wearing (Costello, 2015). Furthermore, Goodwin, Cunningham, and
Childress (2003) note that principals have been layered with additional responsibility without
authority that causes an imbalance as principals must spend more time managing the schools

than promoting instructional leadership. One of the ways to relieve the pressures on principals is
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to work with several individuals in instructional leadership teams to promote collaboration
through a distributed leadership approach (Weiner, 2014). This instructional leadership team is
also known as leadership for learning (Hallinger, 2011). DuFour and Marzano (2009) agree that
schools need learning leaders.

Instructional leadership for IBL. A new educational initiative, that requires instructional
leadership in the school, is inquiry-based learning (IBL). Wells (2001) defined inquiry-based
learning as an “inquiring disposition that influences the way in which all activities are
approached” (p. 194). Banchi and Bell (2008) discussed three generally accepted types of
inquiry: structured inquiry, guided inquiry, and open inquiry. Structured inquiry is still mainly
teacher-controlled except that the students have been given the problem and the procedure but
were not told what to expect for the outcome (Lott, 2011). The student, therefore, follows the
step-by-step instructions without knowing what the result would be. The student then would
observe what happened to evaluate the results (Banchi & Bell, 2008). Guided inquiry is where
the teacher poses the question and the students must plan the investigation, research or
experiment and make their conclusions (Banchi & Bell, 2008; Lott, 2011). In guided inquiry,
different groups of students may attempt to solve the problem in different ways. The role of the
teacher then is to circulate and provide feedback while the students complete the process (Maes,
2010). In open inquiry, students are in control of the process from beginning to end as they
choose their own question, method and make their own conclusions (Banchi & Bell, 2008; Lott,
2011).

Educators around the world are being called to include inquiry-based learning as part of
the curriculum (Lunetta, Hofstein, & Clough, 2007). Across Western Canada, schools are

looking to incorporating inquiry-based learning into their curriculum. British Columbia’s
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curriculum heavily focuses on personalized, inquiry-based curriculum (BC Ministry of
Education, 2015). Similarly, Alberta Education prefaces their curriculum documents with a focus
on developing critical thinking and inquiry skills in each subject while enriching teaching
strategies through Learn Alberta government initiatives (Learn Alberta, 2005). Saskatchewan
Ministry of Education (2016) refers to constructing understanding through inquiry in their new
renewed curriculum documents. Likewise, Manitoba’s curricula are integrated to facilitate the
inquiry of big ideas through a flexible model of planning that provides for a variety of student-
led instructional practices (Manitoba Education and Youth, 2003).

Instructional leadership, by the principals, is essential to monitor the implementation of
inquiry-based learning as it requires a shift in how teachers typically teach in the classroom
(Beerer & Bodzin, 2004). Principals must work with the teachers to help them understand
inquiry so they are able to effectively integrate it into their teaching strategies (Wright, 2001).
Similarly, Newman et al. (2004) stressed that principals should provide teachers with
opportunities to participate in inquiry activities as well as reflect on their own learning of inquiry
while researching the theoretical basis of inquiry-based learning. As such, in-services provide an
important orientation to inquiry-based learning (Darling-Hammond & Bransford, 2005).
Similarly, Murphy and Lick (1988), recommend the use of professional learning communities
that meet once or twice a month to support each other in the implementation process.
Collaboration at the school level between principals provides essential professional development
that will only serve to produce better teachers (van Zee, Iwasyk, Kurose, Simpson, & Wild,
2001). In addition, the small groups provide an opportunity for reflective practice with the
principal and other staff on what is happening in the classroom (Wright, 2001). Loucks-Horsley

(1987) agrees with Wright and recommended that principals facilitate teachers actively planning
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curriculum together to further enable all the teachers to support one another in the
implementation of best practices.
Relevant Internal and External Data.

Unfortunately, the AO does not keep large amounts of internal data or conduct internal
research. In 2011, however, the AO took part in research into student achievement across the
denominational system using the Canadian Achievement Test 4 and the Cognitive Abilities Test
(CRAE, 2011). They found that progressive teaching methods, including cooperative learning,
individualized student learning, and simulations were positively correlated with student success
(CRAE, 2011). In addition, the researchers found that students who had teachers who interacted
with conference educational administrators, as well as other educators, demonstrated higher
growth in achievement than other students (CRAE, 2011). Furthermore, the study found that
students in the AO’s private Christian schools outperformed the national average in all subjects
and that smaller multi-grade schools did as well or better than their larger school counterparts
(CRAE, 2011). The most interesting information for our teachers and administrators was the
finding that students scored higher on the achievement tests than their ability tests predicted
(CRAE, 2011). This information highlights, that using current curriculum, our schools do a good
job of teaching content to students. However, the problem is that due to the past success in
achievement tests, some teachers use the results to resist implementing new inquiry-based
teaching strategies.

According to the Government of Alberta (2016), private education accounts for five
percent of the student population and received a total of $248 million from the government. In
comparison, British Columbia private education accounts for thirteen percent of students in the

province with a funding cost of $245 million (FISA, 2012). These spending figures account for
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50 percent of the cost per student paid to private schools in British Columbia and between 60-70
percent in Alberta (FISA, 2012; Van Pelt & Clemens, 2016). While there are no separate
statistics for Alberta, in British Columbia only 15 percent of private schools are elite non-
denominational or international baccalaureate schools while the remaining private schools are
Christian or other religious schools that rely on the government grants (Hyslop, 2016). These
figures illustrate the government funding deficits that limit the finances within the private school
districts.

Researcher’s Perspective

As a Christian, [ primarily view the world through a Judaeo-Christian religious
perspective. I believe in a Creator God who gives purpose, worth and value to each person. I also
believe that everyone is endowed with different skills and abilities that can be utilized to support
the betterment of organizations and society. Distributed and instructional leadership, at the AO
and the school level, would demonstrate respect, acknowledge and utilize different and unique
talents that would aid in accomplishing the goals and vision of the organization. My religious
view supports my belief that both leaders and followers should work together to develop their
strengths and talents to their full potential. Consequently, leaders have a responsibility to help
develop the strengths and improve the weak areas for those in the organization.

In addition, my religious beliefs place importance on the leader to be confident,
knowledgeable, and able to help the followers grow morally, mentally, physically, and
emotionally. Since leadership is a social act between people, it is important to follow Christ’s
example and build trust and relationships that will facilitate growth. While there are many innate
traits of leadership, like charisma, that make leadership easier, those without those traits can still

lead to be effective leaders. Leaders with innate leadership traits have an advantage and
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responsibility to lead regardless of whether they hold formal leadership positions. Individuals

without these innate traits, however, can still learn to be effective leaders through lifelong

learning. As I examine my philosophy of leadership, I find my PoP and OIP correlates well with

my philosophy of leadership and my Christian world-view complements the vision of my OIP.
Questions Emerging from the Problem of Practice

Several questions can emerge from my PoP. When I look at the lines of inquiry, I wonder
exactly how the AO and the principals became so disconnected from each other? At some time,
the trust between the AO and the schools must have been broken. Was the AO undermined
because of the human resource frame where the leaders were not viewed as supportive or were
the principals not trained to execute their duties? This question does not necessarily need to be
addressed to move forward; however, knowledge of the past difficulties would be helpful in
avoiding making the same mistakes again.

Another factor that may contribute and influence the problem is the perception of the
principals. Do they view the idea of collaboration and communities of practice as additional
workload or as a support to lessen their load? Do the principals even want to have a voice or do
they prefer the AO continue to dictate policy and practices? Many times, the principals have told
the AO to just tell them what to do and they will do it. Is this truly the way that they feel or are
they simply too overwhelmed to stop to think about the issues?

Another question involves the name of the group. Could the name of the group affect the
perception of the group? Bolman and Deal (2013) suggest that the meaning that we symbolically
assign roles and activities is very important. In examining what to call the group of principals,
would the symbolic name community of practice be more acceptable than the term professional

learning community? Would the principals identify with one more than the other? Perhaps a
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community of practice would help principals embrace each other as equals as opposed to one
person or group as the leader (James-Ward, 2011).

Braun et al. (2011) highlight that information from communities of practice can be
transferred to improve practice at the local school level. Would the principals be willing to
accept the responsibility for decisions made in the group to be enacted at the local school level?
Furthermore, would they embrace the goals and vision of a community of practice and replicate
them with their local school organizing committee? In addition, how much power would the
community of practice must effect change if the policies and procedures are voted by non-
educators within the school district administration and the president of the district church?

Vision for Organizational Change

Within the AO, my role involves facilitating instructional leadership as principals strive
to incorporate new curricular initiatives in their schools. Unfortunately, there is no structure
currently in place for principals to collaborate, or work with each other, to develop the
instructional leadership skills that promote instructional and assessment practices that support
student learning (Alberta Teachers’ Association, 2011; BCPVPA, 2013). The principals do not
currently meet on an annual basis, nor do they engage in teleconferencing. The superintendent
communicates important information through superintendent’s memos that are emailed to all
principals. The school district administrative committee, of which a few select principals are
members, votes policies that are created and presented by the AO.

My vision for the organization supports a change in the structure of the AO and how the
principals relate and support each other. Through the implementation of a community of
practice, the structure for promoting collaboration, vision, goal-setting and relationship building

could be achieved (Lees & Meyer, 2011; Militello & Rallis, 2009). The development of positive,
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collaborative relationships between the AO and the principals, using distributed leadership that
allows principals to share in the responsibility of decision making and the promotion the
democratic aims, that would give stakeholder a voice, would work to improve Christian
education throughout the whole province (Bennis, n.d.; Portelli, 2001). The leadership within the
community of practice would then focus on specific school issues and the development of
instructional leadership skills to improve student achievement (Hopkins, 2001; Leithwood,
Louis, Anderson, & Wabhlstrom, 2004; Robinson, Lloyed, & Rowe, 2008). The shared
instructional leadership would aid in the adoption of new curricular initiatives, assessment
practices, and positively impact student learning (Allen, Grigsby, & Peters, 2015). This vision
would be accomplished by building a community of practice that facilitates a supportive team
that strengthens leadership and improvement in all areas of professional practice.

Given the province’s curriculum based on inquiry-based learning, instructional leadership
would contribute to a smooth transition in the curriculum reform process (Alberta Learning,
2004; Allen et al., 2015). These instructional leadership skills would work to improve student
achievement through the adoption of new curricular initiatives and assessment that would
positively impact student learning (Allen, Grigsby, & Peters, 2015). In addition to instructional
leadership, collaboration, by the principals and AO working together to develop district policies
would ensure that local issues and voices are heard. Once district policies are approved,
principals would then support the implementation and adoption of the policies at the local school
level. Furthermore, by encouraging collaboration among the principals and the AO, specific and
relevant opportunities for professional growth in educational leadership could be provided to

build leadership capacity in the principals.
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Organizational Change Readiness

Many factors contribute to my organization’s readiness for change. Provincial Ministries
of Education are shifting their curriculum to one based on inquiry-based learning. This
curriculum relies heavily on the principals being the instructional leaders in the school. This new
curriculum is based on a change in educational philosophy that moves from teacher-directed
learning to student-centred learning (BC Ministry of Education, 2015; Learn Alberta, 2005).
Principals are expected to observe classrooms and ensure that teachers are using student-centred
practices involving inquiry and hands-on learning (Darling-Hammond & Bransford, 2005;
Newman et al., 2004). As a result, principals are ready to collaborate with each other because
their teachers are pressuring them for help in this transition and the development of new lessons
and classroom strategies. This collaboration is further supported by the AO’s desire to encourage
participation by the principals through distributed and democratic leadership practices that
promote sharing of leadership responsibilities and decision making between the AO and the
principals (Portelli, 2001; Sheppard, Hurley, & Dibbons, 2010).

Using the awakening process of the change path model, there is a need for principals to
collaborate to develop their professional capacity (Cawsey, Deszca, & Ingols, 2015). According
to Cawsey et al. (2015), a gap in performance must be identified and leaders need to envision
how this gap will be rectified through the change process. Currently, the principals meet with
each other face-to-face once a year. The remaining communication with the principals is
accomplished through superintendent’s emails and AO onsite visits. These practices are not
sufficient for developing the principals’ instructional leadership capacities or facilitating

collaboration. This collaboration involves providing the AO and the principals opportunities to
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brain-storm, discuss, and problem solve together in a distributed leadership environment (Fullan,
2002; Howery et al., 2013; Jones et al., 2013).

While the parochial system is currently developing system-wide professional standards,
Alberta and British Columbia principals have also been pushed toward change through the
adoption of the provincial leadership standards by the various provincial principals and vice-
principals’ association (Alberta Teachers’ Association, 2011; BCPVPA, 2013;). Currently,
Manitoba and Saskatchewan do not have published principal leadership standards. As
provincially certified educators, principals in British Columbia and Alberta can be reported to the
provincial regulatory body if they do not meet these leadership standards.

Within British Columbia, the leadership standards set new leadership goals and standards
in four different leadership areas. The first domain addresses moral stewardship and promotes
the development of shared values and vision and ethical decision making based on what is best
for the school and morally defensible (BCPVPA, 2013). The second domain expects principals
to be the instructional leaders of the school while supervising and providing guidance regarding
curriculum, instructional and assessment practices that support student learning (BCPVPA,
2013). The third domain requires that principals develop relational leadership by building
intrapersonal capacity, interpersonal capacity, and cultural leadership (BCPVPA, 2013). Finally,
the organizational leadership promotes sound management and administration of the local school
through community building, which includes developing positive relationships within the school,
community and AO (BCPVPA, 2013).

Unlike British Columbia that focuses on only four domains, the Alberta focuses on seven
leadership dimensions (Alberta Teachers’ Association, 2011). Fostering effective relationships

with those in the school community, including parents, students, and other staff is the first
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leadership dimension (Alberta Education, 2009). The second leadership dimension on promoting
visionary leadership and the third leadership dimension on leading a learning community would
be supported with the implementation of a community of practice (Alberta Teachers’
Association, 2011). The fourth and fifth dimensions involve facilitating leadership and
instructional leadership which would also be supported through an improved relationship with
the AO as principals would have access to the resources and expertise of others (Alberta
Education, 2009). The last two standards involve the management of the school operations and
organizing the school in relation to the larger societal context which also involve networking and
collaborating with community stake holders in meeting the needs of students in the school
(Alberta Education, 2009).

Given the nature of the change initiative in my PoP, the individuals who are essential for
the success of the community are the high school principals. They are the ones who need to
support and encourage the development of the community of practice where they can share ideas
and concerns with each other in a non-threatening environment (Wenger, 1998). Thankfully with
the new curriculum and the provincial leadership standards that outline the standards of practices
that are expected from principals, there are additional pressures exerted on the principals to
become collaborative partners who improve their professional practice (Alberta Teachers’
Association, 2011; BC Ministry of Education, 2015; BCPVPA, 2013). In addition, the principals
have realized that they must work together to be ready for the curricular change. Those two key
factors indicate that my organization is ready for change and that I have a group of change agents

with which to build a coalition for change (Cawsey et al., 2015).



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 32

Communicating the Need for Change

It is important to have a plan to communicate the need for change as any new initiative
requires identifying the need, getting leadership’s support, seeking feedback, and focusing
resources are all part of communicating the need for change (Cawsey et al., 2015). In addition,
different stakeholders hold different expectations and needs, so different strategies and
communication methods would need to be utilized to ensure adoption of the change initiative
(Cawsey et al., 2015). Given the current hierarchical nature of the education system, the need for
change must come from the superintendent of education and the AO; therefore, they should be
the first to understand the need for change (Bolman & Deal, 2013). In addition, the AO and the
school district administrative committee would also be presented with the need for developing a
shared vision that would promote unity within the church and school (NAD, 2016). Strategies for
communicating change would include presentations and discussions with principals, the local
school operating committee, and the administrative committees highlighting the need to
collaborate to strengthen the system and develop principal leadership skills in the human
resources frame (Bolman & Deal, 2013).

One way to communicate change with the local school operating committees and the
principals would be for a member of the AO to attend one of the regularly scheduled committee
meetings. According to Cawsey et al. (2015), the program may fail if there is confusion or
disagreement over the need for change and what exactly needs changing. One way to convince
the local school operating committee and the principals of the necessity of collaboration with the
AO would be to highlight the opportunity to have a voice through the distributed leadership

approach of the community of practice (Jones et al., 2013; Ryan, 2010; Schmidt & Venet, 2012).
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The AO could offer informational sessions for the school district administrative
committee, principals, teachers, and local school councils as stakeholder buy-in is imperative for
success (Cawsey et al., 2015). Through telecommunications, like webinars, superintendent’s
memos, government news releases about new curricular initiatives, and informational websites,
the AO would be able to communicate the need for change in quick, efficient and cost-effective
ways to the principals and other stakeholders (Cawsey et al., 2015). Communication strategies
like a Google Plus community, Skype, and other internet collaboration applications would also
allow for bi-directional communication where those unable to come to the AO would have an
opportunity to ask questions and respond (Cawsey et al., 2015). In addition, the AO could also
forward communications from the Ministry of Education. When addressing curricular changes,
the Ministry of Education communicates its changes through media, informational sessions, e-
mail announcements, websites, and videos.

Given that communication and collaboration are two of the issues in my PoP,
implementing the community of practice is itself a need that needs to be communicated. The
community of practice provides a structure for communicating information about practices and
policies that need to change by developing visions and goals (Eaker, DuFour, & Burnette, 2002;
Huffman & Hipp, 2003; Senge, 1990). If the community of practice is initiated, it would also be
an opportunity to share the need for change with principals as new government expectations are
released (Wenger, 1998). Through the community of practice, principals would have the
opportunity to discuss and engage each other in focused problem-solving strategy sessions
(Bengtson, Airola, Peer, & Davis, 2012; Braun et al., 2011; Buysse, Sparkman, & Wesley,

2003).
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Chapter 2: Planning and Development

The first chapter of my OIP examines the various perspectives of my PoP using Bolman
and Deal’s (2013) four frames, a PESTLE analysis, and an equity audit as well as other relevant
literature dealing with the PoP (Ahren, Ryan & Niskodé-Dossett, 2009; Chapman, 2016;
Cleveland, Powell, Saddler, & Tyler, 2009; PESTLE Analysis, 2016). After analysis, I have
determined that my PoP falls primarily within the structural and human resources frame (Bolman
& Deal, 2013). Consequently, my organizational improvement plan (OIP) addresses changes to
the organizational structure to facilitate improvement in the human resources frame through the
implementation of a combination of frameworks.

Theory for Framing Change

As the Association Office (AO) exists within a large parochial hierarchy, changing the
structure at the church level would be a difficult and slow process. The main framework for
change in my OIP follows Kotter’s (2014) Accelerate framework with the introduction of a dual
operating system model. The Accelerate framework adapts Kotter’s (2012) eight-step process for
change by recognizing alternate networks are needed in large organizations that operate within
hierarchical systems (Kotter, 2012, 2014). This dual operating system model allows
organizations to change rapidly by creating a guiding coalition of individuals, that operates
parallel to the existing hierarchical system (Kotter, 2014).

At the foundation of the dual system are five important principles: utilizing many people
to effect change, having a ‘get-to’ mindset, action that involves both the head and the heart,
leadership not just management, and the partnership between the hierarchy and the network
(Bradt, 2014; Kotter, 2014). Instead of steps, Kotter (2014) proposes the use of accelerators to

promote flexibility within an organization. These accelerators include creating urgency, building
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a coalition, forming a strategic vision, enlisting others, remove barriers to change, celebrate
short-term wins, sustain the acceleration, and finally instituting the change (Kotter, 2014). Each
of these accelerators will be used within the OIP, along with other change theories such as
Cawsey, Deszca, and Ingols’s (2015) Change Path Model which focuses on mobilization,
Hargreaves and Shirley’s (2009) The Fourth Way, and Lewin’s unfreeze, change, refreeze model
(Schein, 1995). Furthermore, Cawsey et al. (2015) and Hargreaves and Shirley (2009) both
support the need to involve many different people or change agents in the change process. The
importance of the change agents’ mindset and leadership in the change process cannot be ignored
as organizations strive to facilitate leaders as opposed to management in enacting educational
change (Dweck, 2006; Marzano, Waters, & McNulty, 2005).

Prior to beginning to frame change, the principals and the AO must shift from a fixed
mindset to a growth mindset (Dweck, 2006). Mindset is one of the barriers to change that Kotter
(2012) acknowledges. Those who do not believe that leaders can grow tend to have a fixed
mindset that supports the trait theory (Dweck, 2006; Northouse, 2016). This focus on leadership
traits postulates that good leaders are the result of inherent personality traits as opposed to the
potential to develop leaders (Northouse, 2016). Principals need to be aware that they have the
potential to change and grow as both individuals and leaders.

Unfortunately, some principals feel that they are given their role because of fixed
leadership traits within themselves as opposed to their potential for leadership growth. They feel
that their own intrinsic traits, like being organized, charismatic, or good with people, set them
apart and lead to their leadership success. Those principals may experience difficulties when
faced with challenges and failure. Individuals with fixed mindsets view failure as condemnation

as opposed to a stepping stone in their leadership learning (Dweck, 2006).



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 36

From the organizational standpoint, many principals may be perceived as being gifted in
leadership skills, or conversely, lacking leadership skills. Consequently, a principal’s
performance may be evaluated through this lens. Judging principals through this trait lens may
result in the principals becoming resentful, unmotivated, or even leaving the organization (Heslin
& VandeWalle, 2008). In addition, viewing the principals through a fixed mindset lens may also
lead the AO to not recognize areas of growth or decline in individuals who were previously
perceived as having leadership talent or weaknesses (Dweck, 2006).

Similar to Bolman and Deal’s (2013) symbolic leadership ideal where the leader wants to
be a hero, those with a fixed mindset do not want to appear incompetent to their peers (Dweck,
2006). This fixed mindset creates a type of hero worship that I have observed within my
organization. Some principals of smaller schools look to the principals of large schools as
possessing greater leadership talents and ask them for advice on policy and governance.
Unfortunately, instead of referring principals to the AO, these hero principals, in an attempt to
appear like experts, often provide incorrect or incomplete advice (Dweck, 2006).

Hewett (2016), supports the development of a growth mindset in any organization that is
faced with change. Similarly, Kotter (2014) agrees that change requires individuals to have a get-
to mindset as opposed to a have-to mindset. Principals need to be excited about change in
addition to recognizing that they are able to change and grow. My OIP will allow for all
principals and the AO to develop a growth mindset by focusing on adaptive leadership,
distributed leadership and servant leadership to facilitate the collaboration and support in the
assessment and development their leadership skills (Dweck, 2006; Greenleaf, 1970; Heifetz,

Linsky, & Grashow, 2009; Jones, Forlin, & Gillies, 2013).
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Change agents must also understand the culture and history of the organization. In my
organization, many individuals follow conservative approaches to education and are reluctant to
deviate from this established symbolic frame (Bolman & Deal, 2013). Any change initiatives,
therefore, must respect and understand this symbolic culture. Hargreaves and Shirley (2009)
address culture by describing history as leaving a legacy for the future. By examining the legacy
of the first, second, and third ways, the authors propose that educational leaders must recover
from past educational failures by focusing on building capacity and support for educators
(Hargreaves & Shirley, 2009). Educators must be taught to use the growth mindset to help them
endure the various shifts that occur within education while at the same time, honouring the
struggles and successes of the past (Dweck, 2006).

Successful implementation of any change also requires developing an inspiring and
inclusive vision (Hargreaves & Shirley, 2009). Kotter (2014) describes this accelerator as
building an action plan that is driven by both the head and the heart. Within my organization, the
vision and mission has been swayed by many different perspectives. Educators are often
frustrated over the pendulum swinging from one fad to another and fail to see the urgency of
implementing something that may not last (Gutek, 1997). Hargreaves and Shirley (2009)
acknowledge that while the administration guides educational change, the principals, teachers,
and students hold an important role in building the change. Unfortunately, the opinions of the
various stakeholders pose issues in the political frame as the stakeholders may disagree about the
core philosophy and values that underlie education (Bolman & Deal, 2013). They propose a
vision that focuses on developing resilience for both educators and systems that will be flexible
to the various external pressures by inspiring adaptability and challenging the imagination to

think outside the box (Hargreaves & Shirley, 2009).
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Hargreaves and Shirley (2009) also promote mindful learning and teaching through a
distributed leadership approach that focuses on professionalism, sustainable leadership,
networks, responsibility, and diversity in cultivating individuals for change. They propose one of
the catalysts of coherence, that will unite an organization, is an understanding that learning takes
place through integrating networks that allow educators to watch, listen and learn from each
other rather than through workshops and research reports (Hargreaves & Shirley, 2009).
Hargreaves and Shirley (2009) also suggest that change initiatives that come from staff are more
effective than trying to force reforms from the top. Shared responsibility with all levels of staff,
through distributed leadership, is the best way to advance a moral and compelling vision
(Hargreaves & Shirley, 2009). This viewpoint is supported by Kotter’s (2014) proposed
accelerators of enlisting a volunteer army who supports the vision and strategic change
initiatives.

While communication between the AO and principals needs improvement, my OIP
requires that principals feel part of a community that initiates change from the bottom up as
opposed to the top down. Hargreaves and Shirley (2009) provide a model for building a vision
and professional practice by proposing the use of lively learning communities that promote
sustainable leadership (Hargreaves & Shirley, 2009). Furthermore, Hargreaves and Shirley
(2009) believe that this form of sustainable leadership is established by developing a team of
principals that collaborate and build leadership capacity. When dealing with rapid change, these
learning communities provide a way to sustain acceleration in Kotter’s (2012) model.

Education is constantly changing and Marzano et al. (2005) believe that changes can be
categorized into first-order changes and second-order changes. First-order changes involve the

day to day management of the school; while the second-order changes involve drastic change
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that stems from the need to solve a problem (Marzano et al., 2005). Daly and Chrispeels (2008)
suggest that first-order changes exemplify technical leadership while second-order changes
reflect a more adaptive leadership style. Instead of managing the technical solutions to problems,
adaptive challenges recognize that problem definitions and solutions require learning, growth
and development in its leadership (Heifetz, Linsky, & Grashow, 2009). Kotter (2014) agrees that
more leadership to enable action, and not simply management, is needed in any change initiative.

Within my OIP, the most important responsibilities that fall in Bolman and Deal’s (2013)
human resources domain include becoming a change agent, communication, focus, ideals and
beliefs, input, intellectual stimulation, involvement, knowledge, optimizer, outreach, and
relationships, and resources (Marzano et al., 2005). Many of these responsibilities can be
accomplished by the principal alone; however, they are all strengthened through collaboration
and cooperation with other leaders (Marzano et al., 2005). Within the dual operating system,
these responsibilities provide a foundation for improving professional practice by focusing on
doing the right work for effective school reform. (Marzano et al., 2005).

Marzano et al. (2005) suggest the first step involves developing a strong leadership team.
Similarly, Kotter (2014) advocates for a guiding coalition that serves to lead the organization
through the change process. That leadership team can work to identify areas of strength and
weakness that will support selecting the right work and order the change process (Marzano et al.,
2005). The AO and the principals together then match the different change initiatives and
leadership styles needed to appropriately address the magnitude of the change (Marzano et al.,
2005). This adaptive leadership style is supported by Heifetz et al. (2009) in that leaders need to
focus on adaptive challenges instead of technical problems to effect positive change.

Unfortunately, the change involved in my PoP is a too drastic change from the current
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hierarchical structure; therefore, a dual operating system that operates parallel to the organization
would be necessary to promote the distributed and democratic approach (Kotter, 2014; Portelli,
2001; Sheppard, Hurley, & Dibbon, 2010). Therefore, any change initiative must happen outside
of the hierarchical structure and work to improve professional practice.
Critical Organizational Analysis

There are many ways to analyze my organization from a change perspective. The
structural frame and human resources frame (Bolman & Deal, 2013) indicate that leadership
initiatives, within my hierarchical organization, must be instituted using a dual operating system,
since changing the structure of the District is difficult (Kotter, 2014). Consequently, addressing
human resources and professional capacity deficits is essential to successfully navigate the
change process (Bolman & Deal, 2013; Hargreaves & Shirley, 2009; Kotter, 2014). Based upon
Kotter’s (2014) accelerate model, the AO is facing a big opportunity that would facilitate
cooperation, collaboration, and professional development to support the current educational
mandate of curricular change. The governments, through their focus on change, have unfrozen
the current operating system and created the conditions for the AO to mobilize the District for
change (Cawsey et al., 2015; Schein, 1995). Since principals are responsible to guide their
teachers through adopting new instructional and assessment strategies that complement the new
curriculum, the AO can use this big opportunity to identify and bring together individuals who
want to be part of a guiding coalition that would form a strategic vision for implementing this
change (Allen et al., 2015; BC Ministry of Education, 2015; Kotter, 2014; Learn Alberta, 2005).
Thus, the AO can work towards the mobilization of change as principals recognize the need to
work together, regardless of the distance and local differences, in a cooperative and collaborative

environment on the new curricular implementation (Cawsey et al., 2015).
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Cooperation and Collaboration

According to Kotter (2014), a guiding coalition is essential to direct the change process.
Currently, the AO is structured as a hierarchical structure yet there are two positions within the
system that would be able to lead a dual operating system (Kotter, 2014). The curriculum and
special education coordinators, in the District, report to the Superintendent but do not report
directly to the administrative committee. These individuals also do not serve in a direct
supervisory role over the principals. A link between the hierarchy and the parallel network could
be forged by using these individuals that would facilitate collaboration and cooperation with the
various principals (Kotter, 2014). Currently, there are three unofticial parallel networks that
occur outside the hierarchy that are based on geographic area and school size. The school
principals that have over 150 students are one informal network, while the other two networks
involve schools that are smaller and in remote areas. These networks are less concerned with the
improvement of student learning and more about supporting each other in adapting the AO
policies to meet their local needs. The challenge in my PoP would be to unite these parallel
networks together to guide the change initiative forward. By uniting the principals from across
the large geographic area, change can be initiated by the collective group as opposed to a few
appointees working in isolation (Kotter, 2014).

Culture. Schein’s (2010) Conceptual Model for Culture Change provides further
enlightenment on the culture that facilitates the disconnect among the principals and the AO.
Since the provincial governments new curriculum has forced the educational institutions to
unfreeze, there is an elevated amount of survival anxiety within the system (BC Ministry of
Education, 2015; Learn Alberta, 2005; Schein, 2010). I have observed that the principals are

reluctant to work together because of many different fears. Some are afraid of the loss of power
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and position, some fear that they are incompetent with the new initiatives, some are afraid that
they or their school will be punished by either the AO, the local operating committee, or the
parents. In addition, I believe at least one principal is afraid of being ostracized by their peers
(Schein, 2010). This survival anxiety heightens the resistance towards collaboration and trusting
each other.

School leadership. The OECD (2009) Improving School Leadership the Toolkit provides
a tool to assess how well the school leaders are working together as a system. Using the system
leadership tool, several disturbing gaps in practice are identified within my District that need to
be addressed through my OIP (OECD, 2009). Regrettably, many principals are not concerned
with the success of the other schools in the AO. The principals do not participate with each other
in networks that are focused on improving learning nor are there leadership development
initiatives that focus on improving collaboration for lowering achievement gaps in the various
schools. Of larger concern, however, is the fact that there appears to be incredulity towards the
importance of collaborative activities. The principals do not share resources and there are no
incentives to encourage the school leaders to work together. As a result, there is no “culture of
trust and collaboration” between the principals in the various schools (OECD, 2009, p. 30).

An evaluation of the existing partnership and collaboration is essential for identifying
gaps and developing a baseline for growth in collaboration and cooperation (Kotter, 2014;
Marzano et al., 2005). Using the Marzano School District Evaluation and the Marzano
Leadership Evaluation Models, the AO is assessed for cooperation and collaboration through
four elements for district leaders and five elements for principals (Learning Sciences

International, 2012, 2013).
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At the AO leadership level, the first element assesses the extent to which the District
leadership provides clear guidelines that delineate the areas where the schools follow District
protocols from areas the schools can make their own decisions (Learning Sciences International,
2013). Within the AO, schools are expected to implement and follow policies that are developed
and duly voted by the administrative committee. These policies cover most of the government
and parochial regulations. Schools have autonomy on local policies that include school start and
end times, recesses, field trips, discipline and local student handbooks. The decision-making
roles of the AO and the school are not clearly outlined as a distinct policy.

The second element under the fourth domain ensures that the stakeholders, including the
administrators, teachers, board members, parents, and students view the District as a
collaborative and cooperative workplace (Learning Sciences International, 2013). Currently the
AOQO does not have a way to monitor perspective in the District. During principal evaluations,
parents are surveyed and asked if they feel the principal works collaboratively with the local
school operating committee, as well as parents and the staff within the school. However, these
results are not analyzed at the AO level for collaboration and communication with all the
stakeholders.

The third element asks the extent that stakeholders have input to the District. (Learning
Sciences International, 2013). There are many opportunities for stakeholders have input with the
AOQ. Parents are often engaged through the surveys and membership on both the local operating
and provincial committees. Local operating committees collect surveys from parents and
members to petition the AO and the operating committee for specific policy requests or

variances.
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The final element for the District leadership assessment on cooperation and collaboration
involves the District leadership providing leadership development and shared responsibilities.
There is a gap between the development of leadership at the AO level and the principal level.
Within the AO, responsibilities are delegated and appropriately shared. The delegation of District
level responsibilities to the principals however is non-existent. Given the hierarchical structure
and physical distance between the AO and the individual schools, shared leadership and
leadership development with the school administration is problematic. Overall, in this measure, I
would rate the District leadership at a beginning level of cooperation and collaboration as there
are some attempts to develop clear and measurable goals and delineation of responsibilities in
each area; but, it is currently only partially complete.

When examining cooperation and collaboration at the school leader level using the
Marzano School District Evaluation Model and the Marzano Leadership Evaluation Models, it is
clear there is gap in the collaboration both between principals and between the principals and the
AO (Learning Sciences International, 2012, 2013). First, the leadership would be rated as
ineffective in providing opportunities to share and discuss effective practices. In addition, there
are no formal roles in the decision-making process nor are there collaborative groups that
regularly interact to address educational issues (Learning Sciences International, 2013). The
school leaders would be rated as developing in the areas of input from stakeholders at the local
levels (Learning Sciences International, 2012). The leadership does collect input from teachers,
staff, parents, and others in the learning community; however, it is unclear the extent that the
input is contributing towards the functioning and policies of the local schools.

Provincial leadership standards. Provincial principal and vice-principal associations in

both Alberta and British Columbia recognize the need for collaboration and community building
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(Alberta School Councils, 2016; BCPVPA, 2013). Within Alberta, the school leadership
standards focus on developing and facilitating leadership by promoting collaboration and
cooperation within the members of the school community (Alberta School Councils, 2016).
Principals within Alberta are also required to facilitate interactions and access to resources, both
human and material, outside of the local school (Alberta School Councils, 2016). It is expected
that schools will develop networks both within the school and between schools to enhance
student learning. Since the Alberta document is still a draft document, it does not have an
evaluation rubric.

The British Columbia Principal and Vice-Principal Association (BCPVPA) identifies
interpersonal capacity as its sixth standard and community building as its ninth standard and it
provides a self-assessment of the organizational environment and its ability to collaborate and
cooperate (BCPVPA, 2013). Using the BCPVPA (2014) self-assessment it became apparent that
the District scored high in measures of academics and curriculum but low in standards six and
nine which reflect the interpersonal capacity and community building within the District. The
District scored high on the measures that included maintaining a positive attitude about the
Districts learning culture and support of inclusion, protection of rights and confidentiality,
inclusion of stakeholders in school planning, and understanding and maintaining the boundaries
of professional relationships. The areas of weakness, that support my PoP and OIP, involve
facilitating team development and collaboration, effective communication both laterally and
vertically, professional reflection, fostering leadership capacity in others, development of
networks within and between schools, and liaising with external and community agencies. This

perceived gap in relationship building, cooperation and collaboration also affects the self-
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reflection in areas related to the effective teaching practices as they relate to the new learner-
focused curriculum (BC Ministry of Education, 2015).
Professional Development

While cooperation and collaboration are effective ways to promote professional
development and learning, Hargreaves and Shirley (2009) insist that school leaders build
leadership capacity through principles of professionalism. The authors argue that investment
must be made in professional capital, development of strong professional associations and
collective responsibility (Hargreaves & Shirley, 2009). As a result, it is essential to not only
analyze the organization through its gaps in communication and collaboration, but also in its
commitment to professional development in building leadership capacity.

The Kentucky Department of Education (2008) developed a document to analyze and
assess the school improvement initiatives in Kentucky schools. Standard six refers to the
professional development, growth and evaluation within the professional capital of Kentucky
schools (Kentucky Department of Education, 2008). Evaluating the District using the six
indicators on professional development has shown that there is limited or partial implementation
of professional development opportunities. While educators participate in the required
professional development, there is a lack of focus on application in the school setting. In
addition, many professional development opportunities are focused on improving the skills of
only a few select individuals. This is caused by many of the professional development
opportunities taking place in urban areas that are difficult for rural educators to attend.
Furthermore, the District does not have a strategic plan that outlines professional development
expectations or requirements. There are attempts in the AO to collaborate with the principals in

planning professional development for teachers, but collaboration among the AO and the
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principals to determine the direction of professional development is nonexistent. This past year,
there has been an attempt to intentionally align teacher professional growth plans with
evaluations; but there has not been any attempt at the principal level to coordinate growth plans
with principal evaluations. Finally, all professional growth that is offered is not leadership
specific and does not have an emphasis on continuous growth.

The Learning Sciences International (2013) principal rubric also addresses professional
development and trust in the leadership’s knowledge and ability to lead. Evaluating the District
through these elements also identifies a gap in the leadership’s professional development to
improve practice. Principals and the AO do not have an annual written growth plan to address
the strengths and weaknesses of the leader. In addition, there is a general lack of faith and trust
between the AO and the principals in both directions. Neither side views the other as being a
clear instructional leader or as effective in the communication or development of leadership
capacity that will raise student achievement. The leadership at both the local and the AO level is
viewed as being unwilling to take a stand on tough issues or acknowledging goals that have not
been met. This problem indicates an additional avoidance issue that results from organizations
rewarding those who do not upset the organization’s equilibrium by exposing conflict (Heifetz et
al., 2009). Both the AO and the principals do not have an appropriate place to discuss the tough
issues in a non-threatening environment. As will be seen in the discussion of possible solutions
to my PoP, by creating a dual operating system that is outside of the regular hierarchy, discussion
of some of these tough issues would be possible without fear of retribution (Kotter, 2015).
Growth Mindset

After evaluating the cooperation, collaboration and professional develop aspects of the

organization, assessment of the system’s growth mindset also identifies barriers to the change
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process (Dweck, 2006). Mindset Works (2012) is an informal online resource that provides four
different online surveys that examine personal mindsets, students’ motivational challenge level,
classroom mindset and school mindset. Overall, when the system is assessed at the school
mindset level, the valuable feedback indicates that the District is a fixed mindset community.
Administrators and a few leaders make most of the decisions for the system, while the principals
and teachers are often frustrated by the policies and challenge administration each time there is a
change.

The AO leadership views the principals as resistant to change and entrenched in their
positions. Many principals work in isolation and the less-skilled principals are unable to learn
from their colleagues. The principals, who are ineffective, do not understand why or what to do
to improve. There is anxiety among the principals because ineffective individuals are either fired
or ignored and worked around. Furthermore, the principals find the professional development
options offered by the AO to be unrewarding while the needs of many students are not being
met. On the surface, it seems that no one is sure what to do to correct the system. It seems that
the fixed organizational culture seems to keep people anxious and is more concerned with
striving to look good or trying to avoid looking bad rather than working to improve (Mindset
Works, 2012). This survival anxiety, caused by the fear of not being part of the group, limits the
potential for schools to be successful (Schein, 2010). Unfortunately, these conditions serve to
undermine the morale and motivation of everyone involved.

Understanding that any change process requires buy-in from the human capital in the
organization, time and effort must be spent to cultivate leadership capacity in both the AO
leadership and the principals (Cawsey et al., 2015; Heifetz et al., 2009; Kotter, 2014; Marzano et

al., 2005). Through professional development, a growth mindset, cooperation and collaboration,
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the AO and the principals would be able to effect change within the District. Through a dual
operating system, the OE and principals could work freely outside of the traditional religious
hierarchy to build professional capacity to positively affect student learning. The principals and
the AO would work to build trust and support each other through educational change while
developing educational leadership skills and resources.

Professional growth opportunities would allow for continuous growth and leverage the
strengths of all leaders to build leadership capacity that would strengthen student learning.
Collaborative initiatives would reduce the isolation and allow burdens to be shared with trusted
colleagues. In addition, any learning anxiety, or temporary anxiety associated with any change
process would diminish as the principals grow their leadership capacity (Schein, 2010). Finally,
by instilling a growth mindset in our principals and the AO, we would be journeying on a path of
lifelong learning. As these capacities are strengthened, the principals will continue the shared
leadership and professional growth would trickle down to the teachers, enriching the educational
system and promoting effective practices for student learning.

Preliminary Solutions

Given the difficulty caused by the distances between the schools, possibly solutions can
become problematic. The first solution would be to maintain the status quo. In this scenario,
change would continue to be managed at a local level without interference from the AO. This
solution does not address the PoP and principals would be left without support from the AO or
their colleagues during evaluations and change initiatives.

Hierarchical Solution
A second possible solution relies on a hierarchical approach where principals would be

given specific expectations for collaboration with peers and disciplined for failing to meet those
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expectations. While this solution may improve compliance with AO policies and change
initiatives, it would create feelings of distrust and fear between the principals and the AO that
would encourage further segregation and isolation. Unfortunately, I believe this is not a viable
solution as the use of a hierarchical system would not increase trust nor reduce the anxiety
experienced by the principals towards collaboration or change.

Community of Practice Solution

The third and preferred solution involves developing a dual operating system to foster
collaboration and co-operation among the principals and the AO. This community of practice
would exist outside of the hierarchical structure and promote capacity building among the
principals through professional development and leadership development. Both Kotter (2014)
and Schein (2010) promote similar ways to relieve the anxiety that will bring the principals to a
place where they can trust and collaborate with each other in a way that will support student
learning across the district regardless of where the schools may be located. First, a structure
needs to be developed that will facilitate the collaboration and trust that is needed (Schein,
2010). While this could be accomplished within a hierarchical system, the dual operating system
could also be used (Kotter, 2014). The dual operating system would allow the principals to
reduce their anxiety about the power dynamics or punishment since there would not be a
hierarchy within this dual operating system.

In my organization, it is important to ensure that there is a structure in place for
facilitating the needs of the AO and the principals. Therefore, my OIP involves the development
of a blended face-to-face and online principal community of practice that would provide the
vehicle to cultivate the principal and AO relationship. According to Wenger (1998), a

community of practice is a group of people with shared concerns and the drive to improve their
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practice who interact on a regular basis. Structurally, the community of practice would divide the
work and coordinate the AO and the principals’ roles. Policy development and curriculum
implementation would be shared, improving efficiency and promoting adherence to policy. It
would also provide a structure for supporting the human resources frame by facilitating principal
and local voice during the development of policies; which in turn, encourages alignment between
local and organizational needs (Bolman & Deal, 2013). In addition, the principal community of
practice would foster productive relationships and promote a learning environment that would be
productive for change as principals move forward as instructional leaders in the implementation
of the new Ministry of Education curriculum. Politically, these meetings would facilitate
bargaining, negotiating, setting agendas, and managing the conflict between the AO and the
principals (Bolman & Deal, 2013). Finally, by monthly meetings and discussions held whether
face-to-face or through online tools, the principal community of practice would allow the
principals and the AO to communicate regularly with a goal to unite with a common vision and
common understanding of the vision, symbols and policies that protects not only the local
schools but the whole system (Wenger, 1998).

Once the community of practice has been developed, a few select principals would be
gathered to be introduced to the concept. This strategy blends the need for communicating the
vision in the awakening phase with facilitating the development of change agents in the
mobilization phase (Cawsey et al., 2015). By understanding that elementary school principals
look up to high school principals as symbolic heroes (Bolman & Deal, 2013), the first wave for
communication would be directed to the six high schools in the province. Subsequent phases of
adoption would gradually add the elementary principals to the community. In addition, all the

principals would receive email and online support from the AO through an online google



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 52

community where resources and information could be posted and shared. Providing training for
such technologies would be held during the face-to-face meetings that would be held at the
association office. Helpdesk support would also be available through the AO.

As the AO moves to the distributed and democratic leadership approach, the principals
and the AO relationship, that was originally framed by the hierarchical organizational structure,
would need to be mandated from the AO in the initial stages (Nichols, 2000; Portelli, 2001;
Sheppard, Hurley, & Dibbon, 2010). After the CoP is established, it will operate as a dual
operating system in tandem with the existing hierarchical structure (Kotter, 2014). It is the hope
that as the principals become more familiar with meeting with each other and sharing with each
other, the benefits of belonging to a community of practice would facilitate this becoming an
ongoing initiative within the organization (Wenger, 1998).

Leadership Approaches to Change

In order for organizations to be successful, Kotter (2015) proposes that leaders must think
differently, have appropriate networks and systems, and a change in leadership routines. The
dual operating system using a CoP, proposed in this OIP, allows change leaders to blend
strategies from various leadership models to effect change. The different leadership strategies
examined in this OIP are utilized to meet the diverse needs of stakeholders while still moving the
organization forward. Partnership between the hierarchy and the dual operating system provides
flexibility that promote leaders thinking differently and changing their leadership routines
(Kotter, 2015). The result is an agile organization that operates in concert with the existing
organization by including individuals that are stakeholders in the organization (Kotter, 2015).
Change requires the appropriate leadership style for the appropriate stakeholders (Senge, 1990).

These leadership approaches to change within this OIP are accomplished by blending various



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 53

principles from agile leadership for the change leader, adaptive leadership for the hierarchical
stakeholders, and servant leadership with the principals (Breakspear, 2015a; Greenleaf, 1970;
Heifetz et al., 2009; Kotter, 2014).

Agile Leadership

While originally associated with software design, Breakspear (2015a) postulated that the
education system needs agile leaders. Agile leaders differentiate themselves from other leaders
by dealing well with unfamiliar or ambiguous situations and recognizing the need to anticipate
and prepare for upcoming change (Breakspear, 2016a; Galagan, 2015; Orski, 2017). According
to Kotter (2015), the ability to recognize windows of opportunity is essential to identifying a big
opportunity needed to accelerate change. Moreover, agile leaders use the organization’s mission
and vision to identify possible changes and to facilitate incremental steps toward change (Boehm
& Turner, 2005). Instead of creating large detailed plans, agile leaders use focused teams that
learn, respond, and adapt as they work their way through the various short work cycles involved
in the incremental steps of change (Breakspear, 2016b). These incremental changes towards the
organizational goals can be utilized as the short-term wins needed in implementing Kotter’s
(2014) acceleration model for change.

Agile leaders also understand the need for focused teams like the CoP to help implement
change. The mobilization of these networks of people and providing an opportunity to foster
creativity serve to empower change within the system (Breakspear, 2015b). In addition, Kotter
(2015) suggests that organizations are more agile and quick to change if there are many people
driving the change. Similarly, Hall (2014) argues that agile leaders recognize that the
organization exists as an ecosystem that has leaders at every level. However, Breakspear (2015b)

argues that change will only occur if that army of change agents is protected from the rules and
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procedures of the hierarchy. By using a dual operating system, agile leaders can provide a safe
environment for their principals and teachers as they creatively try new solutions (Breakspear,
2015b; Kotter, 2015).

According to Tennant (2001), agile leaders recognize the need for effective
communication within the network. In fact, agile leaders prefer many different types of
communication that include both frequent and informal communication as well as formal
communication (Tennant, 2001; Wagstrom & Herbsleb, 2006). One of the benefits of Kotter’s
(2014) dual operating system is that it allows for this type of communication among groups that
previously would not have informal communication. It is through these networks that the agile
leader is able to provide the necessary information for members to make appropriate decisions.
Some agile leaders use a process called SCORE (Scrum for Research) to communicate
information with each other (Hicks & Foster, 2010). SCORE uses either brief status meetings
several times a week to keep everyone informed in the change process or special on demand
meetings to deal with specific issues that may arise (Hicks & Foster, 2010). Within this OIP, the
informal meetings would be held once per month and take place during the onsite and online
CoP meetings. Additionally, chapter three addresses a communication plan for stakeholders to
help inform them throughout the change process.

Agile leaders seek to become better all the time. According to Breakspear (2016b), the
most important key to agile leadership is the mindset that leaders continuously learn. Similar to
Dweck’s (2006) growth mindset, agile leaders understand that they are always learning. Through
iterative learning cycles, agile leaders recognize that change is a series of small, critical changes
that coalesce together to implement larger changes (Breakspear, 2016a). These iterative learning

cycles also work to sustain acceleration as change is view as an ongoing process for continuous
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school improvement (Bernhardt, 2013; Breakspear, 2016b; Kotter, 2015). By following a cycle
of clarifying the problems, incubating the solutions while collecting data, and then amplifying
the solutions to the whole organization; agile leaders encourage quick change by constantly
evaluating and adapting to the data (Breakspear, 2016b).
Adaptive Leadership

While agile leadership focuses on the change cycle, adaptive leadership focuses on the
second-order or adaptive changes to an educational system’s goals or vision (Marzano et al.,
2005; Heifetz, Grashow, & Linsky, 2009). Similarly, Daly and Chrispeels (2008) agree that
organizations need to focus on the second-order changes that will re-evaluate and challenge the
existing values and organizational norms. To Heifetz et al. (2009), this is the difference between
leadership and authority. Similarly, both Fullan (2002) and Marzano et al. (2005) draw a
distinction between transactional and transformational leaders. Adaptive leaders are those who
are not simply called on to be transactional leaders who or fix technical problems, instead
adaptive leaders focus on transformational problems that require addressing the underlying
vision and goals of the organization (Leithwood, Begley, & Cousins, 1994; Heifetz et al., 2009).

Adaptive change can only occur when the leaders identify the gaps between the values
and behaviours of an organization. Rogers (2015) proposes that leaders often fall into the trap of
dealing with the technical issues that are easily remedied with a straightforward response instead
of focusing on the value system that may underlie the issues. Often, leaders are too immersed in
the organizational environment that they fail to be able to understand the roots of the problem. In
order for this to happen, adaptive leaders must be able to take a step back and diagnose their

organization like someone standing on a balcony (Heifetz et al., 2009).
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Adaptive leadership also recognizes that disrupting status-quo moves an organization
forward. Campbell-Evans, Gray, and Leggett (2014) call this process of using leader-managed
discomfort, productive disequilibrium. Unfortunately, within the education system, adaptive
changes or productive disequilibrium, disrupt the status-quo and are often viewed as challenging
the system (Campbell-Evans et al., 2014; Kaufman, 2005). Likewise, Heifetz and Linsky (2004)
identify the resistance that may face leaders when they challenge the authority of the
organization. Since adaptive leadership examines and challenges the underlying belief structure
of an organization, adaptive leaders assume a great deal of risk when challenging the status-quo
(Heifetz & Linsky, 2004). Wallis (2008) and Kaufman (2005) also both agree that organizations
often punish those who challenge the ingrained hierarchical structure. Therefore, it is essential
that adaptive leaders manage disruptive change in a way that limits distress to manageable levels
while carefully moving the organization forward (Rogers, 2015.).

According to Galvin and Clark (2015), organizations tend to naturally fall into a
structured environment that may become too bureaucratic and unable to adapt to the changes in
the environment. Similarly, Kotter (2014) recognizes that the hierarchy is important to facilitate
routines in implementation; thus, there is a need for a more flexible network that operates
parallel to the hierarchy. This network is more suited to managing change in an adaptive
leadership model. Therefore, the goal of adaptive leadership within this OIP hinges on
identifying threats or opportunities to the environment, mobilizing people to respond to those
challenges, and then enlisting support from the stakeholders (Heifetz et al., 2009; Yukl &
Mahsud, 2010).

Similar to agile leaders, adaptive leaders must be proactive and flexible as they

anticipate, prepare, and institute changes (Govindarajan, 2016). Therefore, the first key to
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adaptive leadership is the possessing the ability to recognize subtle changes in a situation that
will trigger the need for change (Wallis, 2006; Whiffen, 2007). These changes can be identified
as either threats or opportunities (Bhengu & Myende, 2016). Furthermore, the leader must also
be able to determine whether the threat or opportunity is an adaptive change that requires change
to the culture and vision of the organization or a technical change that is more concerned with
processes (Bailey, Cameron, & Cortez-Ford, 2004). Wallis (2008) goes on to argue that it is not
enough that an adaptive leader recognizes the problems, he or she must also be able to
effectively communicate the adaptive work that needs to be done. Finally, adaptive leaders must
be able to vary their behaviour based on the changes in the environment. They are not locked
into one specific solution and are able to adapt their behaviour based on how they perceive the
change to the environment (Sharpe & Creviston, 2013).

The second key to adaptive leadership involves the mobilization of a group of people to
respond to the change. Kotter (2014) refers to this group as the change agents. These are the
individuals that will spearhead the decision-making process. The adaptive leader taps into the
potential and skills of various individuals when choosing this group since the group’s ability for
strategic thinking and problem-solving abilities are directly related to success of the adaptive
changes (Campbell-Evans et al., 2014; Sharp & Creviston, 2013). In addition to the individual
skills and talents, the adaptive leader must take into consideration the influence of other variables
including “generational differences, personality strengths, different morals and values, or
previous educational opportunities” (Prendergast, 2016, p. 42). However, adaptive leaders should
not shy away from those who think differently as they provide an additional perspective and may

assist in recognizing potential solutions (Govindarajan, 2016). Furthermore, it is crucial to
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acknowledge that varying perspectives, offered by including diverse voices, strengthens the
ability of an organization to make adaptive changes (Heifetz et al. 2009).

The third key to adaptive leadership involves enlisting the stakeholders in the change
process. Adaptive leadership involves striking at the heart of the organization’s value system
(Heifetz & Laurie, 1997). The adaptive leader must both recognize and balance the stakeholder
expectations of the organization’s value system with what may be in the organization’s best
interest (Galvin & Clark, 2015). Since both the stakeholders and the adaptive leader share
responsibility for the outcome of the change, they should be included in the process of moving
forward to face the adaptive challenges together (Rogers, 2015). Similarly, Kotter (2015)
recognizes the need to include stakeholders in the adaptive process as part of the volunteer army
to elicit change. In chapter three, this OIP will address how the stakeholders will be enlisted to
support the change process.

Finally, adaptive leadership is not only about leading others, but also making personal
changes in one’s own practice. It involves the leader’s ability to gain the trust of the individuals
and stakeholders in an organization (Daly & Chrispeels, 2008). In addition, Khan (2005) insists
that adaptive leaders shift their own personal mindsets and behaviour as they adopt new ideas.
Essentially, adaptive leaders must model what they are asking their teams to do and lead by
example (Sharpe & Creviston, 2013). Therefore, adaptive leadership allows the leaders to live
the organizational vision both in their actions and belief system as they work together to change
the organization (Khan, 2005).

Servant Leadership
Servant leadership was first coined by Greenleaf in 1970. He determined that a great

leader is one whose first priority is to serve others (Greenleaf, 1970). Similarly, Allen, Moore,
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Moser, Neill, Sambamoorthi, and Bell (2016) concur that servant leaders in an organization lead
from behind by growing other individuals in the organization. Furthermore, Spears (2004) also
includes commitment to the growth of people as part of the central characteristics of a servant
leader. Within educational leadership, Fullan (2003) recognizes that one of the responsibilities of
a school leader is to encourage the development and leadership of others in the school. This
professional development accomplished by the servant leader’s focus on creating structures that
facilitate peer learning opportunities, a climate for individuals to support each other, giving and
receiving difficult feedback allowing individuals to challenge their assumptions, and
acknowledgment that mistakes are learning opportunities (Marquardt, 2000; Northouse, 2016;
Song, Park, & Kang, 2015; van Dierendonck & Nuijten, 2011). By using the CoP, the servant
leader facilitates relationship building while supporting one another in professional development.
Within my PoP, relationship building and trust is an identified gap in the system.
Therefore, using servant leadership to build relationships and trust between the leader and the
followers is essential (Allen et al., 2016). Community building with both the stakeholders and
followers is essential to the success of the servant leader (Crippen, 2005). Likewise, Allen et al.
(2016) identifies the need to engage stakeholders in relationship building as they provide
sustainability in the change process by empowering the leader. Strong ethical and moral
behaviour by the leader creates the trusting relationships with their team (Mahembe &
Engelbrecht, 2014). Furthermore, the servant leader builds relationships through empowering
their followers, holding them accountable for their actions, humility in allowing the followers to
receive the credit for their actions, and courage in taking risks and accepting mistakes (van

Dierendonck & Nuijten, 2011).
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In addition to developing leaders and relationship building, servant leaders are effective
communicators (Northouse, 2016). This OIP introduces the CoP as an effective means for the
servant leader to encourage communication among the principals. Servant leaders are able to
listen and be empathetic to the needs of their followers (Spears, 2004). Greenleaf (1970) believes
that listening and understanding the interests of the followers creates opportunities for growth
and change. Often leaders use on-on-one communication to recognize the abilities and potential
in the followers (Mahembe & Engelbrecht, 2014). Burch, Swails, and Mills (2015) agree that full
dialogue that is fair and safe is a core responsibility of a servant leader. The communication
found in servant leadership would strengthen the success of the change management plan
discussed in chapter 3.

Conclusion

Through identifying the limitations of attempting to enact structural changes within a
hierarchical environment, I believe that providing a dual operating system network will facilitate
the change needed to develop professional capacity in its existing leaders. In addition, my
organization must recognize that change within a hierarchical leadership structure does not
encourage communication, cooperation and collaboration. Instead, an adaptive leadership style is
needed to ensure stakeholder buy-in and support for the AO and the leader needs to be a servant
leader to the principals and an agile leader to the organization. By implementing a dual operating
system, change leader, in cooperation with the AO, can facilitate ongoing resiliency in a rapidly
changing educational environment. In chapter three, I outline my change implementation and
communication plan that will facilitate collaboration and co-operation among the principals in

my geographically diverse district.
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Chapter 3: Implementation, Evaluation, and Communication
Change Implementation Plan
As outlined in chapter one, the AO is a hierarchical religious organization. As a result,
the changing of the hierarchy is virtually impossible. Therefore, this OIP proposes a lateral shift
from the religious hierarchy that allows for a dual operating system that will operate parallel to
the existing hierarch (Kotter, 2012). As demonstrated in Figure 1, the community of practice
(CoP) would include a core group of stakeholders operating outside of the traditional hierarchy.
The superintendent, association office, and principals would form a CoP that allows an
opportunity for agile and adaptive leadership to facilitate developing a growth mindset,
cooperation and collaboration, and professional development (Breakspear, 2015b; Heifetz,
Linsky, & Grashow, 2009). This OIP is dependent on the development of this dual operating

system (Kotter, 2014).
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Create a Sense of Urgency

As identified in the previous chapters, external and internal pressures are enabling a
climate for change. The changing curriculum within the provinces has placed a new push on
principals being the instructional leaders in the schools (Alberta Education, 2009; BCPVPA,
2013; Leithwood, Louis, Anderson, & Wahlstrom, 2004; Robinson, Lloyed, & Rowe, 2008).
Pressures from the internal stakeholders, including parents, the AO and the church head office
identified the need for cooperation and collaboration among the schools and the AO (Fullan,
2005; Hargreaves & Shirley 2009; Marzano et al., 2005). Due to the urgent need for change, this
OIP will focus on developing a community of practice, that relies on the collaboration and
cooperation of its members, to provide adaptive, servant, and agile leadership in an authentic
environment (Breakspear, 2015a; Greenleaf, 1970; Heifetz, Linsky, & Grashow, 2009).
Generating Short-term Wins

The goals for the OIP are divided into three phases: short, medium, and long-term goals.
The short-term goals involve the development of a pilot community of practice. The pilot group
includes the AO and six high school principals. Due to the geographic distances between the
schools, this group would meet both virtually and face-to-face. Teambuilding and cultivating
trust between the AO and the pilot group principals would be the focus of the CoP. The CoP
members would be encouraged to participate in directed collaboration on relevant issues such as
curriculum, policy, and inclusion. It is anticipated that the pilot group would be motivated by
having an opportunity to add local input and voice in policy development. The CoP would create
a symbiotic relationship with the AO to enhance the development of local policies. Since the
CoP includes the decision-makers in the hierarchy, the CoP would not undermine the authority

of the AO.
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The second phase, or medium-term goals, would involve the expansion of the community
of practice to include the remaining high school principals and the addition of three elementary
school principals. While the medium-term goals would still focus on building trust and
collaboration, the CoP would also provide an opportunity to develop a series of strategic visions
that would lead toward the gradual release of hierarchical authority. Therefore, the medium-term
goal facilitates a move towards an open dialogue for developing a shared vision for the schools
and the AO. Once the expanded community of practice develops the vision of shared decision-
making, the OIP will move towards the long-term goal.

The third phase and long-term goal is a permanent, ongoing CoP relationship between the
AOQ and all the district principals. During phase three, the CoP will have become an important
extension of the AO and the principals view the CoP as a valuable vehicle for personal growth
and collaboration. While the CoP would continue to foster and build ongoing trust and
collaborative problem-solving opportunities, it would also provide discussions on shared
decision-making for non-governmental policies. In addition, the CoP would provide a means for
shared resources and mentorship support.

Enable Action by Removing Barriers

Removing barriers is an essential step to successfully implementing and managing
change. It involves examining both the limitations of the OIP and the resources needed to ensure
success. The largest limitations to my PoP fall in the structural and political frames (Bolman &
Deal, 2013). First, the AO and the principals currently function within a hierarchical structure
that may hinder the development of the democratic and distributed leadership approach needed
to facilitate collaboration and community building (Portelli, 2001; Sheppard, Hurley, & Dibbon,

2010). The participants may not trust that the CoP would exist outside of the hierarchical
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structure. There may also be distrust between the principals and the AO or the supervising clergy
that rely on hierarchical dictates for policies and procedures. Second, the sample size, of 18
participants, would be small as the CoP would involve only the AO and the principals, not the
vice-principals. Furthermore, there may be issues with collaboration and communication as both
high school and elementary principals would be involved. The principals may not see areas of
similarity between the different divisions. In addition, if they do not see the value of the CoP
they may resent that they are not able to opt out of the initiative. The principals may have
negative feelings if they feel that participation in the CoP is forced through the terms of their
employment. Finally, the parochial organization must approve financial expenditures and
budgets needed to provide the face-to-face and online technologies for the CoP. These parochial
organization and the AO must budget line items for the CoP that include transportation, per
diem, lodging, and release time. Furthermore, they also need to invest in the technology needed
to connect the principals that are geographically distant from each other.

There are also limitations in the human resources and symbolic frames. Given that this is
a new initiative, some principals may not believe that the organization is capable of change.
They may view the CoP and distributed leadership ideology as a way to download more work to
the local principals. Many principals already believe that they do more work than is required.
Since many already believe that they are doing a good job, the principals may self-report
themselves on anonymous self-reflective surveys in a more positive light to support the symbolic
hero principal to the other principals (Sheppard, Hurley, & Dibbon, 2010; Wenger, 1998). Since
each school in the province needs a principal of record, the AO has sometimes hired principals
that do not have the preferred education or work experience. As a result, many principals do not

hold master’s degrees nor have they had any leadership training. This gap may lead to
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discrepancies over the topics that need to be addressed to improve professional practice, as each
principal is at a different place in their professional growth.

Another limitation that needs to be overcome is how to facilitate collaboration when the
schools are geographically distant from each other. Unfortunately, some schools are located over
twelve hours drive away from each other which requires the principal to be absent from the
school for an extended period. Those principals would lose three workdays away from their
school to attend a one day meeting since two of those days would be travel days. In addition, the
expenses for the travel, per diem, lodging, and mileage can become cost-ineffective. As a result,
it is impossible to hold monthly face-to-face meetings that would foster collaboration. A blended
on-site and online community would provide for CoP meetings. This OIP proposes face-to-face
meetings to occur in October, January, March, May, and July to coincide with coincide with
other parochial meetings that the principals are expected to attend. By adding an extra day to the
existing meetings, the AO will save money on travel costs and the principals will only be away
from their schools for one additional day. The remaining virtual meetings would be held by
through various video-conferencing software in August, November, and February. By utilizing
Zoom, Blackboard Collaborate, Microsoft Office 365 suite, G-Suite for Education, and
Basecamp, the CoP could continue to share resources and collaborate when face-to-face is cost
and time prohibitive.

Institute Change

Part of instituting change involves developing principal capacity within the human
resources frame (Bolman & Deal, 2013). Resources need to be provided to help provide a
framework for building capacity. Within the OIP, the CoP will follow the School Reform

Initiative (n.d.) collection of protocols that would be used to frame the discussions and
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collaboration within the community. These protocols specify steps for discussing issues and
topics that will allow the meetings to be productive and not become complaining sessions.
Furthermore, the protocols allow opportunities to build trust with each other by stipulating a set
of guiding principles that will shape discussions. Once these protocols are agreed upon by the
CoP membership, other resources may be introduced to build the instructional leadership of the
principals.

While there are many different resources for developing educational leadership. The CoP
would focus on developing leadership using Marzano’s 21 responsibilities of the school leader
(Learning Sciences International, 2012, 2013). Dweck’s (2006) Mindset model, and the
Organization for Economic Cooperation and Development’s (2009) Improving School
Leadership Toolkit. These resources, explained in chapter two, also allow for the tracking and
monitoring of the change process through various rubrics and indicators.

Form Strategic Vision and Initiatives

The original vision of the OIP is to implement the CoP to encourage collaboration and
cooperation among the AO and the principals. Once the CoP is established, part of its role is to
develop a strategic vision and goals for the church, the local community and the District. The
initiatives that would be instituted would be developed through agile and adaptive leadership
(Breakspear, 2015a; Heifetz, Linsky, & Grashow, 2009). Through the functioning community,
quick responses to government initiatives or policies can be addressed. However, the vision,
goals, and the initiatives would be developed through the needs of the stakeholders as the CoP

Srows.
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Build a Guiding Coalition

The guiding coalition for the OIP would be comprised of the primary change agents
within the District. Since the principals and the AO would be the ones most directly affected by
the plan, it is logical that they be invited to form this coalition of change agents. These
individuals have a vested interest in the system that would motivate them to become an active
part of the community. The high school principals are the Ministry of Education (MOE) contact
person for the school and they need to understand and comply with existing policies. As a result,
they have a desire to have input into policy development that affects their local area. The
elementary principals are motivated by the desire for support from other principals. All the
elementary principals are teaching principals and do not have time to develop their own
resources. They need to look to each other for support and the CoP would provide a vehicle for
that collaboration.

Within the AO, each role also has his or her own reasons to support the community of
practice. The superintendent desires cooperation with the principals. He wishes to end any
antagonistic relationship created by the hierarchical structure between his office and the schools.
The associate superintendent supervises policy development and implementation. Consequently,
he wishes the principals to provide input and comply with the policies voted by the provincial K-
12 operating committee. As the provinces are in the process of implementing both a new
inquiry-based curriculum and inclusive education, the curriculum coordinator and the special
education coordinator both desire the principals and AO to be united in developing instructional

leadership that would ensure success for all students.
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Enlist a Volunteer Army

One of the most difficult issues of education is managing the stakeholders’ reactions to
change. These stakeholders are a vital part of the educational process within the District.
Members of this volunteer army include parents, educators, the clergy, and the provincial K-12
and local operating committees. Communication is the main vehicle for enlisting this volunteer
army’s support of the CoP. The volunteer army will be encouraged, following Kotter and
Schlesinger’s (2008) model for managing resistance to change, to support the CoP through
education and communication, participation and involvement, facilitation and support, and
negotiation and agreement. In addition to communication, it is the goal of the OIP to engage the
stakeholders in an appropriate timely way.

Using the guiding coalition, the principals and the AO have the opportunity to influence
the attitudes of the volunteer army of stakeholders. In addition, the CoP allows the AO and the
principals to address some of the perceived negative impressions by purposefully including them
in the process. The members of the CoP would work to improve communication between the
AOQ, principals, and stakeholders. The stakeholders understand the personal and corporate history
involved with the District. With support from the CoP, the principals and AO would be able to
influence the stakeholders in an effective and positive way. In addition, by enlisting the
stakeholders as a volunteer army, under the principals and AO, they would be provided a voice
and fair process to ensure that their local concerns are communicated at the district level.
Sustain Acceleration

Finally, as the CoP is intended to continue as an ongoing change initiative, change and
acceleration can continue as the community adapts to constantly changing educational landscape.

Using the CoP structure, the principals and AO would continue to develop trust, collaboration,
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and cooperation to face the ongoing challenges in education. This would enable the district as a
whole to be more resilient to adapting to change and challenges.
Change Process Monitoring and Evaluation

Whenever attempting a change initiative, it is important to constantly monitor and
evaluate the process. While there are many ways to do this, the Deming cycle which follows a
plan, do, study, and act framework has successfully guided organizations through the change
process and led them to become successful again (Langley, Nolan, & Nolan, 1994). Within this
system, change is achieved through planning and identifying the change opportunity, doing or
implementing the change, studying the results and data to determine whether the change has
been successful, and then acting on the change in a wider arena (Bernhardt, 2013). If for some
reason the change is not successful, instead of broadening the scope of the change initiative, the
change agents realize the importance to assess, adjust and begin the cycle again. This ongoing
cycle of assessment and monitoring change helps to propel the organization forward. The CoP
framework will utilize the continuous school improvement cycle developed by Bernhardt (2013)
that is based on the Deming Cycle (Langley et al., 1994). Bernhardt’s (2013) plan, implement,
evaluate, and improve cycle, as illustrated in Figure 3, fits within the Deming Cycle but has a
focus on continuous improvement as opposed to ending the cycle at act (Langley et al., 1994). In
addition, the Bernhardt’s (2013) continuous improvement cycle spends more time on planning
and has shorter implementation and evaluation phases that allow for more flexibility. This cycle
allows for the support of short-term wins as the process supports small incremental changes that
are constantly evaluated and built upon to reach larger goals. This model fits with this OIP as it
illustrates the ongoing process of planning, implementing, adjusting and improving the

educational system (Bernhardt, 2013).
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Figure 2. Continuous school improvement (Bernhardt, 2013, p. 19)
Plan

The planning phase involves addressing four questions: “where are we now, how did we
get to where we are, where do we want to be, and how are we going to get there?”” (Bernhardt,
2013, p. 19). Unfortunately, some school improvement plans stop at the planning phase. They
are only concerned about developing plans to be implemented and if they are unsuccessful, they

simple develop more plans. This OIP holds an understanding that school improvement is a
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continuous process that can only be addressed through ongoing collaboration and cooperation.
The organizational and change readiness analysis presented in chapters one and two explains the
data was collected on these questions. This data illuminated a gap in the organization’s ability to
communicate, collaborate, and cooperate. The proposed CoP solution addresses how we as an
organization will be able to close this gap.

Implement

Once the communication and collaboration gap was identified and a solution proposed,
the OIP was developed. This OIP addresses the question of how are we going to implement our
plan. Following Kotter’s (2014) Accelerate model, this OIP outlines the short, medium, and
long-term goals that were identified in the first part of this chapter. In addition, the dual
operating system (Kotter, 2014) provides a structure for the CoP that would operate outside of
the traditional hierarchy. Part of the implementation process also involves the development of a
communication plan, that enhances the work completed in the community of practice, which will
be addressed later in this chapter.

The biggest impediment to the implementation of the CoP is the distance between the
schools and AO. As already discussed, ongoing face-to-face communities are limited by travel,
time, and money. As a result, the extension of the face-to-face community of practice to an
online environment allows more flexibility in the collaborative process. New web-based
applications allow for more collaboration, community, and engagement with those who may not
be physically close to each other because they can be part of the community from anywhere the
internet is available (Hearn & White, 2009). Unfortunately, technological ability of the principals
may limit the implementation of this endeavour. As a result, technology that is simple and easy

to use will assist in the introduction of an online community. While there will be limited
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technology training, Hearn and White (2009), caution that the focus of the online
communications be facilitating discussion and not training on the technology itself. This is an
area that will need constant redress during the implementation phase as the OIP moves forward.
Evaluate

The evaluation of the OIP involves answering whether the community of practice is
making a difference. It would be deemed successful if the principals and the AO see an increase
in collaboration and cooperation as well as an increase in leadership capacity as evaluated by the
tools described within this section. First, the community of practice needs to be assessed on its
success or failure as a framework for encouraging collaboration and cooperation across the
district. Second, the evaluation involves examining the structure and effectiveness of the
community of practice and whether it is an effective way to facilitate the development of
leadership capacity in the principals. This secondary evaluation of the community of practice
would examine how well the community of practice is working to improve student achievement
and facilitating professional learning. Consequently, any evaluation of the OIP would involve
evaluating collaboration and communication as well as professional capacity of the leadership.

When evaluating the community of practice as a vehicle for collaboration and
cooperation, the primary tools used to measure change would be observations and interviews.
Feedback from individual and group reflections of the community of practice process would be
encouraged and follow the DICE Model to measure duration, integrity, commitment, and effort
(Cawsey et al., 2015). The duration involves evaluating the effectiveness of the time in the CoP
and how often the OIP will be formally evaluated. Within the community of practice, the OIP
will be formally assessed every six months and prior to beginning each new implementation

phase. Commitment would involve a two-dimensional assessment allowing each member to
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evaluate both the perceived leadership in the AO and the principals’ perceived level of support to
enact change through the collaboration process. The effort would involve assessing the
effectiveness of the member’s transmission of the community of practice’s vision and goals to
the various stakeholders. Given that there are many different stakeholders in the educational
process, Cawsey, Deszca, and Ingols’ (2015) balanced scorecard may also be used to track the
completion of the goals developed in the community of practice. Each goal, in the community of
practice would have an action plan that follows the SMART (specific, measurable, agreed upon,
realistic, and time-based) framework to allow for the goal to be assessed for effectiveness, based
on the shared vision of the community of practice (Project Smart, 2017).

At the end of each implementation phase, re-evaluating the CoP using the tools discussed
in chapter two would provide a measure of growth. By revisiting the same measures used in
chapter two, the effectiveness of the community of practice can be assessed by comparing the
new data to the baseline data that was originally collected. Cooperation and collaboration would
be re-examined using the OECD (2009) Improving School Leadership the Toolkit, Schein’s
(2010) Conceptual Model for Culture Change, Marzano’s School District Evaluation Model and
Leadership Evaluation model (Learning Sciences International, 2012, 2013) and the BCPVPA
(2014) self-assessment of the interpersonal standards. These tools provide rubrics that allow for
rich conversations to illustrate the collective journey of the principals and the AO within the CoP
framework. Professional development initiatives would also be assessed using the Kentucky
Department of Education’s (2008) performance descriptors and the Mindset Works tool (2012)
for assessing and developing a growth mindset. In addition, the stakeholders, including teachers
and operating committee members, would be surveyed on their local experiences and any

changes that resulted from their principal being a member of the CoP. This potential data, as to
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the perceived benefit with the stakeholders, would indicate possible future directions for the
initiative.

Student data will also be used to measure and communicate the effectiveness of the CoP.
Various student artifacts can be used to determine whether the changes proposed in this OIP
have a positive effect on student learning. Local artifacts like work exemplars, lesson plans, and
assessment records can provide valuable insights into whether the CoP is facilitating change at
the local school level. Furthermore, Ministry of Education inspection reports and standardized
tests provide additional data to analyze. Student academic growth can be measured through pre-
test and post-test comparisons of the provincial assessments and the Canadian Achievement
Tests. While local artifacts, standardized tests, and provincial assessment results are available in
the schools, the Ministry of Education inspection report results would need to be accessed
through the AO and made available to the CoP for analysis.

Communicating areas of concern, as well as areas of strength, is a key component of
change within a OIP. Concerns about the OIP would be addressed in the CoP using protocols
from the School Reform Initiative (n.d.). While these protocols promote collaboration and
communication growth in a non-threatening structured environment, they also provide an
structure for addressing negative issues that may arise in the monitoring of the change process.
There are many different resources and protocols (School Reform Initiative, n.d.), that will be
used to navigate potentially difficult conversations through non-threatening protocols. These
conversations are important as they allow the principals and the AO an opportunity to voice
concerns and provide for valuable feedback in a safe manner while still focusing on growth. In
addition, the protocols would also facilitate honest reflection opportunities that give valuable

ongoing data illustrating how the members are implementing the shared vision within their local
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setting. Furthermore, anecdotal responses will provide insight into the effectiveness of the format
and process involved in the community.
Improve

Mento, Jones, and Dirndorfer (2002) strongly support using evaluation to improve the
change process. It is important for organizations to not only reflect on the data collected, but on
what that data is trying to tell them about the OIP. Bernhardt (2013) refers to this process as
organizational growth from simply a complying school to an ongoing, flexible, learning
organization. As the CoP is meant to be an ongoing initiative, it is essential that the data is
collected, analyzed and used to determine future goals and action plans. By participating in the
continuous school improvement cycle, the community of practice will remain an important
vehicle for educational change.

Leadership Ethics and Organizational Change

As a change leader, following ethical protocols for the protection of my participants is an
important part of the OIP. Since the goal of my community of practice is to ultimately promote
professional growth in the principals, the respect for persons must also be carefully considered in
the planning of the OIP. Throughout the CoP, protocols that develop agreed upon norms will
guide participant interaction (School Reform Initiative, n.d.). These protocols will protect
participant autonomy and respect for the differences that may arise when sensitive issues are
considered and discussed (Government of Canada, 2016). In addition, these group norms will
help aid in setting boundaries and guidelines that will protect the welfare of my participants
while demonstrating respect for them as individuals. The CoP will endeavour to promote justice

and equity among the principals and the AO (Government of Canada, 2016). Therefore, the
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following ethical considerations will be discussed: consent, fairness and equity, and privacy and
confidentiality.

The use of data in the OIP is an important ethical consideration. Bolman and Deal (2013)
highlight the need for collecting data in each of the four frames prior to implementing any
organizational change initiative. According to Stockley and Balkwill (2013), using data to
initiate change within the organization should involve an ethics review by the change agent. Any
OIP that involves collecting data and using data is considered research with human participants
when it is implemented. Therefore, the change agent in this OIP, when initiated, may be
considered a researcher. In 2014, the Government of Canada released the latest edition of the
Tri-Council Policy Statement: Ethical Conduct for Research Involving Humans or the TCPS 2
(Government of Canada, 2016) outlining three areas of ethical concerns when implementing
OIPs that involve people. Consent, fairness and equity, and privacy and confidentiality form an
ethical framework that should be applied when working with humans in any OIP (Government of
Canada, 2016).

Consent

Within this OIP, the change agents must consider how consent will affect the CoP. The
TCPS 2 insists that change agents must have respect for the person who is participating in the
original change implementation and that any secondary data used must honour the original
consent (Government of Canada, 2016). Within education, ElAtia, Ipperciel, and Hammad
(2012), expressed concern that consent may be problematic when working with large data sets
like student achievement data. Many schools and governments, expect students to participate in
provincial testing sessions. These provincial assessments, like the Foundational Skills

Assessment (FSA) in British Columbia, are mandatory and any exemptions must be justified
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through an application process (Government of British Columbia, 2016). The Ministry of
Education informs parents that FSA testing data is used to help the province, districts, and school
councils evaluate and plan to improve student achievement (Government of British Columbia,
2016). Therefore, parents who consent to the provincial assessments do not allow the data to be
used for other purposes. Consequently, it would be unethical to use the data for other purposes
like evaluating principals or teachers. Change leaders must ensure that any secondary data, like
student achievement data, used to support an OIP, honours the original participants consent. As
this OIP includes using student data for the evaluation and improvement of the educational
system, it does honour the consent given. Hence, it can ethically be used to evaluate the
effectiveness of the community of practice in improving student learning.

Consent is also problematic when dealing with employees within an organization. Mercer
(2007), suggested that such insider data collection is directly affected by the power hierarchies
within the organization. The political issues, found within Bolman and Deal’s (2013) political
frame, may affect the consent for the data collection. Participants in the CoP may feel coerced,
using undue influence, into participating which undermines voluntary consent (Government of
Canada, 2016). Therefore, change agents need to ascertain the validity of using any data if there
underlying consent concerns. This is one of the liabilities inherent in this OIP. As the principals
would be expected to participate, it is important to neutralize as much as possible the negative
effects of being part of such a community by identifying any conflict of interest.

Conflict of Interest. As stated, the OIP involves both management and employees. In
this situation, consent becomes problematic and causes a conflict of interest. As a board level
employee, there is a conflict of interest as the principals that I will be working with are all

subject to evaluation by either myself or the superintendent (Government of Canada, 2016). This
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power imbalance could cause concern for the welfare of the principals as it would be impossible
to keep confidentiality of the discussions during the CoP from the AO. This issue would have to
be addressed honestly and openly within the CoP; but, since part of the OIP is to build
relationships between administrators and the board district office, it would provide an
opportunity for building trust (Government of Canada, 2016).

In addition, the OIP will take steps to ensure the confidentially of survey questions and
one-on-one interviews by using coding and anonymization to remove any descriptors that would
identify principals and thus protect their responses from the AO (Government of Canada, 2016;
Thomson et al., 2005). Finally, nothing that is revealed in the CoP should be used to negatively
affect a member’s position or role. This is an important distinction as the CoP operates outside of
the original hierarchy so any perceived insubordination or disagreements should not be carried
over into the organization’s hierarchical evaluation system. The CoP is a place for open dialogue
and professional development. However, members should be instructed that they will continue to
be evaluated in their role outside of the CoP through the proper organization evaluation process.
Fairness and Equity

As the CoP outlines it mission and goals, the members will need to develop inclusion and
exclusion parameters for participants and secondary data (Stockley & Balkwill, 2013). As much
of the data used in this OIP is secondary data, it is also the responsibility of the change agent to
ensure that secondary analysis of data is appropriate (Tripathy, 2013). It is unethical to
manipulate any data to falsely support a position. Gallagher (2005) supported fairness in data
collection and believed that justice was one of the three principals of moral standards in research.
Likewise, Thorne (1998) refers to this as fidelity in research. During the CoP, the secondary data

collected would be evaluated openly and honestly with the CoP members to ensure justice and
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fidelity in the OIP. In addition, the change agents should also be aware of the privacy laws in
their local province and the ethical guidelines for collecting data.
Privacy and Confidentiality

Another concern in my OIP involves maintaining confidentiality and privacy when
information is published or shared with stakeholders. In Canada, privacy and private information
is protected both federally, through the Canadian Chart of Rights and Freedoms, and
provincially, through the Personal Information Protection Act (Minister of Public Works &
Government Services Canada, 2003). In British Columbia and Alberta, private schools are
governed under Personal Information Protection Act (PIPA) regulations (Government of British
Columbia, 2003; Service Alberta, 2017). Under PIPA, an employer is permitted to collect
personal data if it is reasonable for establishing, managing or terminating an employee
(Government of British Columbia, 2003; Service Alberta, 2017). The act, however, stipulates
that all information is for the organizations sole use and any information collected should not
reveal the identity of the individual (Government of British Columbia, 2003; Service Alberta,
2017). As aresult, the confidentiality of the participants, data collection and storage in British
Columbia is protected by both the Panel on Research Ethics and PIPA (Government of British
Columbia, 2003; Government of Canada, 2016; Service Alberta, 2017).

All initiatives must preserve the privacy of the individual. Gallagher (2005), agreed that
this is a primary safeguard and that information should only be made public when it has been
anonymized. While most published data are stripped of identifiers, authors must be careful that
they do not unwittingly violate confidentiality in their interpretation of any original data (Thorne,
1998). One measure used by British Columbia and Alberta is to ensure privacy is through

prohibiting the release of data for small sample sizes. Provincial assessments, for example,
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cannot be published if the sample size in the class is less than five students (Edudata Canada,
2015).

The CoP participants’ privacy will be protected in publication through securing the data
and anonymizing by replacement of direct identifiers of the principals, schools, years of
experience and dates (Thompson, Bzdel, Golden-Biddle, Reay & Estabrooks, 2005; Tripathy,
2013). Unfortunately, the unique setup of the district causes a problem with identification in the
OIP. Because the district has schools across the province, anonymizing the data in a way that
could prevent identification or harm to the system becomes problematic. For publication of this
OIP, high schools and elementary schools, even if located within the same campus, are counted
as two separate schools, even though there may be only one principal to administer both
divisions. In addition, generalizing the participants as administrators in the data, as opposed to
principals and vice-principals, also helps in preventing the system from being identified during
publishing or sharing of data.

Change Process Communications Plan

The most important part of any OIP is the communication plan. This is the how the
change agent will communicate the necessity of change to the various stakeholders. A successful
communication plan identifies the target audience, includes effective key messages, and
identifies the methods to engage the target audience. The communication plan also
communicates the ongoing progress of the change to encourage, inform, and report the outcomes
to the stakeholders. For this OIP, the stakeholders included in the communication plans are the
superintendent and AO, principals, teachers, local school operating committees, provincial

operating board, parents, and clergy.
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Key Messages

According to Hovland (2005), part of creating a persuasive communication plan involves
the creation of three key messages that will summarize the goals of the OIP. Hoveland (2005)
also proposes that effective communication involves a message that tells a story using
complementary imagery. Within a religious organization, any OIP and communication plan
needs to include a spiritual component so the communication plan will not solely focus on the
professional growth and collaboration initiatives. The OIP will be framed under the three simple
key messages of prayer, passion, and potential. As each of these key messages will serve to
improve communication across all levels of the organization, they will work to satisfy the needs
of my PoP. Furthermore, these key messages will tell the story of how a CoP can support the
growth of these themes in our system. In addition to the words, an accompanying image (see

Figure 3) will visually represent the three key messages.

E

Poltential

Figure 3. Key theme imagery
This proposed image combines the three key messages in a stylized Tree of Knowledge
from the Bible. The circles overlapping in the middle show the necessity for collaboration in all

areas while also highlighting the cross as the fundamental reason for why Christian education
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exists within our system. In the communication with the stakeholders, the parochial trademarked
logo will be included under the tree. The goal of the image is to show the stakeholders that only
through a collaborative initiative can the three themes be effectively realized. By selling this
vision and the key messages to the stakeholders, they will see the need to provide the necessary
financial, time, and technical resources that will support the OIP. The key messages will be
communicated through a series of presentations in committee meetings, town hall meetings,
emails, articles, and brochures.

Key Message 1- Prayer. Prayer is one of the foundations of a relationship with God and
our schools have a unique opportunity to cultivate a relationship with Him. A Bible curriculum is
only one component of that spiritual journey as our faith should be integrated into every aspect
of education. Our schools need to also become places of prayer. Through a CoP, the principals
and AO will collaborate to develop the vision for a province-wide spiritual plan highlighting our
unique faith-based identity to both our constituents and the government.

Key Message 2- Passion. The modernized provincial curriculum emphasizes the
exploration of passion. Christians need to encourage a passion both for God and for learning
about the world He created. Our educators foster this passion development in those who enter
our schools. The proposed CoP will encourage and support the principals and AO to work
collaboratively to instill passion for learning in our teachers and students. Imagine the ripple
effect within the province if we work collaboratively to purposefully nurturing passion for God’s
service.

Key Message 3- Potential. Our Christian education system has tremendous potential for
the future. Cultivating potential for leadership among principals, teachers, and students

contributes to the long-term viability of our parochial system. The CoP will focus on building
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principal capacity in instructional leadership. There currently exists a need to develop leadership
potential by investing in such an aspiring leader program that can be achieved through a CoP.
Stakeholder Communication Action Plans

Stakeholder communication will take place through a variety of mediums. Initially, the
communication will be focused on the AO, principals, provincial operating committee, local
school operating committee and clergy (see Table 1). Once the CoP has been approved and
established, teachers and parents will be added to the communication plan to share the vision and
various goals of the CoP (see Table 2).
Table 1

Initial Stakeholder Communication Action Plans for Community of Practice Approval

Key Message: Prayer

Stakeholder Person Action Steps to Frequency | Estimated
Responsible Persuade (What) (When) Resources (How)
(Who)
Superintendent | Change Agent | ¢ Communicate the Initial Presentation, new
/AO need for a CoP to Proposal Bible program
collaborate on a resources,

Spiritual Growth
Plan to accompany
the new Bible
curriculum

e Use the CoP to
provide principal
training on using

the new Bible
Program
Principals Superintendent | e Use the CoP for Initial Webinar,

collaboration on Proposal Zoom.us or other
developing a video
Spiritual Growth conferencing
Plan for the local software for
school geographically

e Share integration of distant schools,
faith and learning face-to-face

ideas with other
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promote passion in
education through
distributed
leadership

e The CoP provides
opportunities for
principals to be
inspired by other
principals

principals through presentation to
the CoP local principals
Provincial K-12 | Superintendent | e Highlight the vision | After initial | Presentation at the
Operating for collaboration to | proposal Provincial K-12
Committee develop a province | ideais Operating
wide Spiritual accepted by | Committee
Growth Plan the AO and | Meeting
principals
Local Operating | AO & e Highlight the Propose Town hall
Committee Principal resources available | after meeting with AO
within a CoP to approval and Principal
build a Spiritual from
Growth Plan for the | Provincial
school Operating
Committee
Clergy Superintendent | e Highlight the use Propose Zoom.us or other
& Principal the CoP to facilitate | after videoconferencing
coordination for approval software
livestreaming for from all
small school Weeks | stakeholders
of Prayer listed above
Key Message: Passion
Stakeholder Person Action Steps to Frequency | Estimated
Responsible Persuade (What) (When) Resources (How)
(Who)
Superintendent | Change Agent | e Present that passion | Initial Presentation,
/AO is cultivated by Proposal Pamphlet about
sharing power with communities of
others in a CoP practice
e Share that the CoP
provides time for
passions to flourish
Principals Superintendent | ¢ Demonstrate that Initial Webinar,
the CoP can Proposal Zoom.us or other

video
conferencing
software for
geographically
distant schools,
face-to-face
presentation to
local principals,
Pamphlet about
communities of
practice
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opportunity to
collaborate to
improve practice

e Promote that the
CoP can change the
organizational
structure for
acquiring new skills

e Demonstrate how
CoP can facilitate
the development of

Provincial K-12 | Superintendent | e Illustrate that by After initial | Presentation at the
Operating building passion in | proposal Provincial K-12
Committee a CoP, standards idea is Operating
will increase accepted by | Committee
the AO and | Meeting
principals
Local Operating | AO & e Show that the CoP | Propose Town hall
Committee Principal can provide a voice | after meeting with AO
to the local approval and Principal
committee from
Provincial
Operating
Committee
Clergy Superintendent | e Highlight that the | Propose Presentation using
& Principal CoP will build after Zoom.us or other
passion and approval videoconferencing
participation in from all software
service stakeholders
opportunities within | listed above
the church
Key Message: Potential
Stakeholder Person Action Steps (What) | Frequency | Estimated
Responsible (When) Resources (How)
(Who)
Superintendent | Change Agent | e Promote the CoP as | Initial Presentation,
/AO a vehicle to grow | Proposal Pampbhlet about
instructional communities of
leadership and practice
build capacity in
principals
Principals Superintendent | e Share that the CoP | Initial Webinar,
provides an Proposal Zoom.us or other

video
conferencing
software for
geographically
distant schools,
face-to-face
presentation to
local principals,
Pamphlet about
communities of
practice
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a community of
learners

Provincial K-12 | Superintendent | e Explain that the After initial | Presentation at the

Operating CoP helps develop | proposal Provincial K-12

Committee competency and idea 1s Operating
professionalism accepted by | Committee

the AO and | Meeting
principals

Local Operating | Principal Underscore the Propose Town hall

Committee shared resources after meeting with AO
that are available approval and Principal
for professional from
development Provincial
through the CoP Operating

Committee
Clergy Superintendent Present that Propose Presentation using
& Principal belonging to the after Zoom.us or other
CoP provides approval videoconferencing
networking that from all software
will build the stakeholders
school for church listed above
growth
Table 2
Ongoing Stakeholder Communication Action Plans
Key Message: Prayer
Stakeholder Person Communication Steps Frequency | Estimated
Responsible (What) (When) Resources
(Who) (How)

Superintendent | Change Agent | e Sharing Spiritual When Presentation,

/AO Growth Plan developed | completed | Emails,
in the CoP (within Pamphlet

the first
year)

Principals Superintendent Evaluating and report in | Bi- Zoom.us Web
the CoP on the monthly conferencing,
effectiveness of the online tools for
Spiritual Growth Plan sharing

materials

Provincial K-12 | Superintendent Report on the shared Annually | Presentation,

Operating vision and goals of the Newsletters,

Committee Spiritual Growth Plans Promotional

materials




passion of the teachers
with CoP goals
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Local Operating | Principal e Report on the local Monthly | Presentations,
Committee spiritual initiatives Emails,

e Approve and fund other Principal’s
initiatives developed in report
the CoP

Clergy Superintendent | ¢ Communicate with Monthly | Church bulletin
& Principal clergy to the church at announcements,
large the spiritual Emails,
initiatives Pamphlets
Teachers Principal e Communicate and Monthly | Staff meeting,
discuss initiatives Emails
Parents Principal & e Communicate spiritual | Monthly Newsletter,
Teachers goals and opportunities Website,
Emails
Key Message: Passion
Stakeholder Person Action Steps (What) Frequency | Estimated
Responsible (When) Resources
(Who) (How)
Superintendent | Change Agent | e Share new vision and After each | Meeting, Email,
/AO mission ideas proposed | CoP Telephone
in the CoP
Principals Superintendent | ¢ Communicate approved | As needed | Newsletter,
vision directions to the Superintendent
principals memo,

e Phone or video calls to | Monthly | telephone or
individually touch base video calls
with the principals

Provincial K-12 | Superintendent | ¢ Communicating any Annual Presentation,

Operating new visions for Newsletters,

Committee approval at the annual Promotional
meetings materials

Local Operating | Principal e Report on how the Monthly | Presentations,

Committee vision is being Emails,
implemented each Principal’s
month report

Clergy Superintendent | e Describe passion Monthly | Church bulletin

& Principal initiatives and share announcements,

completed school Emails,
passion projects with Pamphlets
the church

Teachers Principal e Share new visionand | Monthly | Staff meeting,
mission goals Emails, In-

e Connect the local servicing
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Parents Principal & e Communicate progress | Monthly | Classroom or
Teachers towards vision and School
mission goals Newsletter,
Website,
Emails
Key Message: Potential
Stakeholder Person Action Steps (What) Frequency | Estimated
Responsible (When) Resources
(Who) (How)
Superintendent | Change Agent | e Report on the topics After each | Meeting, Email,
/AO covered in the CoP CoP Telephone
Principals Superintendent | e Follow up on needed As needed | Superintendent
resources for capacity memo, emails,
building telephone,
e Share any policy cloud storage
changes for resources
Provincial K-12 | Superintendent | e Share CoP professional | Annually | Presentation,
Operating development initiatives Newsletters,
Committee and training Promotional
materials
Local Operating | Principal e Share CoP professional | Monthly | Presentations,
Committee development initiatives Emails,
and training that will be Principal’s
shared with the teachers report
Clergy Superintendent | e Describe the Monthly | Church bulletin
& Principal professional learning announcements,
and capacity build in Emails,
both the school and the Pamphlets
leadership to instill
support and confidence
in the system
Teachers Principal e Explain new Monthly | Staff meeting,
instructional learning Emails, In-
techniques and best servicing
practices learned in the
CoP
Parents Principal & e Communicate and new | Monthly | Classroom or
Teachers instructional practices School
being used at the school Newsletter,
and new curricular Website,
expectations Emails
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Communication within the Community of Practice

Within the onsite CoP, communication will be face-to-face. For the online CoP, video
conferencing software such as Blackboard Collaborate, Skype, and Zoom would be used. Emails
and forums would also be used to quickly exchange Ministry of Education and district
information between the AO and the principals. A private Bootcamp, Google + community, or
Moodle environment would be set up for principals and the AO to share information that would
help facilitate deeper learning on the subjects discussed in the CoP. Additionally, the
superintendent or AO would have monthly contact via telephone or skype with each principal
individually. This conversation would also help to encourage and support individual participation
and sharing within the CoP. The principals would receive training on using the technology
needed and helpdesk support would be available to troubleshoot any additional issues. These
communication tools would be provided at no additional expense to the principals.

Next Steps and Future Considerations

Once the CoP is established and functioning effectively within the district, the positive
perceptions from the stakeholders could be used to promote additional administrator CoPs or
teaching professional learning communities (PLCs). Smaller CoPs could be established for
prospective elementary and high school principals while other professional learning communities
might be implemented by the principals within the schools.

The district could invest in an aspiring leaders CoP that would operate as a leadership
development program for teachers who express interest in administration. The vision and goals
would focus on the traits needed to grow into effective leaders. Participants of the CoP could
also support each other through master’s degree programs in administration and leadership. In

addition, the aspiring leaders CoP could build relationships with each other that would follow
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them regardless of where they become a principal. This initiative would also continue to develop
and support goal and key message of building potential.

Building on the momentum of the CoP, a local principal may also feel encouraged to
develop PLCs within his or her school. Currently there are no PLCs operating within district
schools. A logical next step involves supporting the principals in the development of these local
PLCs. The local PLCs would allow the principal to have further positive impact on student
learning by improving and advocating collaboration at the teacher level. As the teachers would
all be located within the same school, technology would not be needed to facilitate collaboration.
However, the principal could use the technology skills developed in the CoP to set up online
areas for his or her teachers to share resources. Likewise, the resources shared in the CoP, like
the protocols, would provide the principals with valuable tools to frame how to address and
problem-solve local issues with their teachers.

PLCs could also be developed across the province by linking teachers with similar
environments together. Primary teachers could form an online primary PLC with other primary
teachers across the province or across the country that would focus on the best practices for
primary education. Intermediate and secondary teachers could also participate in their own PLC
groups. Christian teachers could collaborate and teachers could be encouraged to join subject-
specific organizations to collaborate with others with similar academic passions. Furthermore,
teachers would also be encouraged to join secular learning communities outside of the parochial
system. These PLCs would function to build competence and collaboration among teachers that
often work alone.

The implementation of a new teacher PLC within the district would also provide needed

support to new teachers in their roles. As new teachers are hired in schools across the province,
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this community would primarily be an online community. After the completion of this OIP, the
AO would have a better understanding on how to build collaboration and cooperation in an
online environment. The lessons learned from the current OIP would be invaluable as the AO
embarks on a PLC to develop relationships and teaching skills with new teachers. The new
teachers would be exposed to an online peer mentorship environment that would be able to
develop its own vision and goals to meet their unique needs.

Another future consideration for the CoP would be to propose its implementation at the
national level with the national office. Data gathered on the usefulness and benefits of the CoP
would be compiled and published in a proposal to the education director for the national chapter.
The national proposal would follow the same format as this OIP. However, the proposal would
recommend the implementation of separate national elementary and high school CoP. For the
national CoP to be effective, it would need to be limited in size to foster collaboration and
cooperation. This national CoP would train other leaders to act as change agents within their own
provinces. In addition, the current CoP members could mentor other principals across the
country which would continue their own professional growth. With support, other
administrations in other provinces would be able to develop similar provincial CoPs like the one
described in this OIP.

Unlike the provincial CoPs, the national CoP would have a more limited scope in its
implementation. One suggestion, to the national chapter, would involve focusing on leadership
development as opposed to policy development. Since the provinces are quite diverse in their
curricular and governmental expectations, a focus on leadership development through
collaboration and mentorship would provide the basis for a shared vision for the national CoP.

To ensure success, the national CoP would need to be supported financially by both the
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presidents of the national and provincial chapters. In addition, the national CoP would require
more reliance on technology since the schools under the national chapter umbrella are found in
seven of the ten provinces. Fortunately, many of these challenges would be identified and
addressed in the current OIP.

Given the anticipated success of the OIP, I view the CoP as an opportunity to change the
perceptions of educational systems operating in isolated schools and classrooms. By providing a
successful example of how collaboration and cooperation strengthens the system, teachers and
principals can be encouraged to develop their own formal and informal collaboration networks.
In addition, I anticipate a stronger educational system in the district as the AO focuses on
supporting and building capacity in its principals. The current issues of compliance and distrust
that have negatively affected the schools and communities would be resolved and replaced with a
system of trust and continuous growth. Furthermore, the district would bolster the government’s
perception of our school system. This initiative, if successful, would promote the district as a
cutting-edge school system with a reputation for supporting student learning and the mission of
the church. In a society where parochial school systems are attacked, it is imperative that those
who serve are united together. Ecclesiastes 4:12 reminds all Christians that “A person standing
alone can be attacked and defeated, but two can stand back-to-back and conquer. Three are even
better, for a triple-braided cord is not easily broken”. The community of practice developed
through the implementation of this OIP will allow the church, principals and the AO to stand

united in the efforts for educating students in the faith.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 93

References

AE. (2016). Educational Statistics. Retrieved from
http://adventisteducation.org/about/adventist education/statistics

Ahren, C., Ryan, H., & Niskodé-Dossett, A. S. (2009). Making the familiar strange: How a
culture audit can boost your advising impact. About Campus, 14(1), 25-32.

Alberta Education. (2009). The principal quality practice guideline: Promoting successful school
leadership in Alberta. Retrieved from http://georgecouros.ca/blog/wp-
content/uploads/2010/04/pqs.pdf

Alberta Education. (2016). Private schools in Alberta. Retrieved from

https://education.alberta.ca/private-schools/overview/

Alberta Learning. (2004). Focus on inquiry: A teacher’s guide to implementing inquiry-based

learning. Edmonton, AB: Alberta Learning, Learning and Teaching Resources Branch.
Alberta Teachers’ Association. (2011). Alberta leadership competencies for school leaders and
leadership. Retrieved from
https://www.teachers.ab.ca/SiteCollectionDocuments/ATA/Publications/School-
Administrators/Leadership-Update/COMM-118-60%20v7n9.pdf
Allen, G. P., Moore, W. M., Moser, L. R., Neill, K. K., Sambamoorthi, U., & Bell, H. S. (2016).
The role of servant leadership and transformational leadership in academic pharmacy.
American Journal of Pharmaceutical Education, 80(7), 113.

Allen, N., Grigsby, B., & Peters, M. L. (2015). Does leadership matter? Examining the
relationship among transformational leadership, school climate, and student
achievement. International Journal of Educational Leadership Preparation, 10(2), 1-22.

AOQ. (2016). History. Retrieved from http://sdabceducation.net/historys



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 94

Bailey, J., Cameron, G., & Cortez-Ford, E. (2004). Helping school leaders develop the capacity
necessary for continuous improvement. McRel’s balanced leadership framework.
Retrieved from http://files.eric.ed.gov/fulltext/ED484547.pdf

Banchi, H., & Bell, R. (2008). The many levels of inquiry. Science and Children, 46(2), 26-29.

BC Ministry of Education. (2015). BC Ed plan. Retrieved from

http://www?2.gov.bc.ca/assets/gov/education/kindergarten-to-grade-
12/support/bcedplan/bes_education plan.pdf

BC Ministry of Education. (2016). Grants to Independent Schools. Retrieved from

http://www2.gov.bc.ca/gov/content/education-training/administration/legislation-
policy/independent-schools/grants-to-independent-schools

BCPVPA. (2013). Leadership standards for principals and vice-principals in British Columbia.

Retrieved from http://bcpvpa.be.ca/wp-
content/uploads/2015/09/BCPVPALeadershipStandards2015.pdf

BCPVPA. (2014) Leadership standards for principals and vice-principals in BC self-assessment

tool. Retrieved from http://bcpvpa.be.ca/downloads/pdf/SelfAssessmentFillable.pdf

Beerer, K. M., & Bodzin, A. M. (2004). How to develop inquiring minds. Journal of Staff
Development, 25(4), 43-47.

Bengtson, E., Airola, D., Peer, D., & Davis, D. (2012). Using peer learning support networks and
reflective practice: The Arkansas leadership academy master principal program.
International Journal of Educational Leadership Preparation, 7(3).

Bennis, D. (n.d.). What is democratic education? Retrieved from

http://democraticeducation.org/index.php/features/what-is-democratic-education/



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 95

Bernhardt, V. (2013). Data analysis for continuous school improvement. New York, NY:
Routledge.

Bhengu, T. T., & Myende, P. E. (2016). Leadership for coping with and adapting to policy
change in deprived contexts: Lessons from school principals. South African Journal of
Education, 36(4), 1-10. Retrieved from
www.sajournalofeducation.co.za/index.php/saje/article/download/1322/662

Boehm, B., & Turner, R. (2005). Management challenges to implementing agile processes in
traditional development organizations. /EEE Software. 30-39.

Bolman, L., & Deal, T. (2013). Reframing organizations— Artistry, choice and leadership (5"

ed.). San Francisco, CA: Willey.

Bradt, G. (2014). Leverage John Kotter’s dual operating system to accelerate change in large
organizations. Forbes.com. Retrieved from
http://www.forbes.com/sites/georgebradt/2014/05/14/leverage-john-kotters-dual-
operating-system-to-accelerate-change-in-large-organizations/#27762ec85b2f

Braun, D., Gable, R., & Kite, S. (2011). Situated in a community of practice: Leadership
preparation practices to support leadership in K-8 schools. International Journal of
Educational Leadership Preparation, 6(1).

Breakspear, S. (2015a). Agile schools. Retrieved from
http://simonbreakspear.com/category/agileschools/

Breakspear, S. (2015b). Bottoms up: How innovative change starts with frontline educators.
Education Canada, 14-17.

Breakspear, S. (2016a). Agile implementation- Learning how adopting an agile mindset can help

leaders achieve meaningful progress in student learning. Centre for Strategic Education.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 96

Retrieved from http://simonbreakspear.com/wp-content/uploads/2017/01/Agile-
Implementation-for-Learning.pdf

Breakspear, S. (2016b). Embracing an agile mindset. Principal Connections, 20(1). 30-21.
Retrieved from http://simonbreakspear.com/wp-content/uploads/2016/12/Principal-
Connections-Magazine-Ontario-2016.pdf

Burch, M. J., Swails, P., & Mills R. (2015). Perceptions of administrators’ servant leadership
qualities at a Christian university: A descriptive study. Education, 135(4), 399-406.

Buysse, V., Sparkman, K., & Wesley, P. W. (2003). Communities of practice: Connecting what
we know with what we do. Council for Exceptional Children, 69(3), 263-277.

Campbell-Evans, G., Gray, J., & Leggett, B. (2014). Adaptive leadership in school boards in
Australia: An emergent model. School Leadership and Management, 34(5), 538-552.
DOI:10.1080/13632434.2014.938038

Carpenter, D. C. (n.d.). James Daniel Tyms. Retrieved from

http://www.talbot.edu/ce20/educators/protestant/James_tyms/
Cawsey, T. F., Deszca, G., & Ingols, C. (2015). Organizational change — An action oriented
toolkit (3™ ed.). Thousand Oaks, CA; Sage.

Chapman, A. (2016). PEST Market Analysis Tool. Retrieved from
http://www.businessballs.com/pestanalysisfreetemplate.htm

Chitpin, S. (2014). Principals and the professional learning community: Learning to mobilize
knowledge. The International Journal of Educational Management, 28(2), 215-229.

doi:http://dx.doi.org/10.1108/IJEM-04-2013-0044



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 97

Choi, C. C., Browne-Ferrigno, T., & Muth, R. (2005). An exploration of online peer interaction
among preparing school leaders. Educational Leadership and Administration: Teaching
and Program Development, 17101-114.

Cleveland, R. C., Powell, N. W., Saddler, S., & Tyler, T. G. (2009). Innovative environments:
The equity culture audit: An essential tool for improving schools in Kentucky. Kentucky
Journal of Excellence of College Teaching & Learning, 751-59.

Costello, D. (2015). Challenges and supports of instructional leadership in schools. Antistasis, 5(1),

3-6.

Cowan, J. E. (2012). Strategies for developing a community of practice: Nine years of lessons
learned in a hybrid technology education master's program. Techtrends. Linking
Research and Practice to Improve Learning, 56(1), 12-18.

CRAE. (2016). Cognitive genesis. Retrieved from https://crae.lasierra.edu

Crippen, C. (2005). The democratic school: First to serve, then to lead. Canadian Journal of
Educational Administration and Policy, 47, 1-17. Retrieved from
https://www.umanitoba.ca/publications/cjeap/pdf files/crippen.pdf

Daly, A., & Chrispeels, J. (2008). A question of trust: Predictive conditions for adaptive and
technical leadership in educational contexts. Leadership and Policy in Schools, 7, 30-63.
doi:10.1080/15700760701655508

Darling-Hammond, L., & Bransford, J. (Eds.). (2005) Preparing teachers for a changing world:
What teachers should learn and be able to do. San Francisco, CA: Jossey-Bass.

Defise, R. (2013). Supporting the implementation of curriculum reform through learning
communities and communities of practice. Prospect, 43(4), 473-479.

doi:10.1007s/s11125-013-9286-6



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 98

DuFour, R., & Marzano, R. J. (2009). High-leverage strategies for principal leadership. Educational
Leadership, 66(5), 62-68.

Dweck, C. S. (2006). Mindset: The new psychology of success. New York, NY: Random House.

Eaker, R., DuFour, R., & Burnette, R. (2002). Getting started: Reculturing schools to become
professional learning communities. Bloomington, IN: National Educational Service.

Edudata Canada. (2015). F'SA 2015 item level response reports. Retrieved from
http://www.edudata.ca/apps/fsa_item/

ElAtia, S., Ipperciel, D., & Hammad, A. (2012). Implications and challenges to using data
mining in educational research in the Canadian Context. Canadian Journal of Education,
35(2), 101-119.

Enfield, M., & Stasz, B. (2011). Presence without being present: Reflection and action in a
community of practice. Journal of the Scholarship of Teaching and Learning, 11(1), 108-
118.

Fahey, K. M. (2011). Still learning about leading: A leadership critical friends group. Journal of
Research on Leadership Education, 6(1), 1-35.

FISA. (2012). Grants paid to independent schools. Retrieved from
http://fisabc.ca/sites/default/files/Grpgrant%20tb1%202012.pdf

Fullan, M. (2002). Leadership in a culture of change. San Francisco, CA: Jossey-Bass.

Fullan, M. (2003). The moral imperative of school leadership. Thousand Oaks, CA: Corwin
Press.

Fullan, M. (2005). Leadership and sustainability.: System thinkers in action. Thousand Oaks,
CA: Corwin Press.

Galagan, P. (2015). The quest for the agile learner. Talent Development, 22-25.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 99

Gallagher, G. (2005). An examination of ethical issues pertaining to educational research. Level
3, 3(2005). Online Journal: http://level3.dit.ie/html/issue3_list.html#.

Galvin, T. P., & Clark, L. D. (2015, July 16). Beyond Kotter’s Leading Change: A broad
perspective on organizational change for senior U.S. military leaders. First Edition.
Retrieved from
https://ssi.armywarcollege.edu/PDFfiles/PCorner/LeadingChangePrimer4.pdf

Gary, K. (2006). Leisure, freedom, and liberal education. Educational Theory, 56(2), 121-136.

Gebbie, D., Ceglowski, D., Taylor, L., & Miels, J. (2012). The role of teacher efficacy in
strengthening classroom support for preschool children with disabilities who exhibit
challenging behaviors. Early Childhood Education Journal, 40(1), 35-46.
doi:10.1007/s10643-011-0486-5

Gerard, L. F., Bowyer, J. B & Linn, M. C. (2010). How does a community of principals develop
leadership for technology-enhanced science? Journal of School Leadership, 20(2),145-
183.

Goodwin, R. H., Cunningham, M. L., & Childress, R. (2003). The changing role of the

secondary principal. NASSP Bulletin, 87(634), 26.

Government of Alberta. (2016). Education funding in Alberta. Retrieved from
https://education.alberta.ca/media/3115099/education-funding-in-alberta-handbook-2016-
2017.pdf

Government of British Columbia. (2003). Personal Information Protection Act. Retrieved from

http://www.bclaws.ca/Recon/document/ID/freeside/00 03063 0l#section34

Government of British Columbia (2016). Foundational skills assessment. Retrieved from

https://www.bced.gov.bc.ca/assessment/fsa/



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 100

Government of Canada. (2016). The TCPS 2 tutorial course on research ethics (CORE).
Retrieved from http://www.pre.ethics.gc.ca/eng/education/tutorial-didacticiel/

Government of Saskatchewan. (2016). Independent schools and home-based education.

Retrieved from http://www.education.gov.sk.ca/ISHBE

Govindarajan, V. (2016). Adaptive leadership 101. Leader to Leader, 42-45.

Greenleaf, R. (1970). The servant as leader. Retrieved from
http://www.benning.army.mil/infantry/199th/ocs/content/pdf/The%20Servant%20as%20Le
ader.pdf

Gutek, G. (1997). Conservatism and schooling. In G. Gutek (Ed.), Philosophical and Ideological

Perspectives in Education (2™ ed.) (pp. 197-210). Boston, MA: Allyn and Bacon.

Hall, M. J. (2014). Crowdsourcing ideas for an agile leadership system. Talent Development, 42-
46.
Hallinger, P. (2011). Leadership for learning: Lessons from 40 years of empirical research.

Journal of Educational Administration, 49(2), 125-142.

Hargreaves, A., & Shirley, D. (2009). The fourth way: The inspiring future of educational

change. Thousand Oaks, CA: Corwin Press.

Harpell, J. V., & Andrews, J. J. W. (2010). Administrative leadership in the age of inclusion:
Promoting best practices and teacher empowerment. The Journal of Educational
Thought, 44(2), 189-210.

Hearn, S., & White, N. (2009). Communities of practice: Linking knowledge, policy and
practice. Retrieved from https://www.odi.org/sites/odi.org.uk/files/odi-

assets/publications-opinion-files/1732.pdf



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 101

Heifetz, R. A., & Laurie, D. L. (1997). The work of leadership. Harvard Business Review, 124-
134.

Heifetz, R. A., & Linsky, M. (2004). When leadership spells danger. Educational Leadership,
33-37.

Heifetz, R. A., Linsky, M., & Grashow, A. (2009). The practice of adaptive leadership: Tools
and tactics for changing your organization and the world. Cambridge, MA: Harvard
Business Press.

Heslin, P. A., & VandeWalle, D. (2008). Managers' implicit assumptions about
personnel. Current Directions in Psychological Science (Wiley-Blackwell), 17(3), 219-
223.doi:10.1111/5.1467-8721.2008.00578.x

Hewett, F. (2016). Growing great minds. NZ Business + Management, 30(3), 24-25.

Hicks, M., & Foster, J. S. (2010). SCORE: Agile research group management. Communications
of the ACM, 53(10), 30-21. DOI:10.1145/1831407.1831421

Hopkins, D. (2001). School improvement for real. London: Falmer.

Hovland, 1. (2005). Successful communication: A toolkit for researchers and civil society
organizations. London, UK: Overseas Development Institute. Retrieved from
https://www.odi.org/sites/odi.org.uk/files/odi-assets/publications-opinion-files/192.pdf

Howery, K., McClelland, T., & Pedersen-Bayus, K. (2013). Reaching every student with a
pyramid of intervention approach: One district’s journey. Canadian Journal of
Education, 36(1), 271-304.

Huffman, J. B., & Hipp, K. K. (2003). Reculturing schools as professional learning

communities. Lanham, MD: Scarecrow Education.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 102

Hyslop, K. (17 May 2016). Why are BC'’s independent schools getting so much money?
Retrieved from http://thetyee.ca/News/2016/05/17/Independent-Schools-Getting-Money/
Irvine, A., & Lupart, J. (2010). Educational leadership to create authentic inclusive schools: The
experiences of principals in a Canadian rural school district. Exceptionality Education
International, 20(2), 70-88.
James-Ward, C. (2011). The development of an infrastructure for a model of coaching principals.
International Journal of Educational Leadership Preparation,6(1). EJ972967
Jones, P., Forlin, C., & Gillies, A. (2013). The contribution of facilitated leadership to systems
development for greater inclusive practices. International Journal of Whole Schooling,
9(1), 60-74.
Kaufman, J. R. (2005, June 20). Adaptive leadership for a change in public education. Nation’s
Cities Weekly, 6. Retrieved from https://www.highbeam.com/doc/1G1-133643524.html
Kentucky Department of Education. (2008). School level performance descriptors for Kentucky'’s
standards and indicators for school improvement. Retrieved from
http://education.ky.gov/school/Documents/School%20Level%20Performance%20Descript
ors%20and%20Glossary.pdf
Khan, O. (2005). The challenge of adaptive leadership. Leader to Leader, 52-58.
Kotter, J. (2012). Accelerate! Retrieved from https://hbr.org/2012/11/accelerate
Kotter, J. (2014). Accelerate: Building strategic agility for a faster-moving world. Boston, MA:
Harvard Business Review Press.
Kotter, J. P. (2015). The organization of the future: A new model for a faster-moving world. In
Reinventing the Company in the Digital Age (pp. 375-394). New York: BBVA

OpenMind. Retrieved from https://www.bbvaopenmind.com/wp-



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 103

content/uploads/2015/02/BBV A-OpenMind-book-Reinventing-the-Company-in-the-
Digital-Age-business-innovation1.pdf

Kotter, J. P., & Schlesinger, L. A. (2008). Choosing strategies for change. Harvard Business
Review, 1-13.

Langley, G., Nolan, K., & Nolan, T. (1994). The foundation of improvement. Quality Progress,
81-86.

Learn Alberta. (2005). Inquiry-based learning. Retrieved from
http://www.learnalberta.ca/content/kes/pdf/or ws tea inst 02 ingbased.pdf

Learning Sciences International. (2012). Marzano school leadership evaluation model. Retrieved
from http://sde.ok.gov/sde/sites/ok.gov.sde/files/TLE-MarzanoLeaderModel.pdf

Learning Sciences International. (2013). District leader evaluation model: Marzano scales and
evidences. Retrieved from
http://ndlead.org/cms/lib2/ND07001211/Centricity/Domain/285/District%20Leader%20E
val%20Model%20Marzano%?20Scales-Evidences%2004102013.pdf

Leclerc, M., Moreau, A., Dumouchel, C., & Sallafranque-St-Louis, F. (2012). Factors that
promote progression in schools functioning as professional learning community.
International Journal of Education Policy & Leadership, 7(7), 1-14.

Lees, A., & Meyer, E. (2011). Theoretically speaking: Use of a communities of practice
framework to describe and evaluate interprofessional education. Journal of
Interprofessional Care, 25, 84-90.

Leithwood, K. A., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). How leadership
influences student learning: Review of research. Toronto, Canada: Ontario Institute for

Studies in Education.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 104

Leithwood, K., Begley, P. T., & Cousins, J. B. (1994). Developing expert leadership for future
schools. London: Falmer.

Lott, K. (March 2011). Fire up the inquiry. Science and Children, 48(7), 29-33.

Loucks-Horsley, S. (1987). Continuing to learn: A guidebook for teacher development. Oxtord,
OH: National Staff Development Council.

Lunetta, V. N., Hofstein, A., & Clough, M. (2007). Learning and teaching in the school science
laboratory; An analysis of research, theory, and practice. In N. Lederman & S. Abell
(Eds.), Handbook of research on science education (pp. 393-441). Mahwah, NJ:
Lawrence Erlbaum.

MacDonald, C. (09 Feb 2014). Conservatives approaches to education. Retrieved from
https://cbmeportfolio.wordpress.com/2014/02/09/conservatives-approaches-to-education/

Maes, B. (2010). What makes education in Finland that good? 10 reform principles behind the
success. Retrieved from http://bertmaes.wordpress.com/2010/02/24/why-is-education-in-
finland-that-good-10-reform-principles-behind-the-success/

Mahembe, B., & Engelbrecht, A. S. (2014). The relationship between servant leadership
organizational citizenship behaviour and team effectiveness. SA Journal of Industrial
Psychology, 40(1), 1-10. doi:10.4102/sajip.v40i1.1107

Manitoba Education and Youth. (2003). Independent together- Supporting the multilevel
learning community. Retrieved from
http://www.edu.gov.mb.ca/k12/docs/support/multilevel/ind together full.pdf

Manitoba Office of Education and Training. (2016). Funded independent schools. Retrieved
from http://www.edu.gov.mb.ca/k12/schools/ind/funded/index.html

Marks, H. M., & Printy, S. M. (2003). Principal leadership and school performance: An



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 105

integration of transformational and instructional leadership. Educational Administration
Quarterly, 39(3), 370-397.
Marquardt, M. (2000). Action learning in leadership. The Learning Organization, 233-240
Marzano, R. J., Waters, T., & McNulty, B. A. (2005). School leadership that works: From
research to results. Alexandria, VA: Association for Supervision and Curriculum
Development.

Mento, A., Jones, R., & Dirndorfer, W. (2002). A change management process: Grounded in
both theory and practice. Journal of Change Management, 3(1), 45-59.

Mercer, J. (2007). The challenges of insider research in educational institutions: Wielding a
double-edged sword and resolving delicate dilemmas. Oxford Review of Education, 33
(1), 1-17.

Militello, M., & Rallis, S. (2009). From training great principals to preparing principals for
practice. International Journal of Educational Leadership Preparation, 4(2), EJ1070227

Mindset Works (2012). Mindset assessments. Retrieved from

http://www.mindsetworks.com/assess/

Minister of Public Works & Government Services Canada. (2003). Your guide to the Canadian
Charter of Rights and Freedoms. Retrieved from
http://www.pch.gc.ca/eng/1356631760121/1356631904950

Mombourquette, C. C., & Bedard, G. G. (2014). Principals' perspectives on the most helpful
district leadership practices in supporting school-based leadership for
learning. International Studies in Educational Administration (Commonwealth Council

for Educational Administration & Management), 42(1), 61-73



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 106

Moore, J., & Barab, S. (2002). The inquiry learning forum: A community of practice approach to
online professional development. Techtrends, 46(3), 44-49.
Moule, P. (2006). Developing the communities of practice, framework for on-line learning. The
Electronic Journal of e-Learning, 4(2), 133-140.
Murphy, C. & Lick, D. (1998). Whole-faculty study groups: A powerful way to change schools
and enhance learning. Thousand Oaks, CA: Corwin Press.
NAD. (2016). Organizational Structure. Retrieved from
http://www.nadadventist.org/article/19/about-our-church/organizational-structure
Newman, W. J., Hubbard, P. D., McDonald, J., Otaala, J., Martini, M., & Abell, S. K. (2004).
Dilemmas of teaching inquiry in elementary science methods. Journal of Science Teacher
Education, 15,257-279.
Nichols, T. L. (2000). Who’s afraid of hierarchy?. Commonweal, 127(7), 16.
Northouse, P. (2016). Leadership theory and practice (7" ed.). Los Angeles, CA:
Sage Publication.
OECD (2009) Improving school leadership the toolkit. Retrieved from
https://www.oecd.org/edu/school/44339174.pdf
Orski, K. (2017). What’s your agility?. Nursing Management, 44-51.
PESTLE Analysis. (2016). Understanding PEST Analysis with definitions and examples.
Retrieved from http://pestleanalysis.com/pest-analysis/
Portelli, J. P. (2001). Democracy in education: Beyond the conservative or progressive stances.
In W. Hare & J. P. Portelli (Eds.), Philosophy of education: Introductory readings (3™

ed., pp. 279-294). Calgary, AB: Detselig Ent. Ltd.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 107

Prendergast, H. (2016). Management skills to help prevent leadership fatigue. Veterinary Team
Brief, 40-43.

Professional Academy. (2016). Marketing theories- PESTEL Analysis. Retrieved from
http://www.professionalacademy.com/blogs-and-advice/marketing-theories---pestel-
analysis

Project Smart. (2017). Smart goals. Retrieved from https://www.projectsmart.co.uk/smart-
goals.php

Reilly, J. R., Vandenhouten, C., Gallagher-Lepak, S., & Ralston-Berg, P. (2012). Faculty
development for e-learning: A multi-campus community of practice. Journal of
Asynchronous Learning Networks, 16(2), 99-110.

Robinson, V. M. J., Lloyed, C. A., & Rowe, K. (2008). The impact of leadership on student
outcomes: An analysis of the differential effects of leadership types. Educational
Administration Quarterly, 44(5), 635-674.

Rogers, P. G. (2015.). Adapting to challenges. Retrieved from http://www.acenet.edu/the-
presidency/columns-and-features/Pages/Adapting-to-Challenges.aspx

Ryan, J. (2010). Establishing inclusion in a new school: The role of principal leadership.
Exceptionality Education International, 20(2), 6-24.

Saskatchewan Ministry of Education. (2016). Saskatchewan curriculum- Education: The future
within us. Retrieved from https://www.curriculum.gov.sk.ca/webapps/moe-curriculum-
BBLEARN/index.jsp

Schein, E. (1995). Kurt Lewin’s change theory in the field and in the classroom. Notes toward a

model of managed learning. Retrieved from

http://www.a2zpsychology.com/articles/kurt lewin's change theory.php



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 108

Schein, E. (2010). Organizational culture and leadership (4™ ed). San Francisco, CA: Jossey-
Bass.

Schmidt, S., & Venet, M. (2012). Principals facing inclusive schooling or integration. Canadian
Journal of Education, 35(1), 217-238.

School Reform Initiative. (n.d.). SRI: A community of learners. Retrieved from

http://www.schoolreforminitiative.org/

Senge, P. (1990). The fifth discipline: The art and practice of learning organizations. New Y ork:

Currency Doubleday.
Servage, L. (2008). Critical and transformative practices in professional learning communities.
Teacher Education Quarterly, (35(1), 63-77.

Service Alberta. (2017). About the Personal Information Protection Act. Retrieved from

http://servicealberta.ca/pipa-overview.cfim

Sharpe, J. D., & Creviston, T. E. (2013). Adaptive leadership: The way ahead for sustainment

leaders. Army Sustainment. 5-9.

Sheppard, B., Brown, J., & Dibbon, D. (2009). School district leadership matters. New Y ork:
Springer.

Sheppard, B., Hurley, N., & Dibbon, D. (2010). Distributed leadership, teacher morale, and
teacher enthusiasm: Unravelling the leadership pathways to school success. Online
Submission, Retrieved from http://eric.ed.gov/?1d=ED509954

Sigurdardottir, A. (2010). Professional learning community in relation to school effectiveness.

Scandinavian Journal of Educational Research, 54(5), 395-412.
Song, C., Park, K. R., & Kang, S. (2015). Servant leadership and team performance: The
mediating role of knowledge-sharing climate. Social Behavior and Personality, 43(10),

1749-1760.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 109

Song, H. (2012). The role of teachers’ professional learning communities in the context of
curriculum reform in high schools. Chinese Education & Society, 45(4), 81-95.

Spears, L. (2004). Practicing servant-leadership. Leader to Leader, 34, 7-11. Retrieved from
https://apscomunicacioenpublic.files.wordpress.com/2012/12/larry-spears-practicing-
servant-leadership.pdf

Stockley, D., & Balkwill, L. (2013). Raising awareness of research ethics in SoTL: The role of
educational developers. Canadian Journal for the Scholarship of Teaching and Learning,
4(1).

Teague, G., & Anfara Jr., V. (2012) Professional learning communities create sustainable change
through collaboration. Middle School Journal, 44(2), 58-64.

Tennant, R. (2001). Building agile organizations. Library Journal, 30.

Thomson, D., Bzdel, L., Golden-Biddle, K., Reay, T., & Estabrooks, C. A. (2005). Central
questions of anonymization: A case study of secondary use of qualitative data.
Qualitative Social Research, 6(1), 1-15.

Thorne, S. (1998). Ethical and representational issues in qualitative secondary analysis.
Qualitative Health Research, 8(4), 547-555.

Tripathy, J. P. (2013). Secondary data: Ethical issues and challenges. Iranian Journal of Public
Health, 42(12), 1478-1479.

van Dierendonck, D., & Nuijten, 1. (2011). The servant leadership survey: Development and
validation of a multidimensional measure. Journal of Business Psychology, 26, 249-267.

Van Pelt, D., & Clemens, J. (2016). Education facts in Alberta. Retrieved from

https://www.fraserinstitute.org/article/education-facts-alberta



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 110

van Zee, E. H., Iwasyk, M., Kurose, A., Simpson, D., & Wild, J. (2001). Student and teacher
questioning during conversations about science. Journal of Research in Science
Teaching, 38(2), 159-190.

Wagstrom, P., & Herbsleb, J. (2006). Dependency forecasting in the distributed agile
organization. Communications of the ACM, 49(10), 55-56.

Wallis, A. (2006, August 14). Adaptive leadership key in addressing challenges. Nation’s Cities
Weekly, 6. Retrieved from https://www.highbeam.com/doc/1G1-149614613.html

Wallis, A. (2008, October 20). Adaptive leadership: Surviving in challenging times. Nation'’s
Cities Weekly, 10-11. Retrieved from https://www.highbeam.com/doc/1G1-
188423778.html

Waugh, R. F., & Punch, K. F. (1987). Teacher receptivity to system-wide change in the
implementation stage. Review of Educational Research, 57(3), 237-254.

Weiner, J. J. (2014). Disabling conditions: Investigating instructional leadership teams in
action. Journal of Educational Change, 15(3), 253-280. doi:10.1007/s10833-014-9233-1

Wells, C. M., & Feun, L. (2008). What has changed? A study of three years of professional
learning community work. Planning & Changing, 39(1/2), 42-66. Retrieved from
Education Research Complete Database.

Wells, G. (ed.). (2001). Action, talk, and text: Learning and teaching through inquiry. New
York, NY: Teachers College Press.

Wenger, E. (1998). Communities of practice: Learning, meaning and identity. New York, NY:

Cambridge University Press.

Whiffen, H. (2007). Becoming an adaptive leader. Military Review, 108-114.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 111

Wright, D. (2001). Creativity and learning: Creative work and the construction of learning.
Reflective Practice, 2, 261-273.
Yukl, G., & Mahsud, R. (2010). Why flexible and adaptive leadership is essential. Consulting

Psychology Journal: Practice and Research, 63(2), 81-93.



IMPROVING PROFESSIONAL PRACTICE THROUGH COP 112

Appendix

Change Implementation Plan

\
S‘

1]
$i2
H




	Improving Principal Professional Practice Through Communities of Practice
	Recommended Citation

	Microsoft Word - OIP- revision2.docx

