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Abstract
Mid-career faculty (MCF) currently comprise a predominant number of faculty at higher education
institutions. Mid-career faculty applies to those individuals who have been teaching within postsecondary education for more than five years but are still more than five years from retirement. As
faculty move into this middle phase of their career, there tends to be fewer opportunities for
professional development, reduced opportunities for advancement or leadership, and a lack of
mentorship. These decreased opportunities lead to a decrease in MCF job satisfaction. At Riverside
College (a pseudonym) a significant percentage of the faculty leaving the college in the last few years
have been MCF. In this organizational improvement plan (OIP), I explore what strategies will support the
development of MCF at a mid-sized community college in Western Canada, that will lead to increased
engagement and retention. Within the OIP I will use a combination of Appreciative Inquiry, the Plan-DoStudy-Act cycle, and ADKAR® to guide the change. I will draw on perspectives from an interpretive lens
and use both distributive and authentic leadership approaches. The solution chosen to address the
problem of practice is to develop specific MCF professional development and mentorship as a retention
strategy. One example of professional development is the scholarship of teaching and learning (SoTL).
Scholarship of teaching and learning is a process for faculty to focus their professional development in
mid-career. Educational developers responsible for faculty professional development support MCF to
examine their teaching practices and move from scholarly teaching to scholarship of teaching and
learning.
Keywords: mid-career faculty (MCF), retention, professional development, educational
developer, leadership, scholarship of teaching and learning (SoTL).
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Executive Summary
Numerous sources have identified that mid-career faculty (MCF) comprise the largest cohort of
faculty within higher education (Baldwin & Chang, 2006; Grant Vallone & Ensher, 2017; Romano et al.,
2004; Terwillegar et al., 2019). Generally, mid-career is defined as the period of time after a faculty
member has been teaching in post-secondary education for more than five years to about five years
from retirement (Grant-Vallone & Ensher, 2017). It is considered the longest and most productive years
in one's academic career. Mid-career is the time when faculty may plan future career moves, reflect on
ways to align personal and professional growth, and reassess their teaching (Welch et al., 2019).
However, this same faculty group reports feelings of frustration, a lack of support, and sometimes
difficulty keeping up with current trends in teaching and learning (Welch et al., 2019). At Riverside
College (RSC, a pseudonym), a significant number of faculty who have left the college in recent years
have been MCF. Heffernan and Heffernan (2019) warn that if MCF do not feel supported at their
academic institution or are not engaged with their work, they are more likely to seek opportunities
elsewhere. In this organizational improvement plan (OIP), I propose a solution to the problem of
practice (PoP) which is what strategies will support the development of MCF at a mid-sized community
college in Western Canada, that will lead to increased engagement and retention?
Chapter 1 provides an overview of Riverside College (RSC), a mid-sized community college
located in Western Canada. At RSC, MCF represent about 70% of the faculty cohort. Although RSC's
strategic document supports people development and teaching excellence, there are no explicit or
formal MCF professional development or retention strategy initiatives. I have a long history at RSC, both
as an MCF member and currently as the most senior educational developer. The theoretical
underpinning for this OIP incorporates the worldview of interpretivism, along with two schools of
thought: social cognition (sensemaking) and cultural (sociocultural) theories (Kezar, 2018). Distributed
leadership (Cooperrider & Whitney, 2005) and authentic leadership (George, 2003) provide the
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leadership framework for creating MCF faculty engagement at RSC. To conclude the chapter, an analysis
of RSC's readiness for change is provided through a discussion of the current and desired state.
In Chapter 2, a more detailed leadership approach to the change is identified. Within the OIP, I
use both Appreciative Inquiry (Copperrider & Srivastva, 1987) and Procsi ADKAR model (Prosci, n.d.) as
frameworks for leading the process of change. Four solutions address the PoP. Each of the solutions was
analyzed to determine which would align best with RSC's institutional culture, strategic documents, and
stakeholders' opinions. Ultimately, the clearest choice was to create a mid-career faculty development
program called C.A.M.P (Career and Mentoring Program), which aligns with my agency as the senior
educational developer. In the C.A.M.P program targeted MCF professional development (PD) can be
considered in two overarching categories: career (teaching and learning, research, and scholarship) and
mentoring (becoming a mentor or leadership). In mid-career faculty, professional development is unique
because this group is often overlooked (Baldwin & Chang, 2006; Baldwin et al., 2008; Pastore, 2013;
Strage & Merdinger, 2014). One of the most important studies on MCF professional development was
completed by Baldwin and Chang (2006), wherein they highlight that MCF need their own professional
development that is tailored to their unique needs. In addition, I incorporate Nadler and Tushman's
(1980) congruence model and Deming's PDSA (plan-do-study-act) model as frameworks to support the
change process. The last section of Chapter 2 identifies the social justice issues of colonization,
decolonization, and Indigenous pedagogies and how they relate to the change in the OIP.
Chapter 3 includes a detailed, in-depth examination of the change implementation plan. The
plan builds on the solution identified in Chapter 2, where the educational development team and MCF
working group will create a formal professional development program for MCF called C.A.M.P. My role
as the most senior educational developer enables me to act as the informal leader of this group. The
plan includes suggestions to engage internal and external stakeholders in the change process. External
stakeholders are included in this process because at RSC most MCF are hired from industry. It is
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important for faculty to remain current in their discipline, and external stakeholders can provide up-todate trends, issues, and information about their discipline, to assist with professional development
topics. A timeline using short-, medium-, and long-term goals is provided to demonstrate how the
change plan can be implemented purposefully at RSC. Examples using Markiewicz and Patrick's (2019)
monitoring and evaluation framework are provided to track changes, monitor, and evaluate the plan. A
detailed communication plan is presented, focusing on building awareness of the change plan with
various stakeholders. Finally, a discussion of the next steps and future considerations concludes the
chapter, with a short discussion of knowledge mobilization and various ways to disseminate the
information presented in the OIP.
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Definitions
Appreciative Inquiry (AI): the cooperative, co-evolutionary search for the best in people, their
organizations, and the world around them (Cooperrider & Whitney, 2005, p. 8).
Authentic Leadership: leadership conceptualized as leaders who are aware of their strengths,
limitations, and emotions. Typically focuses on intrapersonal, interpersonal, and development
perspectives (Northouse, 2019).
Circle of Teaching Excellence (CTE): a framework developed by educational developers at RSC to
support faculty as they pursue opportunities to engage in professional development and scholarly
teaching to improve their teaching practice and ultimately benefit student learning.
Collegial Framework (Collegium): an organizational perspective that is most often associated with
faculty (Manning, 2018).
Cultural Framework: an organizational framework from an anthropological perspective that looks at
how members from an organization play a role in shaping culture on an individual level or from
collective experiences (Manning, 2018).
Distributed Leadership: leadership responsibilities and accountabilities are shared with expertise and
skills, rather than one individual (National College for Teaching and Leadership, n.d.).
Educational Developer: an individual who is responsible for the professional development of faculty at a
post-secondary institution.
Faculty: any individual who holds a teaching position at a post-secondary institution.
Indigenous Peoples: any individual who comes from the lands traditionally occupied by the traditional
and current Land Keepers of this area (Riverside College, 2021).
Interpretivist Paradigm: focuses on recognizing there are multiple ways of knowing and that reality
varies from person to person because of differing viewpoints and experiences (Levers, 2013).
Macro-level: what happens at the institutional leve.l
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Meso level: what happens at the program/department level.
Mid-Career Faculty (MCF): the period of time where faculty have achieved tenure at a university or have
been teaching in post-secondary education for more than five years but are still more than five years
away from retirement (Grant-Vallone & Ensher, 2017).
Social Justice: is the view that promotes fairness and equity, including equal economic, political, social
rights, and opportunities (The San Diego Foundation (TSDF), 2016).
Scholarship of Teaching and Learning (SoTL): the systematic study of teaching and learning, using
established or validated criteria of scholarship to understand teaching can maximize, and or/develop a
more accurate understanding of learning, resulting in products that are publicly shared for critique and
use by an appropriate community (Potter & Kustra, 2011).
Stakeholders: individuals or groups (internal or external) who have an interest or concern at the
institution.
Truth and Reconciliation Commission (TRC): a commission created by the Government of Canada to
address the ongoing impact of residential schools on survivors and their families (TRC, 2015).

1

Chapter 1: Introduction and Problem
Mid-career faculty (MCF) currently comprise a predominant number of faculty at higher
education institutions across Canada (Campion et al., 2016; Grant-Vallone & Ensher, 2017). The
employment cohort referred to as MCF applies to those in the extended period who have been teaching
within post-secondary education for more than five years but are still more than five years away from
retirement (Baker et al., 2019a; Baldwin & Chang, 2006; Grant-Vallone & Ensher, 2017). To keep MCF
motivated and engaged within their profession, Baldwin and Chang (2006) support the notion that the
needs for MCF differ from early and late career faculty and as such, need their own professional
development that is tailored to their unique needs.
Early-career faculty are often portrayed in the literature as faculty in their first five years of
teaching, but this can vary by nature of academic appointment (Sutherland & Taylor, 2011). In the first
five years of their career, early-career faculty are learning concepts such as pedagogy, developing
teaching strategies, institutional policies and procedures, grading, developing assessments and
evaluations, and learning how to support students (Cox, 2013; Sutherland & Taylor, 2011). Late career or
senior faculty are nearing the end of their academic career. Some of the common challenges of this
career stage include burnout, decreased interest in teaching, disengagement with their fields or
discipline, and extra burdens such as mentoring and committee work (Cruz & Herzog, 2018). Mid-career
faculty differ from early career and late career faculty because they are often expected to maintain their
teaching roles, in addition to taking on more committee work, supporting early-career faculty, and
assuming new roles such as student advising and leadership (Baldwin & Chang 2006; Baldwin et al, 2008;
Grant-Vallone & Ensure, 2017; Strag, 2019).
As faculty move into the middle phase of their career, they often reach a plateau where there
are decreased opportunities for professional development, reduced opportunities for advancement or
leadership, and a lack of mentorship (Baldwin & Chang, 2006). It was observed by senior leadership at
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Riverside College (a pseudonym) in Western Canada, that mid-career faculty were becoming increasingly
unhappy and that a significant percentage of the faculty leaving the College in the last few years have
been MCF. This was communicated to the educational development team through conversations with
the deans and the Vice-President Academic (VPA). In addition, faculty feedback collected from other
professional development offerings indicated that MCF wanted more targeted professional
development. The educational development team was also tasked with conducting a literature search to
determine whether the dissatisfaction and lack of engagement of MCF was unique to the institution, or
more commonly reported by the literature. Without support from their institutions, there is a great
chance that MCF will become less engaged, disillusioned, and seek opportunities elsewhere (Heffernan
& Heffernan, 2019). Given the significant impact of losing MCF, it is crucial to identify ways to retain
them (Mashile et al., 2021). Focusing on both faculty engagement and satisfaction is essential as it
contributes to the strength and perseverance of academic institutions through faculty agency and
vitality, institutional vitality, and student success (DeFelippo, 2014). Educational leaders (VPAs, deans,
department chairs) need to focus time, energy, and policy development to assist MCF with continuing
education and career growth so that higher educational institutions can increase their chances of
retaining them.
Educational developers created the Faculty Career Stages Road Map project in response to the
request by senior leaders to create professional development to all career stages at RSC. Figure 1,
Faculty Career Stages Road Map portrays the three career stages within the framework, teaching
foundations (early-career), teaching excellence (mid-career), teaching legacy (late-career). The career
stages were created for continuing faculty (full time). At RSC, tenure terminology is not used.
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Figure 1
Faculty Career Stages Road Map

Faculty Career Stages Road Map
Teaching Foundations Teaching Excellence

Teaching Legacy

• Early-Career
• 0-5 years teaching

• Late Career
• < 5 years until
retirement

• Mid-Career
• 5 years of teaching
until 5 years to
retirement

Note: These designations are based on full-time continuing faculty.
Chapter 1 of the organizational improvement plan (OIP) introduces the organizational context of
the higher education organization that is at the centre of the OIP. For anonymity, the pseudonym
Riverside College (RSC) is used to represent this institution. The organizational structure, leadership, and
strategic priorities of RSC are discussed. In addition, the leadership problem of practice (PoP) is
introduced. Guiding questions that have emerged from the PoP are articulated, and a leadershipfocused vision for change – including the current and desired state – is provided. Finally, an analysis of
RSC’s organizational readiness for change concludes this chapter.
Organizational Context
Riverside College was established over 60 years ago and has a longstanding history of serving
the community, industry, and business partners. The College is a mid-sized comprehensive community
college with 6000 full-time, part-time, and casual students in Western Canada, providing programming
that prepares students for work or continuing education (Alberta Government, 2020a). There are
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approximately 270 full and part-time academic staff, with MCF comprising approximately 70% of this
group (Anonymous, personal communication, September 5, 2021). For the purposes of this OIP, casual
faculty will not be included due to the difficulty in assigning them to early-, mid-, or late- career
designation. The College has a strategic plan that guides the direction of executive and senior
leadership, as well as all academic and non-academic staff. The College offers a variety of programs,
including upgrading, apprenticeships, certificates, diplomas, university transfer, applied degrees, and
baccalaureate degrees offered in partnership with other degree-granting institutions. Faculty members
provide instruction face-to-face, synchronously, and asynchronously online, and in hybrid learning
environments. Riverside College serves a diverse population of learners, from local communities and
other regions within the province and Canada, including international students from many countries.
Riverside College is committed to a broad range of student support services that are aimed at enhancing
learner success.
Institutional Vision, Strategies, and Goals
Riverside College has a fundamental vision of leading education within the province. Highlights
of the strategic plan include preparing students with both technical skills and soft skills such as critical
thinking, problem-solving, and communication. Riverside College works extensively with community
members, industry, and business partners, an effort that aligns with the strategic framework of
collaborative partnerships and resource innovation. Applied research is at the forefront of RSC’s
strategic framework, allowing both students and staff to engage in research for real-world problems and
developing innovative solutions (Riverside College, 2019).
Embedded within RSC’s strategic documents are strategies for innovative and creative teaching
and learning, internal and external partnerships, innovation and entrepreneurship, and professional
development. Riverside College’s overarching goals and priority initiatives include people excellence,
teaching excellence, healthy workplace, and Indigenous-centred education (Riverside College, 2019).

5
Riverside College has an education plan which was created by multiple internal stakeholders within the
institution over a two-year period and was designed to support senior leaders, academic staff, and
support staff to focus on student success, teaching and learning excellence, and student learning
(Riverside College, 2017). The educational plan is aligned with the overarching strategic focuses of RSC.
The monitoring of the education plan falls under the portfolio of the VPA.
In 2021, the College created an institutional Indigenous strategy that upholds a commitment to
honour the land and the knowledge of the signatory Nations of Treaty 7 and the Métis Nation of Alberta
Region 3 (Riverside College, 2021). The plan follows both the Truth and Reconciliation (TRC) Calls to
Action as well as the Colleges and Institutes Canada (CICan) Indigenous Education Protocols (CICan,
2015; TRC, 2015). Concepts within the plan include cultural awareness and competency, collaboration,
inclusion, community, and relationships (Indigenous Plan, 2021). The Indigenous strategy will directly
intersect with my OIP, as educational developers can build programming for MCF that will include
learning about decolonization, reconciliation, and Indigenous pedagogies, supporting a social justice
approach.
Organizational Structure
Riverside College operates through a bicameral structure, governed by a provincially appointed
Board of Governors and Academic Council, while also under the authority of the Post-Secondary
Learning Act of Alberta (Alberta Government, 2020b). One of the Board’s primary responsibilities is
hiring and monitoring the president and chief executive officer for the College. The president/CEO of the
College is responsible for executing the College’s strategic vision and mandate and hiring their executive
leadership team. There are three executive vice-presidents at RSC who are responsible for the academic,
research, and human resources portfolios. For the purpose of this OIP, only the academic portfolio will
be addressed (see Appendix A for Abbreviated RSC Organizational Chart).
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The VPA at RSC is responsible for the overall vision of RSC’s excellence for teaching and learning,
including the academic centres and the teaching and learning centre (TLC). The deans and associate
deans, who report to the VPA, manage the day-to-day running of the academic centres. There are five
academic centres at RSC, and they operate independently, with their own budgets, programming, and
external processes and goals. Faculty at RSC have skill sets and educational backgrounds ranging from
individuals with trade journeyman designations to faculty with Bachelor, Masters, and Doctoral degrees.
Many faculty have been hired for their professional and industry experience (nursing, policing, trades,
agriculture); however, very few faculty have formal training in education (e.g., Bachelor of Education).
The faculty at RSC have their own faculty association (FA), who are responsible for advocating for the
faculty within the bureaucracy of the administration and within the province. One of the most significant
differences in governance structures is at the intersection of faculty and administration. Faculty
operates within a horizontal model (collegium) and administration operates within a vertical,
hierarchical structure (Manning, 2018).
As mentioned previously, another governance structure at RSC is the Academic Council.
According to the Post-Secondary Learning Act of Alberta, all community colleges must have an academic
council (Alberta Government, 2022). The Academic Council is equivalent to the Senate, which is
responsible for all academic matters at universities. The Academic Council at RSC is overseen by the VPA
and comprised of senior leaders, faculty, students, and other stakeholders. This group is responsible for
reviewing and developing academic policies; developing, maintaining, and evaluating programs and
courses; and introducing new programming. All recommendations made by members of the Academic
Council are communicated back to the Board of Governors for final decisions (Riverside College, 2020).
Teaching and Learning Centre (TLC)
The TLC is the only non-academic centre that the VPA oversees. Schwartz and Haynie (2013)
explain that teaching centres in post-secondary institutions were created over the past few decades to

7
assist and support faculty to be more effective educators, ultimately improving student learning
experiences. The core mission of most TLCs across Canada is to engage in and support educational or
faculty development (Forgie et al., 2018). Cook and Kaplan (2011) further explain that TLCs are
established centres in higher education that have evolved not only to support faculty to advance
student learning, but also to include professional development workshops, internal conferences, 1:1
consultations, and funding for research on teaching and learning. Within the TLC, the educational
development team is one of 10 departments that supports teaching and learning strategies and
initiatives across the RSC campus. There are three full-time educational developers who are supported
by an administrative assistant. Each educational developer has a portfolio wherein they lead or support
projects. I am responsible for leading the scholarship of teaching and learning (SoTL) program, academic
integrity initiatives, and teaching and learning excellence portfolios.
Stakeholders
Educational developers work with a multitude of stakeholders at RSC. Lewis (2019) defines
stakeholders as “those who have a stake in the organization’s process and or outputs” (p. 4) and who
can be both internal and external to the organization. At RSC, internal stakeholders include faculty,
students, deans, and associate deans, Indigenous partners, and the FA. External stakeholders include the
provincial government and all industry and community partners.
The educational development team works with faculty on classroom teaching, curriculum
development, research and scholarship, and professional development from a faculty perspective.
Educational developers often engage in conversations with stakeholders as they are an integral part of
the RSC community and often have valuable information and insight that contribute to the development
of our programming. External stakeholders are included in this process, because at RSC most MCF are
hired from industry. It is important for faculty to remain current in their discipline, and external
stakeholders can provide up-to-date trends, issues, and information about their discipline. The Hub and
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Spokes Model presented in Figure 2 provides a visual illustration of RSC’s stakeholder community, both
internal and external to the organization, who may be affected by new programs or initiatives at the
College, and specifically at Teaching and Learning Centre. The white circles represent internal
stakeholders, and the colored circles represent external stakeholders.
Figure 2
Hub and Spokes Model

Students

Indigenous
partners

Industry

Stakeholders
Prov.
Government

Faculty

Faculty
Association

Deans/Assoc.
Deans

Note. Adapted from “A Stakeholder Communication Model for Change” by L. Lewis, 2019,
Organizational change: Creating change through strategic communication (2nd Ed.), Wiley Blackwell, p.
97.
Leadership Position and Lens Statement
In this section of the OIP, I will describe my leadership agency and positionality as a senior
educational developer at RSC. I will describe my theoretical approaches to leadership, and how my
experiences in multiple roles in higher education over the last two decades have shaped my leadership
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lens. As Ingram (2019) points out, my role in supporting career development implies both service and
leadership approaches.
Leadership Agency and Positionality
In my position as senior educational developer, I am part of a team responsible for leading
faculty development at RSC. As informal leaders with the institution, educational developers typically
assist faculty with their professional development needs (Schwartz & Haynie, 2013). Educational
developers are knowledgeable about the most current teaching practices in higher education and are
familiar with the organization’s overarching goals, mission, vision, and initiatives (Roxå & Mårtensson,
2017). In creating and facilitating professional development, part of my leadership responsibility and
agency as senior educational developer is to lead a team to determine institutional readiness and
support for programming including identifying gaps and barriers that may slow or impede the
implementation process. At RSC, my level of influence and agency sits at the micro-level (classroom),
meso-level (program), and macro-level (institution). I work directly with faculty members, colleagues
within the TLC, non-academic services, and our senior leadership team. However, for the purpose of the
OIP, I will focus only on the meso-level influence. At the meso-level, educational developers create interdepartmental professional development programming that can also be tailored to fit individual faculty
needs.
Even though I do not hold a formal leadership position in the TLC or have positional power, I do
have personal power, which is described as both referent and expert power (Yahaya et al., 2011). Roxå
and Mårtensson (2017) explain that educational developers indeed have power by noting “in the
situations where academic developers excel and to a large extent perform what is the core in the
profession, namely running courses and workshops, or consulting with academics, power permeates the
situation” (p. 102). Prior to moving into the educational developer role, I held a faculty position within
the nursing program at RSC for five years. In my role as faculty, I developed solid and authentic
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relationships with my colleagues based on trust, honesty, and integrity. My previous experience as a
faculty member is a valuable asset when working with faculty. As a previous faculty member, I
understand the roles and responsibilities of all faculty that access the educational development team for
teaching and learning supports. My expert power comes from over 20 years of teaching in higher
education, my work with faculty on research projects, as well as my knowledge around teaching,
learning, and scholarship in higher education. Due to my vast experience in higher education, I am seen
as an expert within the educational development team. As a change agent, I identify as an implementer
(Lewis, 2019). In an organization, implementers are the people who formally create and translate ideas
of change into practice.
What is an Educational Developer?
Educational developers work directly with both the administrative and faculty groups. From an
administrative perspective, educational developers work to support the organization and its overarching
goals of excellence in teaching and learning and people excellence. The field of educational
development has matured greatly in the past two decades (McDonald & Stockley, 2008). Educational
developers specialize in improving instructional quality and are positioned to improve the effectiveness
of faculty teaching in all their professional roles (Ingram, 2016; Mooney & Miller-Young, 2021).
McDonald and Stockley (2008) explain that educational developers come from a variety of educational
backgrounds and disciplinary allegiances. Depending on the institution, educational developers may be
faculty members or non-academic professional staff. At most post-secondary institutions, educational
developers have the agency to also engage in “program assessment for accreditation, mentoring
programs, and career development support” (Ingram, 2019, p. 65). At RSC, our educational
development team explicitly has the agency to create programming to ensure faculty and others within
the institution are equipped with knowledge, skills, and teaching strategies to ensure student success.
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The Scholarship of Teaching and Learning (SoTL)
In 2017, I had the opportunity to take on a leadership role, creating an institutional scholarship
of teaching and learning (SoTL) program. In this role, I would characterize my leadership as relational
agency. Relational agency is defined by Edwards (2017) as an individual’s capacity to work with others,
both purposely and flexibly, while becoming aware of the resources of others, and to take forward what
really matters. For two years, I was able to advocate for the importance of SoTL and the benefits of SoTL
for students, faculty, and the institution.
The scholarship of teaching and learning (SoTL) is an international movement in higher
education that contributes to the quality of teaching and learning research at the individual faculty,
program, and institutional level as well as higher education in general (Huber & Hutchings, 2005;
McKinney, 2006; Webb, 2020). Educational developers can assist faculty to improve their teaching and
learning “through literature-informed, rigorous methodological inquiry, and peer disseminated findings”
(Webb, 2020, p. 2). At RSC, I have been given the relational agency to lead the College SoTL program. As
mentioned previously, many faculty at RSC are hired for their industry expertise and only a minority of
faculty have experience in conducting research. Those faculty who are familiar with research are
typically trained from a disciplinary context. Webb (2020) explains that new SoTL scholars are “often
betwixt and between; they identify with their disciplinary background but have also developed a new
identity as a SoTL scholar” (p. 10). Although I can assist faculty from a research and scholarship
perspective, they are experts in their own field of study. From a distributed leadership perspective, I
understand that it is crucial to work towards a shared leadership goal professionally and thoughtfully
(Jones et al., 2012a; Youngs, 2017).
Theoretical Approach to Leadership
My current leadership approach is guided by my real-world experiences. First, I have been a
registered nurse for over 28 years. I started to develop my leadership style and approach when I worked
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with patients and their families. Developing trust and authentic caring relationships with my patients
was always my priority. Secondly, I was able to continue to broaden my leadership skills as a nursing
faculty member, where I taught in two different Bachelor of Nursing programs over a period of 19 years.
In my current role as an educational developer, I have continued to enhance and nurture my leadership
philosophy due to the nature of my meso-level involvement with faculty and other senior and executive
leaders. Throughout my educational journey, my basic leadership tenets ─ empathy, collaboration,
passion, and trust ─ have remained the same. Through a leadership lens, I am particularly drawn to the
paradigm of a caring science. The basis of a caring science “is to alleviate suffering and enhance life and
health in a spirit of love as well as to protect human dignity” (Foss et al., 2018, p. 151). My kind, caring,
and empathetic leadership approach will assist me in implementing my OIP because building trusting
relationships is fundamental to me when engaging with faculty.
The core values of my personal and educational leadership philosophy include developing
authentic relationships, fostering trust with colleagues, encouraging professional growth and
development, and recognizing and embracing cultural differences. Manning and Curtis (2019) suggest
there are 10 qualities that a leader should possess, that will each help influence the leadership process.
These qualities are “vision, ability, enthusiasm, stability, concern for others, self-confidence, persistence,
vitality, charisma, and integrity” (p. 26). In addition to my leadership tenets, I try to include these
qualities into my daily work life, projects, and interactions with colleagues to promote a caring and
empowered learning community at RS. My leadership approach is closely aligned with my leadership
philosophy of distributed and authentic leadership. The following subsection briefly describes
distributed leadership and how it will be utilized.
Distributed Leadership
Leadership entails working towards a shared goal, both professionally and thoughtfully
(Blackmore, 2013). Jones et al. (2012a) explain that higher education leadership has evolved over the
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last twenty years. Higher education has taken a position that leadership can be emergent, informal,
shared, and widely distributed across the institution, including faculties and departments, and may
include both formal and informal leadership positions (Bolden et al., 2008; Bolden et al., 2009; Carbone
et al., 2017; Lumby, 2019). Blackmore (2013) explains that distributed leadership evolved as a result of
failed transformational leadership. Distributed leadership has become popular in recent years as it
suggests that leadership is “the property of the collective rather than the individual” (Bolden et al.,
2009, p. 259). I identify with distributed leadership because of the four common dimensions and values
that describe effective distributed leadership. Beckmann (2017) describes these dimensions as;
leadership that comes from expertise rather than position; trust in the expertise of those who are
contributing to the situation; leadership comes from a mixture of top-down, middle-out, bottom-up
contributions; and collaboration among individuals is essential. Educational developers often adopt a
distributed leadership approach since it shifts the focus from an individual leader’s behavior and
attitudes to a process orientation where leadership is shared among team members (Jones et al., 2012a;
Jones & Harvey, 2017; Spillane, 2005).
In higher education, distributed leadership can encourage new spontaneous leadership in both
informal and formal roles and is often touted as offering equity in access to leadership (Lumby, 2019).
Simultaneously, distributed leadership provides a culture and structure that encourages individuals to
be accountable for change, empowered to take responsibility for the change, and engaged with others
to build those trusting and emotional relationships (Carbone et al., 2017). As I develop and implement
my OIP, I will use distributed leadership to create an open culture where collaborative work can occur
between individuals who trust and respect each other’s contributions. Distributed leadership is an
appropriate leadership approach that is well suited to my role as an educational developer. Even though
the educational development team, in consultation with stakeholders, plans, develops, and administers
programming, we are not the final decision makers. In the educational development context, we often
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call on other people to lead the conversation based on their expertise. Using a distributed leadership
approach to assist MCF with their professional development allows all stakeholders to participate in the
process. Due to the precarious environment in higher education today, it is equally essential for
educational developers to adopt an authentic leadership approach (Ahmad et al., 2015). The precarious
environment includes uncertainty, stress, and chaos as a result of the COVID-19 pandemic, along with
existing stressors such as Alberta’s unstable political and economic climate.
Authentic Leadership
Authentic leadership can be conceptualized interpersonally, intrapersonally, and
developmentally through self-awareness, relational transparency, balanced processing, and internalized
moral perspective (Neider & Schriesheim, 2011; Northouse, 2019; Walumbwa et al., 2008). Selfawareness means that the authentic leader demonstrates an understanding of how individuals make
meaning of the world and how that meaning impacts how individuals view themselves over time
(Walumbwa et al., 2008). Relational transparency requires individuals to present their authentic selves
to others. This behavior promotes trust because the leader openly shares information and expressions
of their true thoughts and feelings while minimizing displays of inappropriate emotions (Walumbwa et
al., 2008). In balanced processing, leaders demonstrate objectivity when they analyze data that will help
them come to a decision. Finally, the internalized moral perspective allows leaders to maintain a form of
self-regulation that is “guided by internal moral standards and values versus group, organizational, and
societal pressures, and it results in expressed decision making and behavior that is consistent with these
internalized values” (Walumbwa et al., 2008, p. 96).
Using an authentic leadership approach allows relationships to be created by both the leader
and the follower together. Authentic leadership starts with understanding oneself, their values, beliefs,
and convictions (George, 2003; George et al., 2007). Authentic leaders lead with both their hearts and
their heads. As an educational developer, one of my main responsibilities is consulting with faculty on a
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variety of teaching and learning topics to improve their teaching with both authenticity and integrity.
Building authentic relationships with MCF is one of the first steps in creating realistic and relevant
opportunities for faculty. Authentic leaders to help individuals find meaning and connection to their
work (Alegra & Lips-Wiersma, 2012; Avolio & Gardner, 2005). The authentic leadership approach is
appropriate to use within the collegial framework because leaders attempt to create and develop
relationships with individuals within the organization. Building relationships and trust with faculty
members at RSC will allow for continued conversations about support for teaching and learning.
In summary, working with MCF requires a leadership approach that helps to develop
engagement and ownership of the process. Distributed and authentic leadership approaches are
complementary to one another and fit well with my leadership lens. Both distributed and authentic
leadership styles are well suited to my current role as an educational developer.
Leadership Problem of Practice
There is evidence that the retention of MCF improves the quality of the institution (Berry et al.,
2010; Heffernan & Heffernan, 2019). Challenges faced by MCF are often overlooked, under-researched,
and ignored (Baker, 2019; Grant-Vallone & Ensher, 2017; Weimer, 2017), and as a result, mid-career
faculty are frustrated (Baldwin et al., 2008; Karraa & McCaslin, 2015). Without support for professional
growth and faculty agency, MCF may leave their institution (Heffernan & Heffernan, 2019). Losing MCF
can be very costly to an institution as MCF have long standing institutional knowledge and history that is
vital to collective growth of the institution. A lack of faculty retention strategies can also have
devastating results on the student experience (DeFelippo, 2014). Having experienced MCF teaching in
the classroom allows students to develop critical thinking skills, engage in the curriculum, and succeed in
achieving course outcomes (DeFelippo, 2014). Educational development teams are in a distinct position
to work with MCF because of their central role in shifting organizational culture dynamics related to
teaching practices (Stensaker, 2018). The leadership at RSC, in consultation with the faculty association
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and human resources department, identified professional development support for all faculty as a
priority for the institution. This priority was tasked to the educational development team as it fell within
the portfolio of professional development. This initiative was broken down into early-, mid-, and latecareer faculty as the needs of those at each of the career stages are different. The educational
development team completed the early-career faculty programming first. Part of this work includes
introducing new pedagogies (for example, Indigenous pedagogies). As a senior educational developer at
RSC, I am ideally placed to deal with the challenge of addressing the frustrations of MCF by informally
leading the educational development team. Therefore, the problem of practice (PoP) that will be
addressed is as follows: what strategies will support the development of MCF at a mid-sized community
college in Western Canada, that will lead to increased engagement and retention?
Framing the Problem of Practice
This section of the chapter provides a historical overview of the PoP through a detailed
literature review. I also introduce the theoretical frameworks that will guide my OIP. In the last part of
this section, I complete a political, economic, sociological, and technological (PEST) analysis and discuss
meso discourses.
Historical Overview of the Problem of Practice
Mid-career faculty researchers contend that while all faculty need different kinds of support and
opportunities at various career stages, it has been reported that mid-career professional development is
under-researched and overlooked (Baldwin & Chang, 2006; Grant-Vallone & Ensher, 2017). Experiences
for MCF at community colleges differ from their counterparts at research-intensive universities since
faculty at research-intensive universities are expected to sustain a productive career that includes
teaching, service, and research throughout their employment (Ford & Peaslee, 2018; Myatt et al., 2018).
At community colleges, however, MCF’s main contractual responsibility and priority is teaching. One of
the challenges that college MCF face is maintaining vitality in teaching, including engagement with

17
scholarly activities, such as SoTL (DeCourcey et al., 2017). Educational developers at community colleges
support MCF development, both personal and professional as professional development is essential for
faculty to continue to grow as educators, leaders, and scholars (Ford & Peaslee, 2018). With the support
of educational developers, SoTL is one way for faculty to focus their professional development in the
middle years of their career. Another way is through the development of leadership and mentorship
skills (Baldwin & Chang, 2006). If MCF do not feel supported at their academic institution or if they are
not engaged with their work, there is a greater likelihood they will seek opportunities elsewhere
(Heffernan & Heffernan, 2019).
As noted previously, senior leadership recognized that MCF at RSC were becoming increasingly
unhappy, disengaged, and that a significant percentage of the faculty leaving the college in the last few
years have been MCF. Results of internal engagement surveys confirmed what senior leadership
identified, in that faculty were frustrated. Some of the themes (i.e., professional learning and
development and engagement) from these surveys were communicated to the educational
development team through conversations with the TLC dean and associate dean. In addition, faculty
feedback collected from other professional development offerings indicated that MCF wanted more
targeted professional development. As a result of the climate at RSC, senior leaders were curious if this
was unique to this institution, or if other institutions were experiencing similar situations with their
MCF.
The educational development team was tasked to conduct a literature search to determine if
the dissatisfaction and lack of engagement of MCF was unique to the institution, or more commonly
reported by the literature. Mid-career faculty turnover can have a costly impact on academic
institutions, faculty and staff, and students; numerous studies have highlighted the critical role that
educational leadership plays in faculty retention (Baker, 2019; Baldwin & Chang, 2006; Campbell &
O’Meara, 2014; Thompson, 2015).

18
To replace departing faculty, institutions may face a financial burden that is associated with
advertising, recruiting, orientating, and training new faculty. Heffernan and Heffernan (2019) estimate
that current MCF in higher education will either retire (25%) or otherwise leave the profession (25%) as
early as 2023. In addition to the financial cost incurred by the institution, loss of MCF also has a human
cost, which can lead to poor student outcomes, increased workload for MCF who stay, mandatory
mentorship of newer faculty and students. Human costs also include decreased morale of faculty and a
loss of institutional knowledge and history. Focusing on retention of MCF is essential as it contributes to
the strength and perseverance of academic institutions through faculty agency and vitality, institutional
vitality, and student success. Educational leaders need to focus time, energy, and policy development to
assist MCF with professional development and career growth to meet their specific needs (Baldwin &
Chang, 2006; Buch et al., 2019; Grant-Vallone & Ensher, 2017).
Key Organizational Theories
As the first step in the journey of exploring the PoP, one first must establish and acknowledge
their personal worldview or philosophical paradigm. To ascertain a way of thinking, researchers must
reflect on their existing assumptions and previous experiences related to “the nature of being, the
nature of knowledge, and what can be known” (Rapley, 2018, p. 185).
Interpretivism is an epistemological approach from the social sciences that attempts to
understand the essence of the everyday world through the status quo, social order, consensus, social
integration and cohesion, solidarity, and actuality (Burrell & Morgan, 1979). Equally crucial to
interpretivism is understanding the meaning of social actions and the relationship between human
beings and their environment (Putnam, 1983). Individuals who align with the interpretive paradigm are
subjectivists who believe that reality varies from person to person because of differing viewpoints and
experiences. In other words, interpretivists will often make links that are implicit instead of explicit

19
(Burrell & Morgan, 1979), and multiple realities are possible (Miller-Young & Yeo, 2015). I am viewing
the PoP through both personal and professional interpretations.
The theoretical underpinnings for this OIP incorporate concepts from Kezar’s (2018) theories of
change through two schools of thought: social cognition and cultural theories. I am choosing
sensemaking (Weick, 1995) as my social cognition theory and sociocultural theory (Schein, 2017) as my
cultural theory. I am choosing two schools of thought because leaders who can view an organization
through various lenses are better situated to interpret what is going on (Kezar, 2018), which aligns with
my world view on interpretivism.
Social Cognition Theory
Social cognition theory focuses on how people process, store, and apply information about
other people and social situations and about how they make sense of their world (Kezar, 2018). My PoP
can be considered both a first-order change and a second-order change. A first-order change is often
associated with minor improvements or adjustments. Developing the teaching excellence (mid-career)
phase of the circle of teaching excellence (CTE) framework would be considered a first-order change.
The CTE will be explained in-depth later in this chapter. There is an existing system in place at RSC to
support faculty because the CTE already exists for the early-career faculty stage. First-order changes
address the professional development aspect of the PoP. The MCF retention issue could be addressed as
both first and second-order change. Kezar (2018) explains that a second-order change deals with
“underlying values, assumptions, structures, processes, and culture needed to be addressed in order for
the change to occur” (p. 71) The findings, and actions that result from this examination would
demonstrate to all faculty - and especially mid-career faculty - that a culture of acceptance and valuing
of all faculty is present at RSC. The first-order change of development programs tailored to the needs of
mid-career faculty might eventually lead to a second-order change; needs-based development for all
faculty will create a culture of acceptance and valuing of all faculty at the college.

20
Kezar (2018) explains that sensemaking is about changing mindsets, ideas, perceptions, and
behaviors. Sensemaking is even more critical in higher education because of the decentralized nature of
the organization. If the task force from the initial first-order change has successes, then senior leaders
can look more broadly at an institutional campus-wide retention strategy that can address all faculty
retention, regardless of career stage.
Cultural Theory
Cultural theories of change target how the content of the change may impact both the change
process and any resistance that may be encountered. At RSC, even though there is a focus on
professional development at the meso level, how that is translated to the micro level is dependent on
the leaders in individual programs and departments. Inconsistency of professional development within
and between departments is common, which can make faculty frustrated and discouraged. Overall,
some faculty believe that decisions on professional development are made in silos with a top-down
approach, which contrasts with the distributed leadership model that RSC adopts. Having a consistent
approach to support faculty may eliminate some of the frustration felt by MCF. When proposing a
change, change agents must consider the history of the institution, by investigating and understanding
where the issues of the institution originate. Kezar (2018) suggests speaking to long-term members of
the campus community to understand what may have been previously tried to solve the problem.
Theoretical Frameworks
The framework I will use to lead the change is Bergquist’s institutional archetypes of culture, by
which numerous institutions may be categorized or described (Kezar & Eckel,2002). Kezar and Eckel
(2002) explain there are four institutional cultural archetypes (collegial, managerial, developmental, and
negotiating) associated with higher education institutions. A change agent can use the four cultural
archetypes in trying to understand the ways in which culture is related to the change process (Kezar &
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Eckel, 2002). Three of the four (collegial, managerial, developmental) can be aligned with the culture at
RSC and will affect my PoP and OIP.
The first institutional cultural archetype is collegial culture, which is associated with faculty and
values scholarly engagement, shared decision making, and collegiality. The collegial archetype applies to
faculty level interactions (Kezar & Eckel, 2002). Since my PoP and OIP are focused on MCF development,
the collegial culture is an important archetype. The educational development team works collaboratively
with faculty to develop programming that will meet the needs of the group. The managerial culture
concentrates on institutional efficiencies, strategic planning, and fiscal responsibility (Kezar & Eckel,
2002). Due to the bureaucratic nature of the College, it is impossible to negate the managerial culture.
Senior and executive leadership are still responsible for the efficient running of the College’s day-to-day
business and overarching strategic planning. However, meeting the needs of all faculty can lead to
greater efficiency through greater retention. The developmental culture leverages individuals’ personal
and professional development within the institution (Kezar & Eckel, 2002). Since the educational
development team’s main portfolio is related to creating professional development opportunities for
faculty members, the developmental culture is critical as it is the pivotal aspect of the PoP. Additionally,
the RSC strategic document supports a development culture through their people and teaching
excellence goals. Without a developmental culture that is supported by institution and outlined within
institutional documents, my OIP would be challenging to achieve.
PEST Analysis
Cox (2021) identifies many factors that shape the context of higher education. A common
methodology used to “analyze and monitor macro-environmental factors that may have a profound
impact on an organization’s performance” (Business-to-you. 2016, para. 1) is the PEST (political,
economic, social-cultural, technological) analysis. For this OIP, I focus specifically on the political,
economic, social-cultural, and technological factors.

22
From a political perspective, RSC is monitored by the Government of Alberta’s Minister of
Higher Education. Externally, there has been a shift in the landscape of higher education within the
province, putting pressure on institutions to transform higher education to provide jobs for the future
and generate additional revenue. Initiatives like these require experienced faculty to strengthen existing
programming, create new opportunities for research, commercialization, and develop strong
relationships with industry. Internally, a political driver at RSC is the relationship between the College
administration and the faculty association (FA). At RSC, some professional development activities are
tied to the faculty collective agreement. The administration observes and approves faculty professional
development activities while the FA provides the framework and resources upon which to facilitate this.
The educational development team consults with the FA on larger professional development initiatives
to ensure that the programming does not contradict the collective agreement. When the team was
developing the CTE, we scheduled a meeting with the FA executive to inform them about the project.
There were no concerns raised on behalf of the membership.
The economic perspective includes assessing financial constraints that may impact MCF
employee engagement and ultimately retention. Academic institutions almost always depend on
external elements for financial survival such as Alberta Campus grants, tuition, charitable donations, and
external research grants) (Altbach, n.d.). Given the fiscal challenges facing post-secondary institutions
within the province, it is even more critical that institutions invest in their MCF to prevent costs incurred
when MCF leave.
From a sociocultural perspective, my PoP addresses faculty experiences at the mid-career stage.
These experiences will be different than those of faculty in their early or late years of teaching (Ross,
2015). There are multi-generations within the mid-career group, as faculty at this stage can be situated
across two of Levinson’s (1986) adult development stages. These stages include early adult transition
and mid-life transition. The different backgrounds and experiences of MCF can cause shifts in attitudes,
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lived experiences, interpretations, and points of view (Hall, 2002). As noted earlier in the chapter, many
faculty are hired for their industry or professional expertise; in reality, these faculty could be going into
their second mid-career phase – the first from their career in industry and the second in their career as
an educator. This underscores the needs for specific MCF supports.
The technological perspective becomes highly critical as I develop my OIP. Considering the
climate of higher education since the COVID-19 pandemic started, there was a massive adjustment in
the way that faculty delivered their courses. As most of the face-to-face instruction was moved online in
a matter of days, there was an urgent need for educational developers to assist faculty with their course
delivery, teaching strategies, and developing alternative assessments and evaluations. It will be highly
critical for the educational development team to consider new technologies that can be used to support
faculty in adapting curriculum delivery within their new teaching environments.
Meso Discourses
In my agency as an educational developer, I straddle all three levels of the micro, meso, macro
framework. At any given time, I could be working on multiple projects within all three levels
simultaneously; however, for the OIP, I will only address my agency from a meso perspective. From a
meso standpoint, the educational development team often attends department and program meetings
to discuss faculty needs and concerns. The educational development team will work closely with the
deans and associate deans to create opportunities for MCF to share their concerns about teaching and
learning supports, so we can acquire a better understanding of what they may want or need.
Educational developers support the people excellence pillar of RSC’s strategic plan from a
faculty perspective. Senior and executive leadership have access to the faculty engagement data, which
informs their initiatives and strategic plans. The educational development team does not have access to
this specific data, but the VPA and TLC dean discuss the overarching themes with the team. The
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educational developers then use this internal data to create initiatives that align with the institutional
strategic plan.
Guiding Questions Emerging from the PoP
As I have developed and framed my PoP, several questions have emerged about how focusing on
faculty engagement can lead to higher retention rates at RSC. These questions address MCF frustration,
barriers to MCF engagement, and the role of the educational developer and the PoP:
●

Why are MCF at RSC frustrated? There are multiple published articles on MCF and their
frustrations. Starting with Baldwin and Chang’s (2006) original study on Keystone Faculty
and replicated by others (Baldwin et al., 2008; Pastore, 2019; Strage & Merdinger, 2014) the
findings are consistent. Mid-career faculty are a cohort with unique needs, that are often
overlooked and unsupported (Bornais & Andrews, 2021; Grant-Vallone & Ensher, 2017;
Weimer, 2017). The educational development team along with other stakeholders should be
familiar with the published literature on the existing state of MCF in higher education.
Recognizing why MCF at RSC and at other higher-education institutions are so disengaged
and frustrated is essential to finding solutions to address the problem.

●

What are some of the processes and procedures at RSC that will intrinsically motivate MCF
to become more engaged and fulfilled? To consider this question, the educational
development team can build upon existing programming and processes that already exist at
RSC. As stated previously, the current strategic documents at RSC support both teaching and
people excellence. These documents will allow for greater support for various initiatives
designed to support MCF. If MCF feel they are supported by leadership and institutional
priorities, they are more likely to engage (Lester et al., 2019).

●

How will the educational development team play a role in addressing the PoP? The
educational development team will be critical for improving the experiences of MCF. As the
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educational development team has been tasked with supporting all stages of career
development, the team will be working closely with MCF to identify what specific support
they will want and need. As mentioned previously, it is the role of the educational developer
to stay current on teaching practices, scholarship, and new pedagogical approaches in
higher education. Using an authentic leadership approach will allow educational developers
to develop trust with MCF, which will allow this faculty group to be open and honest about
what they need. Authentic leaders often lead with their heart and have strong listening
skills, which allow them to consider new ideas with an open mind (Alegra & Lips-Wiersma,
2012; Avolio & Gardner, 2005). Lastly, the educational development team can take a
distributed leadership approach, which will allow MCF to create initiatives that build upon
their own personal and professional expertise and experiences.
Leadership-Focused Vision for Change
In this section of Chapter 1, I describe the gap between the current and future state of my PoP
at RSC. A discussion around the change drivers that will assist in the envisioned future state will be
constructed. Finally, an introduction to my social justice issue related to my PoP will be introduced.
Current State
Executive leadership collected data from all College staff on a variety of employee engagement
topics. One of the overarching themes that emerged was the need to support employee learning and
development. The VPA, along with the dean’s council tasked the educational development team to build
an overarching professional development strategy specifically for faculty at all stages of their career
(early, mid, and late); however, it has only been addressed at the early-career stage. In the current state
of RSC, there is a desire to support people excellence. Under the people excellence umbrella, the
strategic documents emphasize that the College is committed to providing “professional development
opportunities that align with institutional priorities and optimizes individual values, passions, strengths,
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purpose, and talents” (Riverside College, 2019, p. 22). The educational development team was assigned
to initiate the project with early-career faculty.
One of the resources developed by the educational development team to support the
overarching task of creating professional development for all faculty was the Circle of Teaching
Excellence (CTE) framework. The CTE is intended to be the anchor for all professional development at
RSC and used in Faculty Career Stages Road Map project. I included the CTE in the OIP to demonstrate
one of the resources used by the educational development team at RSC in the current state.
Circle of Teaching Excellence (CTE) Framework
The CTE framework was developed in collaboration with a faculty representative from each of
the academic centres. The CTE was developed through a shared vision with stakeholders including
deans, associate deans, the faculty association, and our Indigenous partners. After feedback was
collected, a new iteration of the framework was developed and then shared with the broad campus
faculty group through focus groups and a Town Hall session. After collecting feedback from faculty at
these sessions, the final draft of the CTE was created (see Appendix B for an illustration of the CTE). The
CTE addresses one of the College’s overarching goals to “provide relevant, high-quality education
through excellence in teaching and learning, applied research” (Riverside College, 2019, p. 11). While
there has been significant work on the teaching foundations stage, the teaching excellence stage for
MCF has yet to be developed.
Also, consistent with the literature, some MCF faculty at RSC have reported challenges such as
becoming too comfortable or bored with their teaching, feeling pressures related to the current political
climate in Alberta, and maintaining currency of course content within the classroom (Altany, 2011;
Baker et al., 2019a; Baldwin & Chang, 2006; Hamilton & Simmons, 2021). At the same time the team
was starting early-career programming, it was noted by senior leadership that mid-career faculty were
becoming increasingly dissatisfied, as noted through results of the internal engagement surveys. This

27
was communicated to the educational development team through conversations with the deans. In
addition, faculty feedback collected from other professional development offerings indicated that MCF
wanted more targeted professional development. The educational development team conducted a
literature search to determine if the dissatisfaction and lack of engagement of MCF was unique to the
institution, or more commonly reported by the literature. It is this gap between the current state at RSC
and the desired state as identified by senior leadership and supported by current literature that will be
discussed throughout the OIP.
Desired State
In the future state, faculty will feel more engaged, supported, and empowered. Ultimately,
faculty will report that they have opportunities for personal and professional growth that is supported
by senior level leaders. Increased faculty satisfaction would result in overall growth and career
development of MCF, would advance research in teaching environments, and encourage informal
conversation about teaching and learning. If MCF are supported, they will be less likely to leave the
college due to their dissatisfaction and MCF retention rates will increase thus improving the workplace
culture. Benefits of increased faculty retention include increased job satisfaction, sense of purpose, a
more significant commitment to teaching and research, and greater engagement within the College
community (i.e., committees, mentoring) (Austin & Sorcinelli, 2013; Hamilton & Simmons, 2021;
Schwartz & Haynie, 2013). In this envisioned state, the educational development team will also report
they are continued to be supported by senior level leadership and have time and resources to
successfully deliver targeted and comprehensive professional development programming. In order to
achieve the desired state at RSC, there should be a scan of the change drivers to see if this change is
achievable.
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Change Drivers
Whelan-Berry and Somerville (2010) describe several aspects to the organizational change
process. The authors explain that the term change drivers has been used in two ways in the existing
literature. First, change drivers can facilitate the implementation of change, which addresses change
throughout the organization and “specifically facilitate individual adoption of change initiatives”
(Whelan-Berry & Sommerville, 2010, p. 177). Secondly, change drivers identify the necessity for change,
which focuses on the impetus for the desire or need for the change. This section will address both the
implementation of and for change, using Whelan-Berry and Sommerville’s (2010) change drivers. These
are:
●

For an accepted change vision to occur, key stakeholders need to be involved in the process.
The unmet needs of MCF is driving this change. Individuals impacted by the change and
other stakeholders that are involved in the change accept that change vision is not only
positive for themselves, but also for the organization (Whelan-Berry & Somerville, 2010).
The first steps in leading this OIP will be to involve MCF as they are the main stakeholder in
the OIP. Mid-career faculty should be involved in creating the shared vision as this will assist
with the acceptance of the vision. This driver is the starting point to ensure successful
change implementation.

●

Leaders’ change-related actions include sustaining the momentum of the change, removing
any barriers to the change, developing monitoring processes, and establishing effective
communication strategies for the change. It is also important for leaders to manage any
resistance to change. What is driving the change at RSC is senior leaders’ desire to enact the
strategic goal of teaching excellence. RSC, the senior and executive leaders have already
supported the change, by directing the educational development team to develop the
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programming. This includes the operationalizing of existing strategic documents that
support teaching and people excellence.
●

According to Whelan-Berry and Somerville (2010), change-related communication “often
acts as a driver by sending a clear message about why the change is needed” (p. 184).
Developing effective communication strategies are essential to obtain buy-in from the MCF
group. This includes consistent key messaging from executive and senior leaders at
institutional-wide events and from deans and associate deans when they have
conversations at faculty meetings or 1:1 discussion with faculty. In addition, and just as
important, Kelly (2009) emphasizes that senior leaders need to remind MCF that they are
valued and one of the institution’s most significant resources. A detailed communication
plan will be provided in Chapter 3.

●

Change-related training is an essential driver for change because training can introduce
individuals and groups with skills to understand the change. Training can include learning
new technologies, processes, or routines that will make the transition successful. From the
perspective of my OIP, formal training at RSC could include MCF learning about the CTE
from an MCF perspective, developing SoTL research skills, engaging in mentoring, and
working within and across disciplines for renewing teaching techniques (Huston & Weaver,
2008; Simmons et al., 2021)

●

Change-related employee participation is one of the most crucial change drivers for my OIP.
Whelan-Berry and Somerville (2010) explain that individuals who participate in the change
process are more likely to understand the proposed initiative and vision for change. As a
result, participants can not only articulate the benefits and challenges for the change, but
they can become change champions for the group. At RSC, the educational development
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team can work with MCF on both an individual and group level to increase understanding of
the change.
●

Aligned human resources practices is an equally significant change driver as it is intended to
create optimal circumstance for the change. Whelan-Berry and Somerville (2010) highlight
that a key aspect of this driver includes modifying employee performance criteria and
rewards to reflect the change vision, “which signals it is imperative that individuals change
their behaviors in order for a change initiative to be successful” (p. 185). Even though the
strategic plan of RSC indicates one of the priorities is people excellence, this is a driver for
change that needs more attention. In Chapter 2 of the OIP, I provide a potential solution
that may enhance some human resources practices, thus making RSC an ideal workplace.

●

Aligned organization structure and control processes need to be assessed by the change
agent to ensure consistency and alignment for the change to be successful. This driver
includes “structure and organizational processes, such as planning, budgeting, and
reporting, operations, customer and technology systems” (Whelan-Berry & Sommerville,
2010, p. 186). RSC already has existing processes and organizational structure in place for
the planned change in my OIP to be successful, such as senior level support and existing
strategic documents that support the change. This is important as existing structures and
processes are linked with sustaining the momentum of the change implementation
(Whelan-Berry & Sommerville, 2010).

Organizational change that makes a positive and lasting social impact must ensure that a holistic justice
orientated approach is integrated into the change plan. In the subsequent section, I will address the role
of social justice and decolonization within the framework of my change vision.
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Social Justice and Decolonization
As a leader in higher education, I must acknowledge concepts of equity, ethics, and social justice
within this OIP. Theoharis (2007) explains that “social justice supports a process built on respect, care,
recognition, and empathy” (p. 223). Social justice leadership should be approached from a micro
(personal level), meso-level (program/department) and a macro (institutional level) (Capper et al.,
2006). Increasing both individual and organizational capacity for social justice issues through targeted
professional development, organizational documents and creating a climate for social justice is
imperative. Educational developers have a unique opportunity to work with MCF to develop leadership
skills in social justice, ethics, and equity. In this OIP, I will begin to develop the social justice context of
my PoP. I would like to focus on how educational developers can make safe spaces to discuss and learn
about Indigenization, decolonization, and reconciliation.
Indigenization, Decolonization, and Reconciliation
For this OIP, the principles of social justice will be applied specifically to the Indigenous
population as a significant stakeholder with RSC. As an educational leader at RSC, I am committed to
continuously leading respectful engagement practices – to reflect, listen, learn, and acknowledge – with
our Indigenous community, and providing MCF opportunities to learn and do the same. RSC’s
institutional Indigenous strategy was introduced in 2021 during the COVID -19 pandemic. As a result,
faculty may not be aware of or fully understand the key points within the strategy. More professional
development may be needed for faculty to develop awareness of Indigenous pedagogies,
decolonization, and reconciliation. Before faculty can work towards reconciliation, they must first
understand colonization (Ramíez, 2021). Addressing these issues together can move faculty towards
developing learning experiences and curriculum that embraces the cultural traditions of the Indigenous
peoples.
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This understanding includes creating professional growth opportunities where MCF can
continue to develop new teaching and learning activities through Indigenous pedagogies and focused
Indigenous cultural awareness training. However, as noted by Pidgeon (2016), this is not just one
strategy, but a “culminating and complex living movement that aims to see post-secondary institutions
empowering Aboriginals peoples’ cultural integrity through respectful relationships through relevant
policies, programs, and services” (p. 81). The challenges of this initiative will be addressed in detail in
Chapter 2.
Using both my authentic and distributed leadership styles, I would work with Indigenous leaders
within the RSC community (Grandparent Elders and faculty) and Indigenous students to start a dialogue
around curriculum and pedagogical practices that are more inclusive and respectful of Indigenous
learners and Indigenous knowledge in and out of the classroom. This includes unlearning and relearning
about colonization (Ramírez, 2021).
Organizational Change Readiness
Assessing organizational change readiness is an integral part of the change process. Rafferty et
al. (2013) explain that even though organizations such as RSC have many organizational change efforts,
these efforts often fail to achieve their intended goals. Two of the most common reasons for change
within an organization to fail include the individual and the organization’s preparedness to change, and
resistance of the individuals within the organization (Rafferty et al., 2013). Therefore, it is essential for
change agents to demonstrate that the need for change within the organization is relevant and
important.
In determining RSC’s readiness for change, the College has many strengths, including nimble
structures, strong support for training and professional development, and a stable staff base (Kezar,
2018). Some of the structures that may prevent RSC from engaging in change initiatives include
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inconsistent decision-making processes, average communication strategies between faculty and senior
administration, and a lack of incentives and rewards programs (Kezar, 2018).
Assessing Change Readiness
Descza et al. (2020) advise that readiness for change depends on several factors, including the
organization’s previous experience with change; the adaptable and flexible culture within the
organization; and how open and committed the organization is to change. Organizational readiness for
change also depends on how involved the leadership team is in preparing the organization for change
and how confident the members of the institution are in the administration. Descza et al., (2020),
indicate that “readiness is advanced when organizational members can see how existing misalignment is
getting in the way of producing better outcomes and believes that realignment can be achieved” (p.
111).
Tool to Assess Change Readiness
Kezar’s (2018) readiness for change survey was used as an initial step to assess the readiness of
RSC to adopt my OIP. Kezar (2018) emphasizes that an institution’s readiness for change is not only
dependent on policies, infrastructure, and support from strategic documents, but also elements from
institutional values, culture, and history. The readiness for change survey can be used when an
institution has different levels of readiness. This survey was designed for higher education and can be
used to explore the institution’s readiness for change. Readiness factors in this survey include planning,
people and leadership, politics, culture, and sensemaking and learning. As part of my assessment to
determine RSC’s readiness for change, the educational development team and I completed the survey.
Below is a summary of the results of that survey based on my self-assessment of RSC.
Planning
Riverside College is well-positioned for change. Evidence that the institution is ready for the
change is that the educational development team has successfully created other professional
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development programming that was requested by senior leadership. For example, one of the main
projects our educational development team began working on in Spring 2019 was the CTE framework.
Since the senior leadership team asked the educational development team to create supports for each
of the three careers stages at RSC, the team decided to start with the early-career faculty stage. The gap
in this programming is that the mid-career and late-career stages still need to be developed. Since the
teaching foundations stage is already established, we will be able to build on the momentum of existing
and successful MCF professional development programming in the teaching excellence stage. Toma
(2010) reiterates that post-secondary institutions are better situated to engage in change if leaders
within the institution build upon the existing organizational capacity. The success of our teaching
foundations initiative has better situated me to continue with the teaching excellence initiative. Another
gap that will need to be addressed is creating a budget for the project. The educational development
team will work with the dean from the TLC to ensure financial responsibility.
People and Leadership
The readiness factor for RSC’s people and leadership is strong. This project has several
champions, as it was senior leadership who tasked the educational development team to develop
enhancements and supports for the MCF group. The support for people excellence extends through all
levels of the college, including the president/chief operating officer (CEO). The OIP has several strong
leaders, including myself and the educational development team, who are committed to the success of
faculty. In addition, everyone on the team will have dedicated and protected time to ensure the success
of the project.
It is imperative that existing leaders provide opportunities for faculty to grow and develop their
leadership skills (Strage, 2019). Baker et al. (2019b) notes that there has been a call for faculty to take on
leadership roles in recent years; however, there are few institutions that invest in or develop leadership
supports for faculty members. At RSC, there is a lack of formal leadership training for MCF and there are
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some faculty who are interested in this career progression, as noted in professional development
feedback surveys. If this lack of opportunity for career progression at RSC does not happen, it may result
in decreased retention of MCF. Heffernan and Heffernan (2019) emphasize that for MCF to develop
leadership skills, they need to be afforded opportunities to obtain leadership positions. Baker (2019)
elaborates by asking what are the implications of a lack of investment in MCF members, who are often
future institutional leaders? This is an area that will be addressed throughout the OIP.
Politics
This section addresses the political readiness of RSC. The College has two strengths in the area:
identifying political issues and buy-in from key stakeholders. As mentioned previously, the educational
development team has been tasked with this project by senior administration based on faculty
feedback, so there is support from key stakeholders. In all the educational development team’s projects,
we consult with key stakeholders during the planning stages which aligns with my distributed leadership
in ensuring that the collective voice is heard. The gaps in this section include identifying political issues
that we may encounter along the way. In this situation, the hierarchical system of the college
administration is a benefit because senior level support dictates that leaders at other levels will follow
suit. When the educational development team created the programming for early-career faculty, all the
deans were supportive of the initiative.
Culture
There has always been an institutional culture at RSC to support faculty professional
development, even though each of the five deans have differing perceptions, understanding, and levels
of support for that professional development. Riverside College has streamlined and transparent
processes about how faculty access professional development. At RSC, support for professional
development is written into the agreement between the college and the faculty. As a change agent, I
have had the opportunity to engage leaders in discussions – at the meso levels – around the consistency
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of professional development within and between the academic departments. The educational
development team has ensured that we have aligned all faculty professional development to the
institution’s underlying values and, even more importantly, taken the time to understand where there is
dissonance. I chose to disagree with two of the statements in this category. At this point, neither my
team nor I have “examined ways to create new symbols, stories, or rituals to embed change” (Kezar,
2018, p. 257). I intend to use the model for MCF development and the CTE to navigate some of my work
on mid-career faculty within the OIP.
Sensemaking and Learning
The last category in the readiness survey addresses how stakeholders view the proposed
change. I was most surprised by the results in this category. Overall, change agents and senior leaders at
RSC need to develop more data collection skills and use data to support potential changes. The weakest
link at RSC centres around the appropriate collection and use of data to measure the effectiveness of
the change. This limitation aligns with Birnbaum’s (2000) work that in the academic sector, it is not
common practice to collect quantitative data to develop management systems to support the change
(Kezar, 2018). In consultation with the Institutional Compliance Team ─ the internal team responsible for
data collection and interpretation ─ the educational development team will also need specific training
and support to use and interpret the data we collect, so the team along with the dean of TLC can use the
data to support the change.
Chapter 1 Summary
This chapter introduced a PoP that addresses MCF dissatisfaction and how a professional
development strategy can increase job satisfaction and the likelihood that faculty will remain at the
college. The beginning of the chapter outlined the organizational structure and context of RSC,
highlighting that RSC values people development and teaching excellence. Distributed and authentic
leadership styles were introduced as leadership theories that will assist me in developing a successful
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OIP. Earlier in the chapter, in the framing section, I suggested that my PoP can be developed using social
cognitive and cultural schools of thought. Questions emerging from the PoP were discussed and the
drivers for change were identified. The topics of Indigenization, decolonization, and reconciliation were
introduced as the social justice issue that will be addressed in my vision for change. The chapter
concluded with an analysis of RSC’s organizational readiness for change. Chapter 2 will focus on leading
the change process, a critical organizational analysis, and potential solutions to address the PoP.
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Chapter 2: Planning and Development
This chapter expands on distributed and authentic leadership theory concepts that I introduced
in Chapter 1. In the first section, both the social cognition and cultural frameworks are embedded in my
leadership approach to support the success of my OIP. In the section for leading the change process, I
explore Cooperrider’s (1987) appreciative inquiry (AI) and Prosci’s ADKAR® model for facilitating change.
I have selected Nadler and Tushman’s (1999) congruence model to complete my critical organizational
analysis. I have identified four potential solutions to addressing the PoP and selected a path forward
using the most appropriate solutions. To conclude this chapter, I will incorporate my social justice issue
related to the PoP through the lens of colonization, decolonization, and Indigenous pedagogies.
Leadership Approaches to Change
The mid-career faculty (MCF) stage is complex and often undervalued (Baldwin & Chang, 2006;
Grant-Vallone & Ensher, 2017). Some of the complexity is tied to how MCF interpret what they value as
professional development, what they need to remain at the institution in which they are teaching, and
the decentralized nature of the collegium. As discussed in Chapter 1, my leadership styles align with
both distributed (Jones & Harvey, 2017) and authentic leadership (George, 2003) through a relational
lens. Furthermore, both leadership styles are consistent with my philosophical paradigm of
interpretivism and allow for greater engagement with MCF by meeting the leadership needs of a diverse
group. My leadership approaches will frame the discussion on how to move the change forward at RSC
in relation to my PoP.
Distributed Leadership
Building on concepts of distributed leadership introduced in Chapter 1, a distributed leadership
approach is appropriate for the OIP as it is a leadership style in which the leader works collaboratively
with individuals who trust and respect each other’s contributions (Gronn, 2008; Jones et al., 2012a;
Jones & Harvey, 2017). Distributed leadership is an approach that engages members of a team, based on
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their knowledge and expertise, without focusing on hierarchical positions and titles (Jones & Harvey,
2017). This approach engages leaders from positional (authority) roles and leaders recognized for their
knowledge expertise, as well as their academic and professional expertise (Jones & Harvey, 2017).
According to Jones et al. (2012b) there are four common values and dimensions associated with
effective distributed leadership. The first dimension is the context that leadership is based on trust in
expertise, rather than from position. Secondly, the academic culture relies on trusting the experts as
contributors. In this dimension, participants must be open to new ideas and the expertise of each
individual is valued. In the third dimension, is change and recognition that leadership comes from a mix
of top-down, bottom-up, and middle-out contributions. Finally, distributed leadership relies on
relationships and collaborations among individuals which will lead to a collective identity.
Youngs (2017) espouses that distributed leadership embraces the whole team and encourages
everyone to be active participants in the change. Using this leadership approach will help move the
change forward in relation to the PoP, as it will utilize and build upon the expertise and experience of
the stakeholders. Additionally, the distributed leadership approach is very compatible with the flat
structure of the collegium. Collegiality is “embodied in a focus of consensus, consultation, and
deliberation, which is perceived as more important than efficiency” (Kezar, 2018, p. 119). Bolden et al.,
(2009) states that in higher education, there is a deep-seated desire for collegiality. Since the envisioned
goal of this OIP is to develop programming that will allow faculty to feel more engaged and remain
teaching at RSC, it is vital to have them engaged in the process; distributed leadership is an approach
that is collaborative and devoid of hierarchies.
The use of a distributed leadership approach in my OIP complements the nature of the collegial
governance structure from the faculty perspective at RSC (Compton, 2019; Manning, 2018). Jones and
Harvey (2017) explain "a distributed leadership (DL) approach, anchored as it is in more collaborative
relationships, appears to more closely provide a good fit for the university sector with its history of
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collegiality" (p. 128). Traditionally, academics have operated somewhat independently within the
bureaucracy of higher educational institutions (Austin & Jones, 2015). The benefit of applying collegiality
to a distributed leadership approach includes a measure of positivity; it focuses on faculty culture and is
often foundational to the work of faculty (Alleman & Haviland, 2017; Gappa et al., 2005; Manning, 2018;
Tapper & Palfreyman, 2010). Furthermore, collegiality is focused on consensus, collaboration, mutual
respect and equity among members (Kezar et al., 2018) which is fundamental to distributed leadership.
Distributed leadership is not only well suited to my leadership approach, but also aligns well
with my role as a senior educational developer at RSC. My leadership traits─ empathy, collaboration,
passion, and trust ─ are integral for a distributed leadership approach to be successful. To support my
leadership approach, Bennett et al., (2003) explains that distributed leadership is also based on three
premises. Leadership is emergent, open, and recognizes expertise amongst the group involved. One of
the strengths is my ability to develop relationships with others, by engaging them in the process,
through relational agency. When approaching projects, I am mindful of my capacity to work with others,
being purposeful and flexible, and capitalizing on the resources others bring to the table. As indicated in
Chapter 1, each educational developer has a portfolio where they lead or support projects. I am
responsible for leading the scholarship of teaching and learning (SoTL) program, academic integrity
initiatives, and teaching and learning excellence portfolios. As I do not hold a formal leadership role in
the TLC, distributed leadership allows me to identify other stakeholders within the college and engage
them in the change process. Having multiple stakeholders involved in this process will be fundamental
when addressing the PoP.
Distributed Leadership Relevance to PoP
Using a distributed leadership approach in this OIP relates to the decentralized leadership,
which is part of the collegial governance model used at the faculty level at RSC. In Chapter 1, it was
explained that most faculty at RSC are hired without pedagogical expertise; however, they are still
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valued employees with much to contribute to teaching and learning within the classroom and bringing
with them extensive workplace experience. When identifying stakeholders who will be able to
participate in the change process, the educational development team, in consultation with associate
deans and deans and interested MCF, will look for individuals who have the interest and expertise who
will be able to participate in the process. When determining what strategies will support the
development of MCF at RSC, that will lead to increased engagement and retention, a distributed
leadership approach will bring a group together to leverage various expertise at RSC to lead
collaboratively.
Authentic Leadership
Authentic leadership can be used as a complementary leadership approach to distributed
leadership for this OIP. Buller (2018) explains that authentic leadership can be ideal when working in
post-secondary institutions. Authentic leadership has been defined by Walumbwa et al. (2008) as “a
pattern of leader behavior that draws upon and promotes both positive psychological capacities and a
positive ethical climate, to foster greater self-awareness, an internalized moral perspective, balanced
processing of information, and relational transparency” (p. 94). These four constructs of authentic
leadership will allow me to examine the barriers faced by MCF and begin to develop strategies – in
collaboration with the educational development team – to meet their professional needs. The first
construct is self-awareness. Using self-awareness, a leader will demonstrate an insight into their internal
strengths, their weakness, and their overall impact on others (Gardner et al., 2011). Using the concepts
of self-awareness, I will begin to use the second construct of internal moralized perspective, where my
reflections and actions will be aligned with my own identity, values, motivations, and goals. In the third
construct of authentic leadership (balanced processing), leaders base their decisions on objectively
collected data and interpretation. In this OIP, the data that was collected is based on feedback from
previously offered professional development sessions, internal engagement survey results (which were
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communicated to the educational development team via senior leadership), and peer-reviewed
literature. Lastly, relational transparency occurs when leaders appropriately communicate their feelings
and motives.
My informal leadership as a senior educational developer at RSC exemplifies the constructs of
authentic leadership. This is important when engaging faculty, because there are elements of authentic
leadership that include trust, leading with the heart, and passion which are core to my leadership
philosophy and approach. Authentic leaders demonstrate a commitment to change, which is needed
when engaging stakeholders (Bakari et al., 2019).
Authentic Leadership Relevance to PoP
Drawing on George’s (2003) five characteristics of authentic leadership, I will demonstrate a
sense of purpose when carrying out the work of the OIP. This will include being approachable to the
educational development, MCF, and all the stakeholders in a concerted manner. As noted in my
leadership philosophy, I am guided by a sense of passion, which is evident in my everyday work. I always
show an interest in what my colleagues do and value their contribution, which is also in line with
distributed leadership. Integrity is an important characteristic of authentic leadership. George (2003)
reminds us that ethical leadership and authentic leadership go hand-in-hand, and throughout the
planning of the change and implementation of the OIP, I will always act ethically and authentically to
create and maintain trusting relationships. Working in tandem with the educational development team,
we will follow all institutional practices and policies and the direction of senior leadership. The third
characteristic of authentic leadership revolves around relationship building. Relationship building is one
of the key tenets of my leadership philosophy and my roles as nursing faculty, SoTL research lead, and
educational developer have allowed me to build extensive networks with many stakeholders at RSC.
Following my leadership paradigm of a caring science, I aim to develop genuine, caring relationships
with everyone I work with. Goals and self-discipline are another important characteristic of an authentic
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leader. While working with MCF, I will demonstrate patience, and encourage the educational
development team to stay focused, and to adjust the plan when needed. Lastly, I lead with heart. I am
passionate about encouraging and assisting others to develop both personally and professionally.
In summary, using two complementary leadership frameworks to approach my PoP and OIP
allows me to address the developments of MCF. Distributed leadership is appropriate as there is an
emphasis on engaging members of a team, based on their knowledge and expertise, and not on
hierarchical positions and titles. When working with MCF, there will be individuals’ strengths that will
contribute to the collective in attaining the desired goal. A distributed leadership approach balances the
leadership vertically and horizontally, while authentic leadership moves beyond the parts of the project
and is motivated by the well-being of all involved, encompassing a holistic approach. Together, these
two leadership styles complement each other and provide a solid base to create change that is more
robust than using a single approach, thus meeting the diverse needs of a multitude of stakeholders.
Framework for Leading the Change Process
One of the first steps in understanding organizational change capability is to choose a structured
methodology to manage the change (Wong et al., 2019). Change in organizations must be handled
properly or there is a chance that conflict can arise (Al-Alawi et al., 2019). This section of the OIP will
outline two frameworks that I will use to lead the change proposed – appreciative inquiry and Prosci’s
ADKAR model. These two frameworks were chosen as they align with my conceptual framework of
interpretivism and collegiality and my distributive and authentic leadership approaches. In addition,
choosing two complementary frameworks for the OIP will mitigate the limitations of each framework. I
have considered the guiding questions from Chapter 1, as I frame this section of the Chapter. In these
discussions, the terms "change agents" and "the educational development team" are used
interchangeably.
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Appreciative Inquiry
Appreciative inquiry is a strength-based philosophy created in the late 1980s by David
Cooperrider to capture the positive features of an organization (Acosta & Douthwaite, 2005;
Cooperrider & Srivastva, 1987; Cooperrider et al., 2003). Appreciative inquiry is based on five main
principles that reflect both its theoretical base and views on change. These principles include the
constructionist principle (understanding that an organization is a human construction that is everchanging), the principle of simultaneity (sees both inquiry and change occurring simultaneously), the
poetic principle (what works best within an institution), the anticipatory principle (imagining what works
best within the institution and anticipating the future), and the positivist principle (the tone of the
overarching approach is positive, which creates more momentum for change) (Orr & Cleveland-Innes,
2015; Royer & Latz, 2016).
Change leaders can use AI when planning organizational change, as it uses reflection,
introspection, and collaboration to leverage institutional strengths (Fifolt & Lander, 2013). Royer and
Latz (2016) explain that the theoretical principles of AI begin with an epistemological view of
constructionism. Constructionism shares similar views to interpretivism in that meaning is not only
created but is also negotiated by individuals. Royer and Latz (2016) observe, “such an epistemological
approach acknowledges ways in which institutions of higher education – through mission and
organization – form communities of learners where meanings, realities, and cultures are co-constructed
as a function of academic collegiality" (p. 696). One of the strengths of AI is that it creates a culture of
learning through a collective inquiry while encouraging creativity, ideation, and innovative approaches
(Conklin & Hartman, 2014; Cooperrider & Srivastva, 1987). The general premise of AI is to ask, “what is
working well?” Appreciative inquiry is aligned with both my distributed and authentic leadership
theories as AI focuses on the positive and building on strengths, which is essential is supporting MCF.
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Core Principles of Appreciative Inquiry
Appreciative inquiry is informed by five core principles, or essential beliefs and values, that form
the basis of organizational change (Watkins et al., 2011). The constructionist principle suggests that
change is usually socially constructed and that beliefs about what is true are determined by our actions,
thoughts, and behaviors (Moore, 2021). This principle is aligned with the worldview of interpretivism,
which refers to an epistemology about how people gain knowledge of the world around them, by relying
on interpreting the meaning they attach to their actions (O’Reilly, 2009). The language individuals use in
the organization is pivotal in how ideas are constructed. Whitney and Trosten-Bloom (2010) note that in
the principle of simultaneity, change occurs as soon as we ask a question, suggesting that change and
inquiry are simultaneous. The educational development team can start to ask questions that will
become the process of inquiry. The poetic principle, states that what we choose to study can make a
difference (Moore, 2021). In this approach, the poetic principle encourages creativity and innovation
(Fifolt & Lander, 2013). In this principle, the educational development team will encourage individuals
to examine their organization and its people when they are at their best.
The anticipatory principle suggests that current actions and behaviors can shape the vision for
the future (Moore, 2021). In recent years, educational developers have adopted AI as an approach to
help generate changes in institutional learning and teaching practices (Jones & Masika, 2021). The
educational development team will use a distributed leadership approach, where faculty perceptions
are instrumental in developing an expertise-based vision of the future state of MCF support. Using
positive language, images, and visions can affect the motivation and perceptions of individuals. Finally,
in the positivist principle, AI considers “what works” questions (Whitney & Trosten-Bloom, 2010).
Attention can be shifted away from problems, towards language, tools, social bonding, camaraderie, and
reflection on positive experiences that the educational development team can use to help the change
process and stakeholder engagement (Cooperrider et al., 2008).
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5-D Cycle of Appreciative Inquiry (AI)
Appreciative Inquiry can also be used as a tool – often visualized as the 5-D cycle of AI (define,
discover, dream, design, and deliver) – used as a process model when approaching changes within a
system (AI Commons, n.d; Fifolt & Lander, 2013). Figure 3 illustrates the 5-D cycle of AI, which can be
described as a “generative yet practical, process model for approaching change at all levels within a
system, from one-one coaching, to team building, to system-wide change” (AI Commons, n.d, para. 1).
Using AI as a philosophy for leading change within my organization complements my conceptual
framework and leadership approaches. When using AI, a leader must create trust with the participants,
so they feel comfortable sharing their thoughts, ideas, and feelings. If a leader is authentic, trust will be
easier to establish.
Figure 3
5-D Cycle of Appreciative Inquiry

Note. Adapted from “5-D Cycle of Appreciative Inquiry” by A.I Commons, n.d., Learn about AI,
(https://appreciativeinquiry.champlain.edu/)
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The first step of the 5-D model is to define what is the topic to be discussed. The define stage
was added to the original 4-D Model (Cooperrider et al., 2008) so a team could have a conversation on
how and why AI should be used (Stavros et al., 2016). In this phase, individuals will choose an
organizational issue that could benefit from additional inquiry. A generative question that may be used
for this OIP is “what are the benefits for developing MCF professional development and retention
strategies at RSC?”
In the discovery stage, the objective is to engage participants in a conversation about the topic
of Inquiry. This phase aims to discover and appreciate "what is best?" in the organization, including the
current strengths and successes related to the topic of inquiry (Cooperrider et al., 2008; Stavros et al.,
2016). The key to the discovery phase is to collect strength-based information (positivist principle) and
future-oriented data (anticipatory principle) (Stavros et al., 2016).
In the third stage, dream, individuals will continue to use positivist and anticipatory principles to
envision possibilities for growth and development. During this stage, there is enthusiasm, creativity, and
commitment to the organization’s future (Stavros et al., 2016). Individuals shift their thinking and asks
questions such as “what could be?” In the context of this OIP, specific questions around what an ideal
MCF professional development and retention program would look like can be discussed.
As we move into the fourth stage, design, individuals will take the ideas generated from the
dream stage and begin to turn them into reality (Acosta & Douthwaite, 2005). Conversation is
particularly important at this stage as “design brings together the stories from discovery with the
imagination and creativity from dream” (AI Commons, n.d., para 4). Stavros et al. (2016) suggest a twostep process that includes brainstorming and prototyping. Prototyping represents the constructionist
principle in action, as new ideas are co-created with participants. Questions asked in this phase related
to “what should be?” Individuals in this stage would start sketching out what the change could look like.
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Finally, in the destiny stage, participants would start discussing how to deliver the dream and
design phases (Stavros et al., 2016). Depending on the complexity of the project, this phase may involve
simple or more complex planning. For my OIP, planning MCF professional development is a first-order
change, so planning this initiative may be simpler to implement. The destiny stage is where positive
changes to the institution are celebrated. Questions in this stage include are brought by answering what
strategies will support the development of MCF, that will lead to increased engagement and retention?
Prosci’s ADKAR® Model
To provide a more detailed, action-oriented plan for the change process, Prosci’s ADKAR® model
can be integrated into the AI framework. The acronym ADKAR stands for awareness, desire,
knowledge, ability, and reinforcement, which are illustrated in Figure 4. These are five elements that an
organization needs to achieve for change to be successful (Prosci, n.d.). Wong et al. (2019) explain that
ADKAR can be used at an individual, unit, or group level, but for the OIP, I will only be focusing on the
meso or group level.
Figure 4
ADKAR Model of Change

Awareness
•Understaand
need for
change

Desire
•Support the
change

Knowledge
•How to
change
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new skills
and
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Ability
•Implement
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Note. Adapted from: “Leading change with ADKAR” by Q. Wong, M. Lacombe, R. Keller, J. Terence, and
K. O’Malley, 2019 Nursing Management, 50(4), p. (4th Ed.), p. 31. (https://oce-ovidcom.proxy1.lib.uwo.ca/article/00006247-201904000-00008/HTML)
One advantage of using the ADKAR approach is that it constructs clear and straightforward
language for change that can be used across all levels of the institution. The second advantage is that
“by creating an understanding around the process of how people change, the approach of the
organization also changes” (Wong et al., 2019, p. 30). The ADKAR® model has been used in the literature
to describe small and significant organizational changes and also how to recognize barriers of change
management in higher educational institutions, health, and government (Al-Alawi et al., 2019;
Karambelkar & Bhattacharya, 2017; Pawl & Anderson, 2017). The educational development team often
works with faculty to create professional growth opportunities. In the case of the early-career faculty
professional development program, the team was able to create a small program directly targeted to
early-career faculty to help them become successful in the early years of their career. This change was
small but had a profound effect on how faculty integrated into the institutional culture, began to
understand institutional policies and procedure, and started to develop their teaching skills. In relation
to the gaps identified in Chapter 1, the educational development team can use the same process, i.e.,
ADKAR, to look at what mid and late career programming can be developed.
The first step in the ADKAR process is to build awareness that there is a need for change. Prosci
(n.d.) emphasizes that this step is more than stating that the change is happening. Awareness aligns with
the AI process of defining the change. Conversation in this phase should include the risks for not
implementing the change. In both phases, investing time into these first stages is essential for the
change to be successful.
The desire phase is similar to the discovery phase of the AI process. In this phase, individuals
need to have the desire to participate in the change (Prosci, n.d.). Prosci explains that you cannot force
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someone to change, so this is a critical phase to use authentic leadership to build trust around why
change is essential. In both frameworks, communication with participants around the need for the
change should be reinforced.
In the third phase of the ADKAR framework, Prosci (n.d.) notes that two types of knowledge
are needed for change. The first type of knowledge is related to how to change, while the second type
addresses how to perform the change effectively. Prosci also reminds us that knowledge is only effective
if the desire and awareness are already in place. This knowledge phase is similar to the dream phase of
AI. Ability is the fourth step of the ADKAR process, but Procsi cautions there can also be a large gap
between the knowledge and ability stages. This is the stage where tools may be needed to build the
ability to change. The design phase of the AI framework integrates the ability phase of ADKAR.
Reinforcement is the final step of the ADKAR process. This step is critical to the change process.
Individuals tend to revert to what they know, so reinforcing the change helps ensure the new
mechanisms and supports stay in place (Prosci, n.d.). The destiny step of the AI process also helps
reinforce the change because the change can be implemented in this stage. A summary of alignment
between these two models is illustrated in Table 1 below.
Table 1
Alignment of the 5-D Cycle of AI and ADKAR Model
Phase
Phase One

Appreciative Inquiry
Define

ADKAR
Awareness

Phase Two

Discovery

Desire

Phase Three

Dream

Knowledge

Phase Four

Design

Ability

Phase Five

Destiny

Reinforcement

Note: Adapted from: “Leading change with ADKAR” by Q. Wong, M. Lacombe, R. Keller, J. Terence, and
K. O’Malley, 2019 Nursing Management, 50(4), p. (4th Ed.), p. 31, (https://oce-ovid-
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com.proxy1.lib.uwo.ca/article/00006247-201904000-00008/HTML) and from “5-D Cycle of Appreciative
Inquiry” by A.I Commons, n.d., Learn about AI, (https://appreciativeinquiry.champlain.edu/).
In summary, AI is a strength-based framework that engages stakeholders to focus on what is
already working in an organization. Using the AI framework involves individuals working together to
focus on the core strengths of the organization, using the strengths to reshape the future. Appreciative
inquiry aligns with the interpretive approach that is foundational to this OIP. The limitation of AI is that it
is very strength-focused and may cause some to feel that their concerns are minimized (Moore, 2021).
Adding Prosci’s ADKAR model to the framework for leading change addresses the limitation of AI, in
which some concerns can be minimized due to the strength-based approach. The ADKAR model is a
well-known tool for guiding individuals as to why change should occur (Prosci, n.d.). The ADKAR
model’s limitations are that it is very linear and is not always suitable for large-scale changes (Tahir,
2019). Together the two frameworks complement each other.
Critical Organizational Analysis
Critical organizational analysis is an essential part of the change process. The OIP addresses the
key factors that have created the gap between MCF satisfaction and retention and describes a plan that
is designed to reduce that gap. During this period of organizational change, there are two distinct
aspects that must be considered. Change agents have to decide how to change (which focuses on the
process) and what to change (which focuses on the content (Descza et al, 2020). Nadler and Tushman's
(1980) congruence model will be used to guide this analysis because it has a complete set of
organizational variables and introduces them in a way that encourages change agents to think in a
straightforward way (Descza et al., 2020). A visual interpretation of their model is provided in Figure 5.
Nadler and Tushman (1980) explain that the major premise of their model is for an organization to be
effective, its sub-parts must reach a state of congruence. Nadler and Tushman remind us that
organizational change may reflect parts of an organization or the whole system. Part of conducting a
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critical organizational analysis is to ensure that stakeholders within the organization understand the
need for change (Deszca et al., 2020). Descza et al. also add that change agents may understand the
need for change, but other stakeholders in the institution may not believe there is a need for change or
believe the problem is not serious enough to warrant action.
Figure 5
Nadler and Tushman’s Organizational Congruence Model

Note. Adapted from: “Frameworks for Diagnosing Organizations” by G. Deszca, C. Ingols, and T. F.
Cawsey, 2020, Organizational Change: An Action Oriented Toolkit (4th Ed.), Sage, p. 73.
As a change agent, I will use my distributed and authentic leadership approach to assist
stakeholders to understand "why" there is a need for change, so the desired state can be achieved.
Descza et al., (2020) note the congruence model is based on four fundamental elements: the tasks (what
is the work of the organization?), people (who does it), formal organization (the structures) and informal
organizations (culture-which can have an important influence on the performance). The cultural
elements are important because, as mentioned in Chapter 1, one of the factors that determines
organizational readiness for change is flexibility and adaptability of the organizational culture.
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The components of the Congruence model can be applied to the PoP in the following manner.
The task is creating support for MCF, the people are the educational development team, supported by
senior-level leadership, the formal organization is the teaching and learning centre, the CTE, and the
strategic plan, and the informal organization is that there is a culture for faculty wanting to improve
teaching and learning at RSC. Nadler and Tushman (1980) suggest that it is important not only to look at
what is already congruent and working well, but also to examine what is not congruent. When looking to
make changes within an organization, the change agent should change one element at a time, then
realign the others to create a new fit.
Inputs
Nadler and Tushman’s (1980) model focused on four specific inputs pertaining to an
organization. The authors explain that "inputs are factors that, at any one point in time, make up the
‘givens’ facing the organization" (p. 39). The inputs highlighted in this model include the environment,
resources, organization's history, and strategy (Nadler & Tushman, 1980). When a change agent
assesses inputs, they must have a clear understanding of the environment at all levels of the
organization. The environment in this context is external to the organization and includes individuals,
groups, and other organizations, which can have an impact on how the organization performs (Nadler &
Tushman, 1980). In the context of RSC, the external environment includes Alberta Advanced Education,
Campus Alberta Quality Council, professional governing bodies, Indigenous partners, and business and
community partners.
The second input in the congruence model is the organization’s resources. Resources include
tangible assets such as employees and stakeholders, time, space, and technology. Riverside College has
an excellent reputation within the community, as evidenced by the external partnerships collaborating
within individual academic programs and applied research. A favorable climate within the organization is
also needed to meet the goals and objectives outlined in the OIP.
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Descza et al. (2020) explain the third input in the congruence model, history, as providing
“insight into how it evolved its mission, culture, strategy, and approach to how an organization manages
itself” (p. 72). A change agent should be aware of how patterns of past behavior, activity, and
effectiveness can enhance or hinder the change process (Nadler & Tushman, 1980). For example, in
RSC’s strategic document, two of the pillars that are highlighted include people and teaching excellence
(Riverside College, 2019). In response to these pillars, the educational development team created the
Circle of Teaching Excellence (CTE). There was internal support from both the vice president academic
and dean’s council to create the CTE. A focus group consisting of experienced faculty was brought
together to provide input into the six dimensions of the CTE. Once the dimensions were created, the
educational development team provided information sessions for the college community and sought
feedback on the initial prototype. Feedback collected at these information sessions informed the final
draft of the CTE. The CTE serves as a guide for all faculty professional development at RSC.
The final input of the congruence model is strategy. The strategy involved analyzing the
organization's strengths and weaknesses (Descza et al., 2020) and decision making, distribution of
resources, barriers, and opportunities (Nadler & Tushman, 1980). Nadler and Tushman emphasize that
strategy is the most important input for the organization. For the purposes of this OIP, the strategy is to
developing programming that will allow faculty to feel more engaged and remain teaching at RSC. The
support for people excellence extends though all levels of the college, including the president
Strategies for this OIP will be discussed in the Solutions that Address the PoP section of this chapter and
in more detail in Chapter 3.
Outputs
As Nadler and Tushman (1980) described, outputs are what the organization produces, how the
organization performs, and how effective it is. There are three factors that contribute to the outputs,
including goal attainment, resource utilization, and adaptability. At this stage, the goal attainment at
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RSC is ensuring teaching and people excellence is incorporated at all levels from individual, to
department, to institution-wide. Goal attainment for the OIP would be to have MCF who are more
satisfied and engaged and want to stay at RSC. Resource utilization indicates how well an organization
uses its resources. The CTE is an excellent example of how the RSC uses its internal resources to support
early-career faculty professional development. Having this existing resource already available will
significantly contribute to the success of the MCF programming. According to Nadler and Tushman
(2008), adaptability indicates how the organization can change and adapt to environmental changes. In
the last few years, RSC has demonstrated its ability to be adaptable in many situations such as the
provincial government's drastic cuts to education, the global pandemic, and increased pressure to
generate revenue.
In addition, Dezca et al. (2020) propose that satisfaction of the organization's members, growth
and development of the competencies of the organization and its members, and satisfaction of its
stakeholders are additional outputs that are equally as important. Currently, these outputs are not as
evident in the ranks of the MCF at RSC; the result is the PoP which asks what strategies will support the
development of MCF at RSC that will lead to increased engagement and retention. Improvement of
these outputs for MCF is dependent upon the organization's maintenance of its goals, efficient use of
resources, and readiness to adapt programs and strategies. Outputs for the OIP will be discussed in
detail in Chapter 3.
Transformation Process
In the middle of Nadler and Tushman’s (1980) congruence model is the transformation process.
Descza et al. (2020) note that “this is where the organization’s components are combined to produced
outputs” (p. 73). These components include the tasks (work to be done), the people, and informal and
formal processes (Nadler & Tushman, 1980).
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Work to be Done/Task
In the congruence model, tasks are considered the work to be done that accomplishes the
organization's strategic direction. Descza et al. (2020) note that tasks can be accomplished in teams or
be separated and independent from one another. The educational development team completes tasks
both as a team and individually. Using Kezar’s (2018) change readiness survey, in the planning stage, RSC
is already well positioned to implement some of the solutions that will be recommended in the OIP. For
example, the whole team is responsible for developing and implementing the CTE, but the team also
works 1:1 with faculty to accomplish their professional development goals. The inputs at RSC will
contribute to the success of the tasks being completed.
Individual/People
This is one of the most essential components related to my OIP. Mid-career faculty central to
the PoP. Descza et al. (2020) stress that understanding individuals within the organization and how they
may respond to the change is significant when managing the change process. Nadler and Tushman
(1980) explain in this component, the "most critical aspects to consider include the nature of the
individual knowledge and skills, the different needs or preferences that individuals have, the perceptions
or expectancies that they develop, and other background factors…that may potentially influence
individual behavior" (p. 44). Approximately 70% of faculty at RSC are in their middle career stage. Many
of these faculty have been working at the college for greater than 10 years. They have been around long
enough to see changes succeed and fail. These faculty have institutional memory, which is valuable
when it comes to ensuring change succeeds. If MCF are so dissatisfied that they leave, they take a
valuable piece of the institution with them (Tineline, 2016).
Informal Structure and Processes
This component of the congruence model addresses the informal way in which things get done
within the organization (Deszca et al., 2020). This includes informal relationships with colleagues or
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groups. In addition, the informal structures include the organization's culture, norms, understanding,
and values and beliefs. In Chapter 1, I explained in the culture category of Kezar’s (2018) change
readiness survey, that the perceptions and understanding of professional development at RSC vary from
one academic centre to another. Having consistency of professional development within and between
academic centres will be crucial to the implementation of an MCF professional development program.
Deszca et al. (2020) reiterate that "culture is a product of both the organization's history and its current
organizational leadership" (p. 74). Informal arrangements are usually unwritten and implicit and emerge
while the organization is operating (Nadler & Tushman, 1980).
Many of the MCF have been at RSC for years. The longevity of their career has allowed them to
develop the institutional knowledge and memory that can help others within the organization. The
drawback to long-term employees is that they may be set in their ways and at times may be unwilling to
participate or acknowledge the change (Caruth & Caruth, 2013). Through feedback from previously
offered professional development (in post-event surveys) MCF indicated they want targeted
professional development. This same group would not willingly go along with the change without
questioning the why’s, the what’s, and the how’s. In the MCF group, there are a significant number of
informal leaders who have great influence. Working with informal leaders is a key component of
distributed leadership.
Formal Structure
Formal systems within an organization are "the mechanisms that help the organization
accomplish its work and direct the effort of its employees" (Deszca et al., 2020, p. 74). These
mechanisms can include structures, processes, procedures, and methods developed formally to get
employees to perform tasks consistent with organizational strategies (Nadler & Tushman, 1980). The
MCF retention strategies that will be addressed in my OIP may be affected by these formal processes.
Formal organization systems include human resources management, including recruitment and
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selection, reward and compensation performance, training, and development (Deszca et al., 2020). One
of the strengths of RSC's formal processes is RSC's strategic documents that support teaching excellence
and people development. In spite of the supportive statements in documents there are no formal MCF
professional development programs or retention strategies at RSC at this time.
Solutions to Address the PoP
Building on the desired state of RSC, the readiness of the organization to implement the change,
and the results of the critical organizational analysis (as outlined in the previous section), I propose four
solutions to the PoP. For each solution, I will discuss the benefits, limitations, and resources required for
their implementation. As the solutions are introduced, I will consider the guiding questions of the OIP
posed in Chapter 1: why are MCF at RSC frustrated, what are some of the processes and procedures at
RSC that will intrinsically motivate MCF to become more engaged and fulfilled; and how will the
educational development team play a role in addressing the PoP? In the last part of this section, I will
choose the most realistic and attainable solution and apply the plan-do-study-act (PDSA) serves as a
guide for the process of implementation and monitoring of the change initiative (Moen, 2009).
Solution One: Maintain the Status Quo
The first proposed solution for my PoP is to maintain the status quo; in other words, to continue
business as usual. For this solution, educational developers would continue to help MCF on an ad-hoc,
voluntary basis, without any formal programming. Part of this solution is to recognize that the
organization has been plagued with unpredictable external factors that have placed an immense burden
on the everyday business of RSC for the past two years. The impact of the COVID-19 pandemic has
caused leadership to shift the College’s strategic direction to compensate for the significant workload
incurred by faculty and educational developers to facilitate the shift from face-to-face to online learning.
As a result, faculty and other academic supports have been exhausted with the extraordinary effort of
trying to ensure excellent student experiences despite the hurdles caused by working in a shifting
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environment. In addition, the government of Alberta is going through unprecedented times with the
economic climate, which significantly impacts higher education budgets (Lambert, 2021). Given the
magnitude of the current climate, RSC may choose to remain in its current state and do nothing to
advance the professional development of MCF. Maintaining the status quo is a simple solution and
would involve the least amount of work for everyone at RSC.
Time
There are minimal time commitments required for this solution. A benefit of maintaining the
status quo approach is not incurring any additional time commitments as there would not need to be
any committee work, program planning, or meetings that would be required to create an MCF
professional development strategy. Additional time commitments come from the amount of work it
takes to advertise, interview, and select new faculty if MCF resign and need to be replaced, as per the
current situation.
Human, Fiscal, and Technological Resources
Using a status quo approach may impact the Human Resources department at RSC. As MCF get
frustrated and leave RSC, the HR department would need to develop enhanced recruitment strategies to
hire new faculty to replace the ones who have left. There will be a financial impact on RSC if maintaining
the status quo solution is chosen. Replacing MCF with early-career faculty would have an immediate
financial benefit; any new faculty hired at RSC may be placed on the Faculty Association (FA)’s salary grid
at a lower rate. However, over the long term, there are costs associated with recruiting new faculty
members (e.g., advertising for positions, relocation). The only technological resources needed with this
solution are related to the recruitment of new faculty members.
Solution Two: Mid-Career Faculty Professional Development
In this solution, I propose a formal targeted professional development program which will
enable faculty to develop professional development goals for the mid-stage of their career. Professional
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development would be geared specifically towards MCF needs. Specifically, programming could target
updated knowledge and skills, the most up-to-date teaching trends, and current changes in their
discipline. Topics could also include reflection on teaching, scholarly teaching, and the scholarship of
teaching and learning (SoTL). The Circle of Teaching Excellence (Appendix B), which was developed by
the educational development team at RSC will guide the overarching topics for the program. It is hoped
that eventually formal professional development will ideally be a supported ‘service’ component of the
negotiated faculty agreement, supported by professional development funding currently in place. This
would align with the faculty certification program for early-career faculty, which is already established
and institutionally supported.
Time
There are two parts for the time commitment of Solution 2. For MCF professional development,
the time commitment would entail the educational development team developing the CTE with an MCF
professional development lens. Depending on the availability of MCF to participate in the creation of the
program, this could take anywhere from six months to one year.
Human, Fiscal, and Technological Resources
For Solution 2, the human resources needed are two-fold. In relation to the development of
MCF professional development programming, existing internal resources will be used. From a human
resources perspective, in this solution, the educational development team could form an MCF working
group. Members of the working group would consist of one MCF from each of the academic centres
who are nominated by their centre dean, based on the MCF member’s successes in the classroom and
teaching expertise. Technological resources needed for this solution may include access to the CANVAS
learning management system as an administrator while developing professional development
programming.

61
Solution Three: Create a Recognition and Reward Structure
Solution 3 would require thinking outside the box, as there is no tenure and promotion structure
at RSC. Instead of having tenure and promotion structure, the educational development team could
facilitate a reward and recognition program, with consultation and support from senior leadership. This
would be within the agency of the educational development team, as in previous years, it was the
responsibility of the team to facilitate similar awards; however, the program was stopped about 4 years
ago. The reason this program ended was a lack of momentum to keep the program going based on
numerous changes that were needed.
Hershberger et al., (2019) suggest that incentives like recognition and rewards are motivating to
MCF. This new structure would entail an overhaul to the previous program, adding two categories,
instead of one overarching category. Recognition for MCF could include awards such as a Teaching
Excellence award, that could be given annually to faculty in each academic centre who demonstrate
excellence in teaching and learning. Rewards could also include sponsorship to a teaching and learning
conference or a SoTL grant for those who would like to pursue professional development in teaching
and learning research. In addition, the educational development team could organize and facilitate an
informal professional development celebration for MCF, where they could share their ideas in teaching
and learning, scholarly teaching, or SoTL.
Time
For the recognition portion of this solution, the time commitment would require the educational
development team, in consultation with senior leadership, MCF, and the faculty association, to develop
a process for administering and adjudicating the recognition and reward structure. This would include
meeting with the associate deans and deans to create a nomination process, which could also include an
element of peer-to-peer recognition. This process could be facilitated and managed by the educational
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development team. If a reward incentive was developed, the educational development team, in
consultation with the centre deans, would need to develop criteria for the reward.
Human, Fiscal, and Technological Resources
The fiscal resources for this solution could be quite substantial. There would need to be
discussions with senior leaders and centre budget analysts to determine how much financial support
could be allocated to this program. There would have to be a determination on funding sources and
guidelines. There are no technological resources required for this solution.
Solution Four: Creating a Mentorship and Networking Program
As faculty move into their mid-career phase, there are several areas they may want to develop.
According to the literature, mentorship and collegial support is one area where many MCF want to build
their skills (Baldwin & Chang, 2006; Baldwin et al, 2008; McDonnell, 2019). Developing a program such
as this will aim to bring MCF together to form mentoring and networking relationships (Baldwin &
Chang, 2006). In this program, the educational development team would facilitate opportunities for
MCF to share ideas, promote professional growth, and to support one another. This peer-to-peer
approach would improve communication within and between faculty members in the academic centres,
as a common complaint about the institutional culture at RSC is that faculty work in silos. This program
would facilitate connections among faculty who would like to be mentors, or who would like to be
mentored themselves in a specific area for growth. Educational developers must be careful to base this
program on the identified needs of the faculty, and not what they think faculty may need. Support from
deans and associate deans will be required to ensure the success of this program.
Time
The time commitment required for Solution 4 would include the educational development team
organizing MCF focus groups to determine what the mentoring and networking program will look like. In
addition, there would have to be conversations with stakeholders about how long the program should
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run. For example, should it be run over one semester, or over the academic year. A meeting schedule
should also be determined to see when the meetings should occur (weekly, biweekly, monthly).
Individual faculty investment of time would vary according to their needs.
Human, Fiscal, and Technological Resources
From an HR perspective, there would be no significant impact, as the educational development
team would facilitate this process with internal stakeholders. There are no fiscal resources needed for
this solution. There are no technological resources needed for this solution outside of current resources
within the institution.
Recommended Solution
All four solutions have advantages and obstacles, some of which would take more time and
institutional resources to become a reality. However, based on the analysis of the four solutions, the
solution I believe would solve my PoP is a combination of Solution 2 and Solution 4, creating an MCF
professional development and mentoring program, which I call C.A.M.P (Career and Mentoring
Program). This program will be established by the educational development team, with support from
senior leadership. My agency as a senior educational developer allows me to lead the team who work
with MCF, associate deans, and deans to create this programming. The team will also consult with the
FA to ensure that all programming is in line with the professional development clauses within the
collective agreement. The C.A.M.P program will also be guided by the work of Baldwin and Chang’s
(2006) Model for Mid-Career Faculty Development, as shown in Figure 6. The authors developed this
model to “guide any deans, department chair, or faculty development committee that wishes to design
a support system for faculty within the middle years of academic life” (p. 32). The model has been used
in much of the academic literature on MCF since its initial publication (Baldwin et al., 2008; Pastore,
2013; Pastore et al., 2019; Strage & Merdinger, 2014). The educational development team is also aware
that not all MCF will want PD or mentoring and networking sessions, so to mitigate that concern, a
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variety of programming will be offered annually, over the period of an academic year that should meet
the needs of most MCF.
Figure 6
Model for Mid-Career Faculty Development

Note. Adapted from “Reinforcing our ‘Keystone Faculty,’” by R. G. Baldwin & D. A. Chang, 2006, Liberal
Education, 92(4), p. 33.
Creating a formalized MCF professional development and mentoring program would allow all
MCF to have the same opportunities to develop the personal and professional development goals. Since
the early-career faculty professional development program is already established using the CTE,
adapting it to the MCF population would be relatively seamless.
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Since the educational development team has already developed and implemented the teaching
foundations (early-career faculty) stage programming with overwhelming success, the combination of
Solution 2 and 4, developing C.A.M.P should follow the same trajectory.
Plan-Do-Study-Act (PDSA)
Deming's PDSA cycle is a four-step model that assists leaders in determining methods to carry
out change (Deming, 2000; Moen, 2009). I chose the PDSA model as it emphasizes the importance of
using knowledge to better understand the change process in an in-depth manner (Moen, 2009). Murray
(2018) explains that in the first step of the cycle, the change agents identify goals, predicts outcomes,
and creates a plan for implementation and collecting data. In the do phase, the plan is implemented,
and the leader and members of the MCF working group can monitor for problems and unexpected
observations. As the plan progresses, change agents and MCF working group study the outcomes of the
changes and monitor for areas of success and needs for improvements. In this phase, the data analysis is
completed, and findings summarized. In the final step of the PDSA cycle, leaders act on what they have
learned from the previous stages and determine if any changes or modifications to the plan are needed
(Tichnor-Wagner et al., 2017). It is important to note that this process can and should be continually
repeated (Moen, 2009; Tichnor-Wagner et al., 2017).
Plan
In this stage of the cycle, as senior educational developer, I will work collaboratively with the
educational development team to create a plan and present it to the associate dean and dean councils,
and the VPA to discuss the recommended solution to the PoP. This conversation will include the
rationale, benefits and drawbacks of the solution, as well as the required resources needed to facilitate
the success of the C.A.M.P program. Once support for the solution is confirmed, the educational
development team will work with the deans and associate deans to create a MCF working group to
assist with the development of C.A.M.P.
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Do
In this second stage of Deming's cycle, the plan will be carried out by engaging MCF and
stakeholders in the process, and the educational development team will seek feedback from all
stakeholders identified in Chapter 1. The MCF working group for this project will develop a monitoring
strategy, make any clarifications needed about the recommended solutions, and capture and discuss
any issues that may arise.
Study
During the study phase of the PDSA cycle, the educational development team and the working
group will gather evidence generated from the brainstorming, feedback and discussion sessions which
occurred in the previous two phases. The information will be analyzed to inform any changes to the
previous assumptions. Discussions with the MCF working group, in consultation with senior leaders will
focus on whether the work is proceeding as planned, any obstacles encountered, and the key lessons
learned. Moen (2009) explains that this is the phase where new knowledge can be generated and new
learning outcomes for the plan can be created.
Act
In this last phase, the educational development team and the working group will take the results
of what was learned in the study phase and share the information with senior leadership. From these
conversations, the educational development team and MCF working group can then use this feedback to
make modifications and changes to the plan (Murray, 2018). During this phase, the educational
development team and MCF working group can decide to adopt changes based on feedback and
learning that occurred in the previous three phases or proceed through the PDSA cycle again (Moen &
Norman, 2010).

67
Social Justice and Decolonization Challenges
This section summarizes one of the social justice issues pertinent to my OIP. One of RSC’s
overarching priorities is a commitment to Indigenous education. When developing C.A.M.P, the
educational development team will work closely with Indigenous grandparents (internal and external to
the College) to address topics on Indigenous pedagogies and decolonization, and the TRC. There will be
a commitment to lead the initiative to advance the respectful and ethical inclusion of Indigenous ways
of knowing into teaching practices, which aligns with RSC strategic planning and the institutional
Indigenous plan, as well as lead MCF through C.A.M.P. programs to directly identify and meet the needs
of Indigenous students themselves.
Indigenization in Higher Education
As a result of the TRC Calls to Action in 2015, many post-secondary institutions have refocused
their commitment to Indigenization in many ways. These initiatives include Indigenizing the curriculum
in programs offered at the institution, creating Indigenous strategic plans, and recruiting Indigenous
students and faculty (CICan, 2015; Cote-Meek, 2014; Pidgeon, 2016). Pidgeon (2016) advises that
educational leaders must understand that indigenizing the academy is a culminating and complex
process that takes time. Unfortunately, “the reality is even when institutions have moved toward
becoming more ‘Indigenized’, ongoing struggles to overcome racism, covert and overt discrimination,
and resistance to the inclusion of Indigenous knowledge(s) within curricular and co-curricular programs
and services continue despite best intentions to do better" (Pidgeon, 2014, p. 8). Pidgeon suggests that
the Indigenous wholistic framework is one way to represent Indigenous ways of knowing and being.
The wholistic framework represents the interconnectedness of the intellectual, spiritual,
emotional, and physical realms and the inter-relatedness of these realms to the individual,
family, and community (i.e., local, Indigenous nation, provincial, federal, global, and cosmos)
(e.g., axiology and ontology). Further, it encompasses the 4 Rs of respect for Indigenous
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knowledge, responsibility (i.e., responsible relationships), relevance, and reciprocity (Kirkness &
Barnhardt, 1991). (Pidgeon, 2014, p. 10)
The wholistic framework can be used as a complementary resource to the strategic documents
used at RSC. Indigenization is a complex multifaceted approach to pedagogy, which MCF may not be
familiar with, calling for further professional development and support. MCF typically have wellestablished teaching styles which may require more intense efforts to unlearn, before relearning a new
pedagogical paradigm (Pidgeon, 2016).
Indigenous Pedagogies at RSC
One of the specific pillars of RSC’s strategic documents is Indigenous-centred education
(Indigenous pedagogies). In 2021, the College created an institutional Indigenous strategy that upholds a
commitment to honor the land and the knowledge of Indigenous peoples (Riverside College, 2021). The
plan follows both the TRC Calls to Action and the Colleges and Institutes Canada (CICan) Indigenous
education protocols (CICan, 2015; TRC, 2015). Concepts within the Indigenization strategy that can be
addressed within the OIP include cultural awareness and competency, collaboration, inclusion,
community, and relationships (Riverside College, 2021). The institutional Indigenous strategy was
introduced during the COVID-19 pandemic, so many of the faculty may not be aware that this strategy
exists or implications for their practice. In Baldwin and Chang’s (2006) model for Mid-Career Faculty
Development (Figure 6), one of the essential building blocks to support the MCF development processes
is resources. Many Indigenization initiatives can fall under this building block. As MCF professional
development is co-created by the faculty, the educational development team, along with our Indigenous
stakeholders can suggest topics such as teaching faculty strategies to develop Indigenous-focused
education, the inclusion of Indigenous perspective in their curriculum, opportunities for students to
collaborate and interact with the Indigenous community, and for faculty to learn about Indigenous
cultural competencies.
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Educational developers, in collaboration with Indigenous stakeholders co-create professional
development that will assist MCF with learning about colonization, decolonization, and Indigenous
pedagogies. Using elements of the wholistic framework, leaders must respect Indigenous knowledge by
listening to the community (Pidgeon, 2014). The educational development team must invite Elders,
grandparents, aunties, and uncles to the initial discussions when applying Indigenous ways of knowing
to the design of mentoring programs. This action not only follows RSC’s institutional Indigenous strategy
of providing faculty and students opportunities to develop cultural competencies through Indigenous
awareness training (Riverside College, 2021), but it is also in line with CICan’s (2015) Indigenization
Protocol #7 – Build relationships and be accountable to Indigenous communities in support of selfdetermination through education, training, and applied research. These initiatives are in keeping with an
authentic leadership approach. As an authentic leader, I build relationships with my heart, while being
fully self-aware in my core values and beliefs where I am committed to unlearn and relearn along side
our Indigenous partners. As leader of the educational development team, I will be mindful of the
demand placed on our Indigenous community; there is a great deal of pressure on Indigenous scholars
and community members as we move towards decolonization and Indigenization inclusion.
Decolonization
Ramírez (2018) emphasizes that before anyone can engage in reconciliation, they must first
examine and understand colonization. Colonization has three components – dispossession, dependence,
and oppression (Manuel, 2017). At the start of colonization, Indigenous peoples were dispossessed of
their land, symbols, languages, and Indigenous knowledge and this has continued for many decades to
follow (Launei, 2009). As a result, Manuel (2017) explains that Indigenous peoples experienced
dependence and oppression. Decolonization is a process to reverse the acts of colonization, where
settlers and non-Indigenous people begin to be aware of what Indigenous peoples have experienced.
The initial phases of decolonization are rediscovery and recovery (Chilisa, 2012). Chilisa (2012) further

70
explains that in the phase of rediscovery, individuals are eager to learn and understand Indigenous
knowledge, including culture, language, and identity. However, Laenui (2009) cautions there can be an
intersection between the phases of colonization and decolonization during the rediscovery phase. In
this intersection, individuals may be learning information from external and colonized perspectives, so
they may not fully understand different aspects of culture and knowledge from an authentic Indigenous
perspective. Ramírez (2018) notes that “many scholars at universities in Canada are striving towards
decolonizing higher education” (p. 355). Sloan (2018) acknowledges that decolonization is not an
endpoint but rather a process in which post-secondary institutions must continue to engage.
Reconciliation
I write this perspective as a settler who is living on the lands of the people before me. Morcom
and Freeman (2018) explain that when a colonizer leads reconciliation, it can be seen as "an artificial
concept because it only scratches the surface of the deep-seated historical and current inequalities that
affect our society" (p 810). The authors further explain that individuals must engage Indigenous
philosophies and create meaningful, profound societal change for true reconciliation to occur. As
mentioned in Chapter 1, I would work closely with our Indigenous grandparents and other members of
the Indigenous community at RSC to begin this work. Authentic leaders build long lasting relationships
and instill meaningful value into their work. Avolio and Gardner (2005) maintain that followers of
authentic leaders tend to be more engaged because a leader is committed to building trust and a higher
moral capacity (May et al., 2003). These are characteristics that are also important in ethical leadership,
which I take very seriously, both as a nurse and as a leader. In the past few years, I have already started
to develop authentic relationships with the Indigenous community at RSC while developing other
professional development opportunities for faculty. One of the first steps to creating MCF professional
development programming is for educational developers to understand the Truth and Reconciliation
Commission (TRC) and calls to action that are related to post-secondary education.
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TRC Calls to Action
While there are several TRC Calls to Action (2015) items related to education from K-12 to postsecondary, Morcom and Freemen (2018) report, there are two that are the most relevant to higher
education. Call to Action 62 recommends that the Canadian government provide the necessary funding
to post-secondary education institutions to help faculty integrate Indigenous education and teaching
methods into their classroom. Call to Action 63 recommends that there is a development of curriculum
and learning resources for students related to the history of Aboriginal peoples in Canadian history, a
history that includes the legacy of residential schools. This specific call to action includes "building
student capacity for intercultural understanding, empathy, and mutual respect" (TRC, 2015, p. 7). These
Calls to Action form the basis of the commitment of RSC to lead a cultural shift towards greater social
justice and decolonization.
Chapter 2 Summary
Chapter 2 identified two leadership approaches – distributed and authentic, that will be used to
support the implementation of this OIP. Appreciative inquiry and Prosci’s ADKAR® model were
introduced as models to assist in leading the change process at RSC. For the critical organizational
analysis, Nadler and Tushman’s (1980) congruence model was used. Four solutions for the PoP were
presented and analyzed and the most appropriate solutions were chosen. To ensure that the change
process is assessed and tested, the PDSA cycle was selected. The chapter concludes with a discussion on
colonization, decolonization, and Indigenous pedagogies and how they are important social justice
concepts to include in the OIP. Chapter 3 will take the chosen solutions to the PoP and address the
implementation, evaluation and monitoring, and communication of the change initiative.
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Chapter 3: Implementation, Evaluation, and Communication
Chapter 3 of this OIP introduces and describes the change implementation plan developed to
address the PoP of implementing strategies that will support the development of MCF at RSC, that will
lead to increased engagement and retention. The inception of this chapter shapes the change plan
based on the chosen solutions established in Chapter 2 and makes connections to the leadership and
theoretical frameworks underpinning this OIP as presented in Chapters 1 and 2. This program is framed
by interpretivism as faculty will perceive their professional development needs differently.
Deming's (2000) Plan-Do-Study-Act (PDSA), appreciative inquiry, and Prosci’s ADKAR ® model
will also be discussed through various points in this chapter. The second part of this chapter will
introduce a plan to monitor and evaluate the change plan based on Markiewicz and Patrick’s (2016)
monitoring and evaluation frameworks. The third section of this chapter outlines a communication plan
that will assist with the successful execution of the change implementation plan. Finally, this OIP
concludes with a discussion of the subsequent steps and future considerations.
Change Implementation Plan
The change implementation plan outlines the strategy for the educational development team to
create a formal MCF professional development and mentoring program called C.A.M.P., as the
recommended solution to address the PoP. As informal leaders, the educational development team,
including myself, will act as catalysts for the change movement. As change agents, we will support,
organize, and facilitate this change process.
Goals for the Planned Change
Setting goals for any organizational change is an integral part of the change process (Lewis,
2019). Lewis (2019) outlines three critical reasons for change agents to develop goals. First, goal setting
will help with communicating why and how a change in an organization will be made. Secondly, goals
provide individuals and stakeholders with an organizational metric for assessing the progress of the
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proposed change. Finally, goals offer legitimacy to the change proposed. The primary goal of the change
plan is for the educational development team to create needs-based professional development that
encourages faculty to reconnect and reengage. As identified previously, from a distributed leadership
perspective, it is essential to co-create this plan with faculty. Over the past few decades numerous
studies have “documented the link between opportunities to establish close relationships with
colleagues and more fruitful scholarship” (Strage & Merdinger, 2014). Developing the MCF working
group will be the first step in the change plan, as this will group assist the educational development
team to develop C.A.M.P.
Developing a Mid-Career Faculty Working Group
Choosing MCF as representatives for the working group will be the responsibility of the dean or
associate dean of each of the five academic centres. A Human Resources staff member can provide each
dean with a list of the eligible MCF in their centres. The rationale for this suggestion is that the
leadership of each academic centre understands their faculty’s workload, committee commitments,
level of enthusiasm for additional projects, and professional development goals. However, when talking
to both the deans and associate deans about the project, the educational development team can
suggest some criteria for the appropriate faculty who should be involved in the project. These criteria
include MCF working at the college for more than five years, having a passion for professional
development, and understanding advancing teaching and learning. Bernstein (2013) describes these
faculty members as cosmopolitan assets. Cosmopolitan faculty tend to be involved in the college
community, internally and possibly externally, are reflective in their teaching practice, and are a model
of excellence of teaching and learning. The structure of this working group can be similar to a faculty
learning community. Ellertson (2004) suggests that MCF are at the ideal stage to become involved in a
learning community, as MCF have interests that a learning community can fulfill. Faculty learning
communities are groups of faculty who come together to learn from each other on how to enhance
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teaching and learning practices with the outcome of improving student learning (Stowell et al., 2020).
MCF are ideal candidates for FLCs because they are often interested in finding new teaching strategies,
networking and collaboration, engaging in interdisciplinary work, engaging deeply in mentoring, and the
scholarship of teaching and learning (Kattner, 2008; Stonwell, 2020).
Career and Mentoring Program (C.A.M.P.)
The Career and Mentoring Program (C.A.M.P) - led by the educational development team and in
collaboration with the MCF working group - will identify and provide professional development
programming for MCF. The focus of this programming will be generated utilizing a distributed leadership
and appreciative inquiry approach. To help guide the initial discussions, the overarching themes of
teaching and learning, SoTL, mentorship and leadership, and Indigenous pedagogies will be provided to
the MCF working group. An example of a question that can be posed to MCF during focus groups and
1:1 consultations with the educational development team might be “how do you want to develop your
career?” Some of the professional development sessions will be straight professional development on
teaching and learning, Indigenous pedagogies, and reflection, some will be from a mentoring and
leadership perspective, and some will be SoTL. It will be up to the MCF individually on how much or how
little they want to participate.

Short-, Medium-, and Long-Term Goals
Once a plan has been identified, change agents must determine how to implement it. Using the
PDSA model, goals for the change plan can be developed. Deszca et al., (2020) emphasize that setting
goals and priorities for the plan will assist in the implementation. The educational development team,
along with the MCF working group can use short-, medium, and long-term goals to create priorities for
this change initiative. Figure 7 highlights some of the goals that can be used when developing C.A.M.P.
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Figure 7
Goals for the Change Implementation Plan using PDSA

Short-Term - Plan
(1-6 months)

•Develop a working group that will include one MCF member from each of the five academic
centres
•Guide MCF group about gaps in supporting MCF at RSC, using the 5-D model of AI
•Identify gaps in current RSC policies related to MCF professional development
•Connect with interna/externall stakeholders to seek feedback

•Using data from the AI conversations, brainstorm with MCF working group, professional
development topics for C.A.M.P
Medium-Term - Do, •Create awareness and interest in C.A.M.P for MCF with communication plans
Study (6 months to •Develop PD sessions in collaboration with MCF working group
one year)

Long-Term - Act
(one - three years)

•Roll-out CAMP for MCF in fall-term
•Offer various professional development sessions to MCF
•Monitor and evaluate C.A.M.P

Due to the nature of the RSC faculty workload, ideally, the start of the plan could be
implemented in May, after the fall and winter academic terms. However, at RSC, the month of May has
traditionally been reserved for most of our professional development and course planning for the Fall. I
would recommend that the start of this plan occurs in August when faculty return from summer
holidays. Nevertheless, the timelines for this plan will still work regardless of when the program starts.
Using the PDSA cycle in this section of the chapter, the short-term goals would reflect the
Planning stage of the cycle. The medium-term goals would incorporate both the Do and Study stages of
the PDSA cycle. In the Do and Study stages, the MCF working group will provide feedback about the
change process and the progress on C.A.M.P. development to senior level management, keeping them
abreast of the change process. At the one to three-year mark (long-term goals), the educational
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development team will focus on the Act stage of the PDSA. There will be a reflection from the MCF
working group and previously mentioned stakeholders to see if the overarching goals of the change
implementation plan were met.
Implementation Plan for the Change
This change implementation plan will take place in five stages using the 5-D cycle of appreciative
inquiry and Prosci’s ADKAR® Model introduced in detail in Chapter 2. As a reminder, appreciative inquiry
(AI) is an approach leaders use for organizational improvement that focuses on the organization’s
strengths and leverages those strengths to create system-wide change (Acosta et al., 2005; Cooperrider
& Whitney, 2005). Appreciative inquiry uses affirmative questions to lead participants to focus on
collective strengths and desired outcomes (AI Commons, n.d.; Centre for Appreciative Inquiry, 2021).
Ludema et al. (2011) emphasized that if the questions asked by leaders are well-formed, the change
implementation plan is more likely to lead to motivation for change and create the desired goals. The
ADKAR® model provides the action-orientation plan for the change (Prosci, n.d.). Deszca et al., (2020)
also suggest that the ADKAR® model is useful when change agents are looking for methods to overcome
resistance to the change.
First introduced in Chapter 2, AI can be used as a framework for leading the change process and
as a tool when creating change within a system (AI Commons, n.d.). Using the 5-D model (define,
discover, dream, design, and destiny) allows participants to cooperatively search for what is best in the
organization (Cooperrider & Whitney, 2005). Fifolt and Lander (2013) explain that AI can also be used as
a tool to facilitate organizational improvement. AI is used in this OIP as both a change model and a tool
to develop the change, drawing on a positive, shared vision approach to establishing C.A.M.P, which
aligns with RSC’s teaching excellence and people development in the strategic documents. Using AI as
an intervention allows participants to use inquiry, imagination, and innovation to make a change
(Watkins et al., 2011). To lead the AI process, the educational development team and the MCF working
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group will use five guiding questions (see Table 2) throughout the change process to determine what is
already working for MCF at RSC and inform the educational development team on how they can make
purposive institutional change to meet the needs of MCF.
Table 2
Guiding Questions using 5−D Cycle of Appreciative Inquiry
Guiding Questions from AI Framework

ADKAR

Core Task for Educational
Development Team and MCF
working group
Clarifies what the group wants
to happen and how the group
will proceed

What is the desired outcome of
C.A.M.P? – Define

Awareness

What are the strengths we already
have existing at RSC to support
professional development? Discover

Desire

Helps the group focus on
organizational excellence

What professional development for
MCF would work well in the future?
Dream

Knowledge

Engages group to envision
future

What action do we need to take to
make it happen? Design

Ability

Assists group to discuss
structure and processes

What will C.A.M.P be? Destiny

Reinforcement

Empowers group to create ways
to deliver

Note. Adapted from “5-D Cycle of Appreciative Inquiry” by A.I Commons, n.d., Learn about AI,
(https://appreciativeinquiry.champlain.edu/)
Phase One (Define and Awareness)
This first stage of the change implementation plan is well within my scope as an educational
developer, as the educational development team leads group discussions on professional development
regularly. Once the MCF working group is established, the team will meet, and the educational
development team will lead a discussion to determine the roles and responsibilities of the group.
Building awareness around the change process will help the educational development team to highlight
the need for MCF professional development and mentoring programming. In this stage it will be
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imperative for the group to develop a standard definition for professional development that can be used
throughout the rest of the change plan.
This stage will also encompass discourse around social justice issues, specifically conversations
on Indigenization, decolonization, and reconciliation to ensure an inclusive, supportive environment,
with conscious coupling of social justice and professional development (Universities Canada, 2019). As
noted in Chapter 2, educational developers must respect Indigenous knowledge by listening to the
community (Pidgeon, 2014). Having an Indigenous grandparent lead part of the define phase session will
allow MCF to start their journey with Indigenous ways of knowing and Indigenous pedagogies.
Phase Two (Discover and Desire)
In this phase of the change implementation plan, participants will begin to discuss the topic of
MCF professional development at RSC. In this phase, the MCF working group will demonstrate the desire
to participate in and to support the change process. Using the guiding question proposed by Cooperrider
et al. (2008), “what is best?” MCF can start by looking at the strengths and successes of RSC related to
existing professional development supports. In this phase, the educational development team invite
MCF to share appreciative stories about RSC. Watkins et al., (2011) explain that sharing stories
stimulates participants’ excitement and allows them to communicate their values, experiences, and
history with the organization. As change agents, the educational development team collects strengthbased information based on the positivist and anticipatory principles explained in Chapter 2 (Stavros et
al., 2016). Sample questions used in this phase can include:
•

Tell me about some of the best times you have had at RSC?

•

When are you feeling best about your teaching and what do you value most about it?

Phase Three (Dream and Knowledge)
Using the positivist (the tone of the overarching approach is positive, which creates more
momentum for change) and anticipatory principles (what works best for the institution) identified in the
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previous phase, participants envision all the possibilities for the growth of the C.A.M.P initiative for MCF.
In this phase, using both distributed and authentic leadership styles, I will build trust with the
participants and encourage enthusiasm, creativity, and commitment to the organization’s future
(Cooperrider et al., 2008; Starvos et al., 2016). The critical question to ask during this phase is "what
could be?" (AI Commons, 2021). Participants will challenge the status quo and create potential topics for
MCF professional development sessions to enhance MCF professional and personal development,
subsequently improving level of engagement and over time, improved MCF retention rates at RSC.
The educational development team will provide the MCF with the knowledge and training necessary to
facilitate the change. The team will be cognizant about sharing information with the group, so they do
not become overwhelmed. Sample questions can include:
•

What would the ideal MCF professional development program look like?

•

What are the most exciting opportunities for MCF at RSC?

Phase Four (Design and Ability)
In this phase of the 5-D model, the participants will start taking ideas they generated from the
dream phase and design key parts of the C.A.M.P initiative as MCF faculty will determine ideal topics
and ideas to include in C.A.M.P. Prosci (n.d) suggests that in this stage, tools may be needed to build the
ability to change. For the purposes of this phase, the educational development team can encourage
participants to use the existing Circle of Teaching Excellence (CTE) framework that was described in
Chapter 1 and is illustrated in Appendix B. The six dimensions of the CTE are classroom environment,
teaching and learning, course and curriculum, assessment and evaluation, discipline expertise, and SoTL.
It is the intention of the educational development team to use the CTE as an anchor for all professional
development initiatives. Building upon the early career criteria, MCF will use the dimensions in the
existing CTE as a starting point for their discussions to frame professional development opportunities
tailored to this group.
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Phase Five (Destiny and Reinforcement)
In this stage, participants can start conversations on how the design of the C.A.M.P initiative can
be delivered. This is the phase where the MCF working group can start conversations on how they can
collaboratively bring C.A.M.P to fruition. Whitney and Trosten-Bloom (2010) declare that at this stage
there should be enormous energy. The educational development team can work alongside the MCF
working group to sustain the momentum and propel the change. This can be accomplished with setting
small goals and allowing the MCF to share their successes and stories, within the MCF working group
and educational development team.
Understanding Stakeholder Reactions
Interestingly, a commonality in change management, by which all factors are impacted is related
to people, or what Verhulst (2012) calls the human factors of change. Within any change process, one
must acknowledge that human factors such as behaviours, skills, interactions, and communication play a
significant role in influencing not only the individual’s behaviours and professional development, but the
success of the change process itself (Verhulst, 2012; Verhulst & Lambrechts, 2015). Dasborough et al.
(2015) agree that change elicits emotions for some individuals, and those emotions can also impact the
change implementation progress. Emotions related to change can be both positive and negative, and Liu
and Perrewe (2005) maintain that it is crucial to acknowledge both during the change process. Using an
authentic leadership approach will assist me in recognizing the human factors related to change. As a
senior educational developer and previous faculty member, I am often the go-to person within the
educational development team. I listen to MCF concerns as I have developed trustful relationships with
many in this group. An authentic leadership style facilitates the acceptance and understanding of the
benefits of the change.
As previously noted in Chapters 1 and 2, an interpretive lens was used to structure this OIP.
Dasborough et al. (2015) support this notion by explaining that an interpretive approach allows a change
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agent to better understand employee emotions during organizational change. Change agents must
understand that MCF at a college level show a dedication to teaching because, traditionally, the
majority, if not all, of their workload is related to teaching and student success (Harrington et al., 2021;
Morest, 2015). Without continued support, MCF may lose sight of the "how" and "what" to maintain
that dedicated focus; it's what they strive for, in general.
Lightner and Sipple (2013) stress that without professional development or scholarly activity,
even the most dedicated faculty can become personally and professionally burnt-out, have stale
teaching methods, and disengage within the organization. Ultimately, a change agent must acknowledge
that understanding is not just about comprehending the change; rather, it is knowing what the change
means to the individual. In the case of this OIP, the change is not about telling faculty that they must
engage in professional development; rather the goal of this OIP is to introduce MCF to a variety of
professional and personal development, to which they have identified interest, so they can engage or
re-engage themselves in their teaching careers.
Supports and Resources
As the change implementation plan is launched, various supports and resources are needed for
the plan to be successful. In Chapter 2, resource needs were documented for my preferred solution, a
combination of Solution Two and Solution Four. First and foremost, the two most essential resources
necessary for this change implementation plan will be time and people (MCF). What the educational
development team and the MCF working group will address is the degree of focus on specific topics that
are relevant to MCF, according to MCF. Some topics, such as Indigenous pedagogy and current teaching
practices (i.e., flipped classrooms) are examples of what will interest and motivate MCF. It is essential
that the MCF working group determines and participates in key aspects of the design of C.A.M.P with
the support of the educational development team.

82
From a time perspective, RSC will assign workload of the educational development team to
include protected time for implementing the change implementation plan and the development of
C.A.M.P.
As part of our role, educational developers at RSC are already committed to supporting
professional development for all faculty. This is a realistic expectation, because when developing the
early-career faculty programming, the educational development team and I had dedicated time to
develop our program for new hires. Accordingly, there must also be time built into this initiative to allow
the MCF working group to participate in creating this plan, including partaking in the AI process. This
time will be approved and assigned to MCF by the academic centre deans or associate deans. I will also
create space for the educational development team to consult with other key stakeholders identified in
Chapter 1. As the change process unfolds, the dean of the TLC will keep the Academic Council abreast of
how the educational development is supporting MCF professional development, especially in relation to
revising and developing new programming for the College. External stakeholders from discipline-specific
industries are an important part to this process, as they will assist MCF to stay current in their discipline,
and discipline expertise is a dimension of the CTE.
From a people perspective, the main resource is the faculty themselves. Due to budget
restraints, faculty in all departments may not be given sufficient workload release to participate in the
MCF working group. This would be committee time. In an ideal space, the faculty in the MCF working
group would become faculty mentors or champions in the first year of implementing the MCF
professional development program. At this time, it would be ideal for these faculty to be given some
release time from their workload to develop the professional development sessions that will be offered
to MCF at RSC. In addition, I would suggest having at least one senior manager, such as the dean of the
TLC, who can also serve as a mentor for the MCF working group and who would champion the program
throughout the organization.
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To manage this change, as the informal leader of the educational development team, I will be
available for questions and to listen to concerns or suggestions from stakeholders. The team and I will
agree on formal check points in the change process (i.e., bi-weekly meetings) to ensure the process is
going as planned. Depending on the reception received, the educational development team can shift,
adapt, and refine the process at any time, in consultation with the MCF working group. As noted in the
timelines previously mentioned, the educational development team will use the first year of C.A.M.P. as
a pilot project and data collected formally and informally from the monitoring and evaluation plan can
then be used to modify or revise the project for future iterations.
Implementation Issues and Limitations
In developing this OIP proposal, I have identified two challenges that may impact the change
implementation program. The primary goal of the OIP is to create an MCF professional development
program and mentorship program as a retention strategy for RSC.
Challenge #1 – Shifting Priorities
Although it is in my agency to develop this initiative, the educational development team and I
cannot do it alone. Continued support from senior-level leadership is imperative. Due to the COVID-19
pandemic, institutional priorities have changed, and faculty are exhausted from the continual shift from
online to face-to-face delivery of classes. Focusing energy and attention on developing an MCF
professional development program may not be a priority for the organization or MCF in our current
situation. To mitigate this concern, it is within my agency to highlight how MCF professional
development might help manage faculty burn out from the last two years of the COVID-19 pandemic.
Using both my distributed and authentic leadership skills, I am confident that the educational
development team can continue having conversations with senior leadership regarding the need for the
MCF professional development that will include developing realistic timelines which will not affect the
well-being or work-life balance of MCF.
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Challenge #2- Continued MCF Buy-in
A second challenge that needs to be addressed is continued buy-in from MCF. The educational
development team has been provided the feedback through previously offered professional
development sessions that MCF at RSC would like targeted professional development. However, it does
not mean that all faculty at RSC would take part in this process. As higher education can be
decentralized and faculty are used to making their own decisions about career progression, the
educational development team, with support from senior leadership and the FA, will ensure that this
professional development is voluntary and not mandated. To address this concern, the educational
development team can use the Model for Mid-Career Faculty Development in Figure 6 (Baldwin &
Chang, 2006) to engage in authentic conversations with faculty. The overarching approach to this model
is similar to C.A.M.P as it demonstrates that there are a variety of initiatives which MCF can use to
remain engaged and happy to continue teaching at RSC. There will be opportunities for faculty to
engage in career development (i.e., teaching and learning, SoTL, and reflection) as well as mentoring
(i.e., collegial support, leadership, and collaboration).
Section Summary
I have laid out the change implementation plan that will be used to develop an MCF professional
development and mentorship program called C.A.M.P. Based on the AI framework and ADKAR® model, I
have explained how a positive approach will contribute to the plan's design and success. I have included
short-, medium and long-term goals based on a combination of Solution Two and Solution Four
introduced in Chapter 2. The supports and resources needed to develop the change implementation
plan were enumerated. Lastly, I identified implementation challenges and priorities. This next section
will discuss an essential component of any change-related process, the monitoring and evaluation plan.
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Change Process Monitoring and Evaluation
According to Markiewicz and Patrick (2016), “a monitoring and evaluation framework is used as
both a planning process and a written product to guide the conduct of the monitoring and evaluation
functions over the life span of a program or other initiative” (p. 1). The change implementation plan
described in the previous section must be monitored and evaluated to ensure the program’s
effectiveness. Markiewicz and Patrick (2016) also suggest that the monitoring and evaluation plans
should be created simultaneously by the same people but used individually to guide each practice area.
It is essential for the educational development team and the MCF working group to create a monitoring
and evaluation framework that will ensure that the implementation of C.A.M.P is successful. A
participatory orientation approach to designing the monitoring and evaluation framework is used,
because it promotes the input and influence of stakeholders (Markiewicz and Patrick, 2016) and
complements my distributed and authentic leadership approaches. A discussion of the participants who
are key to the monitoring and evaluation framework is included.
The PDSA model will be used to help the educational development team and MCF working
group determine whether the change was successful (Moen & Norman, 2009; Tichnor-Wagner et al.,
2017). Appreciative Inquiry (Cooperrider & Whitney, 2005) and the ADKAR® model (Prosci, n.d.) will be
used as complementary tools to monitor the change process.
Purpose of Monitoring and Evaluation
Markiewicz and Patrick (2016) explain that monitoring and evaluation plans are essential during
any planned change to allow leaders to make step-by-step plans to monitor and evaluate the change.
More importantly, these plans are typically developed when the program is designed. Monitoring is
considered “a subset of evaluation and guided by its theoretical and practice conventions” (p. 7).
Markiewicz and Patrick define evaluation “as the overall discipline and endeavor that provides the point
of reference for a Monitoring and Evaluation Framework” (2016, p. 7). Sufian et al. (2015) classify
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evaluation into five types: formative (provides information to guide the program); process (determines if
the program was delivered as intended); summative (informs whether the goals and objective of the
program were met); outcome (focuses on observable conditions that a program is expected to change);
and impact (examines programs long-term goals).
For this OIP, I am suggesting that formative, summative, and impact evaluation be used within
the evaluation plan. Formative evaluation will be collected by the educational development team
during the implementation of the program (Sufian et al., 2015). By using summative evaluations, the
educational development team can determine whether the C.A.M.P initiative worked, and the goals and
the objectives of the program were met. From an impact evaluation perspective, the educational
development team can review the long-term goals of C.A.M.P and assess the degree of difference in the
engagement and retention rates of MCF at RSC.
The approach I will use to design my monitoring and evaluation plan for my OIP is participatory
orientation (Markiewicz & Patrick, 2016).
Participatory Orientation
Participatory orientation is appropriate to use as it aligns with my conceptual framework and
leadership styles. In this approach, stakeholder participation is essential for developing both the
framework and its content. Cornwall and Aghajanian (2017) add that participatory evaluation
acknowledges that perceptions of progress and success may vary between stakeholders. As stakeholders
interpret monitoring and evaluation differently, the more diverse and varied perspectives should be
sought out. This approach will assist in supporting a social justice perspective, thereby seeking out
voices that may otherwise be marginalized.
Cornwall and Aghajanian (2017) clarify that “rather than simply examining the results of an
intervention, participatory process evaluation seeks to contextualize the process of intervention in
relationships and institutions, looking at shifting institutional frameworks and relational dynamics” (p.
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174). By utilizing a participative evaluative approach, change agents are more likely to get a rich picture
of the preconditions for positive change (Cornwall & Aghajanian, 2017), which is in line with using an
appreciative inquiry approach to evaluation. This will be discussed further in this chapter.
Monitoring and Evaluation Plan
According to Markiewicz and Patrick (2016), monitoring tracks program implementation and
progress. Essentially, “monitoring focuses on both what is being done in a program and how it is being
done, serving as a means to identify any corrective action that is necessary” (p. 12). Monitoring also has
the added benefit of highlighting positive attributes and early achievements of a program (Markiewicz &
Patrick, 2016). The authors also note that monitoring should track progress against a pre-determined set
of areas, including performance indicators and targets.
The monitoring plan will be created at the beginning of the project with the MCF working group
and the assistance of RSC's Institutional Compliance Team. The rationale for including this team in the
monitoring and evaluation phase is that this team has the expertise and experience to ensure the
monitoring plan is consistent with college policies and procedures. Ensuring that MCF have as much
participation as possible is important in ensuring that the monitoring plan follows the participative
approach. The participative approach is also inline with the authentic leader, who wants to develop trust
with the stakeholders, by validating the stakeholder’s perspectives. In addition, the participative
approach allows for diverse perspectives. King (2005) reiterates that participatory evaluation fosters
participant ownership during the evaluation process, through generative questions, reflective sessions,
and assistance with analysis of feedback.
The monitoring plan will align with the short, medium, and long-term goals created in the
change implementation plan. Once the monitoring plan is developed, it will be shared with other
stakeholders listed in Chapter 1 to ensure transparency. The data gathered in the monitoring plan will
help keep track of outcome indicators. Outcomes are the changes in groups over time, changes in
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behaviors, and changes in conditions experienced based on the change implementation plan
(Markiewicz & Patrick, 2016). For example, an outcome (observable change) from the MCF professional
development based on the Circle of Teaching Excellence (CTE) could be one-to-one support for creating
a SoTL proposal, where a faculty member is engaging in SoTL, albeit with a scaffolded approach.
Evaluation is the process that assesses and demonstrates the value of the project and the work
being done, and facilitates ongoing management (Park, 2017; Sufian, 2015). The evaluation plan is
explicitly designed to summarize and complement the data and information collected in the monitoring
phase (Markiewicz & Patrick, 2016). Throughout the evaluation process, the educational development
team will ensure that stakeholders are actively involved in a broad range of evaluation initiatives
including the design of the evaluation and how it is collected and disseminated.
Participants in the Evaluation Process
Park (2017) also explains that for the design, implementation plan, and evaluation of a project
or change to be successful, it is essential to have the right people involved in the evaluation process.
Figure 8, Individuals involved in the Monitoring and Evaluation Process, illustrates the individuals who
will be involved in the evaluation of the MCF professional development and mentoring program. The
clients are the people who directly participate and are affected by the change. Their role would be to
participate in the change and provide feedback as directed. The participants would initially be the MCF
working group and then the MCF involved in C.A.M.P. They would be involved in answering
questionnaires and surveys, as well as participating in focus groups or 1:1 interviews with the
educational development team to monitor and evaluate whether the C.A.M.P was successful.
The change agent is the one who facilitates the change. In this OIP, the change agents would be
the educational development team. Park (2017) explains the change roles can include designers,
facilitators, and negotiators. The role that most closely describes the educational development team is
“a social relationship facilitator who creates and promotes social interaction” (Park, 2017, p. 82).
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The sponsor is the person or persons who act as the primary supporter of the change
intervention (Park, 2017). In this instance, the sponsor of the change initiative is the dean of the
Teaching and Learning Center, as they have overall responsibility for the educational development team.
Due to the collaborative nature of the dean’s council, the five academic deans will indirectly be sponsors
of the change. The overall sponsor of this change initiative in the VPA, as they are responsible for the
overall strategic direction of the academic portfolio. Figure 8 provides an illustration of the individuals
involved in the monitoring and evaluation plans.
Figure 8
Individuals Involved in the Monitoring and Evaluation Process

Clients

•MCF Working
Group
•MCF Faculty

Change
Agent

•Educational
Development
Team

Sponsor

•Vice President
Academic
•Deans

Note: Adapted from “Planning the Evaluation” by J. W. Park, 2017, In M. C. Jones, & W. J. Rothwell
(Eds.), Evaluating Organization development: how to ensure and sustain the successful transformation,
p. 82. CRC Press. (https://doi.org/10.1201/b21877)
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PDSA and Evaluation
Deming’s (2000) plan-do-study-act (PDSA) cycle will be used to implement the change of
creating an MCF professional development and mentoring program at RSC. The PDSA cycle is a planning
tool that is used for continuous improvement. Moen and Normal (2009) provide three overarching
questions the educational development team and MCF working group can use to monitor and evaluate
the change. The questions are “what are we trying to accomplish, how will we know that the change is
an improvement, and what change can we make that will result in an approvement” (Moen & Norman,
2009, p. 8). When these three questions are applied within the PDSA cycle, they contribute to the model
for improvement (Langley et al., 2009).
The first step in the PDSA model requires effective and clear communication (Moen & Norman,
2009). The educational development team, under the direction of RSC senior leadership, has an
opportunity to address concerns of MCF (as identified in internal engagement surveys and post-surveys
from previously offered professional development offerings). Including the MCF working group in
improvement cycle activity aligns with my distributed leadership approach and the vision that faculty
are assisting educational developers to create change in the delivery of MCF professional development
and mentoring programming for their peers.
Connecting the PDSA cycle to the monitoring and evaluation framework, in the planning stage
educational developers and the MCF working group can develop questions such as what change will be
tested, with whom it will be tested, and what changes are expected as a result of the change (TichnorWagner et al., 2017). As the educational development team and MCF working group move into the do
stage, the change plan is carried out. The group will gather information on what happens during the
change including documenting problems that may occur and watching for unexpected observations
(Moen & Norman, 2010; Tichnor-Wagner et al., 2017). Throughout the study stage, the educational
development team, along with the MCF working group will review the feedback gathered in the plan
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and study stages and analyze the results. Finally, in the act stage, Moen and Norman (2009) state
determinations are made regarding the success of the planned change. The educational development
team and MCF working group will work together to record and summarize what was learned. If the
group believes the plan was not successful, based on the data collected in the evaluation, adjustments
can be made, and the group could start the PDSA cycle again.
In addition to the PDSA cycle, the teams will use the 5-D cycle of appreciative inquiry and
ADKAR® model as tools to monitor the change. Table 3 demonstrates the alignment with the AI and
ADKAR® and PDSA cycles. The PSDA cycle will be used in conjunction with the 5-D Cycle of AI and the
ADKAR®. For example, questions designed in the evaluation tool can use an AI approach.
Table 3
Alignment of PDSA Cycle with the 5-D Cycle of Appreciative Inquiry and ADKAR® Model
PDSA
Plan

•

5-D Cycle
Define

•

ADKAR
Awareness

Example of Evaluation Question
• What went well?

Do

•
•

Discover
Dream

•

Desire

•

What were the three most
important aspects of the
change?

Study

•

Design

•
•

Knowledge
Ability

•

What did you value in the
change?

Act

•

Destiny

•

Reinforce

•

How can we keep the change
sustained?

Overall Evaluation Approach
For the purposes of the evaluation plan a variety of methods will be used. Markiewicz and
Patrick (2016) use the term “mixed methods” to indicate the variety of evaluation methods. A mixedmethods approach focuses on a more wholistic view and can eliminate using just one approach on its
own (Markiewicz & Patrick,2016). Bamberger (2012) notes that there are four decisions an evaluator

92
must consider when designing a mixed-methods evaluation plan. The visual citation in Table 4 shows
four considerations for mixed-methods evaluation.
Table 4
Four Considerations for Mixed-Methods Evaluation
Question
At what stage of the evaluation will mixed
methods be used?

Decision
● The evaluation strategies will be created at
the beginning of the project and
administered at pre-determined milestones;
maturity of the program.
o Short-Term: first offering of C.A.M.P
o Medium-Term: second and third
offering of C.A.M.P
o Long-Term: subsequent offerings

Will the mixed methods be used sequentially or
concurrently?

●

The evaluation will be sequential:
o starting with open-ended questions
(one-on-one; focus group) to
understand issues experienced by
MCF. This helps design the Likertstyle questionnaire.
o Questions with a specific measurable
focus will follow.

Will the different types be given equal weight, or
will one type be dominant?

●

Information will be assessed equally from
both types of evaluation.

Will the design be single- or multi-level?

●

This design will be single-level:
o Questions will target the meso-level
(C.A.M.P programming)

Note. Adapted from “Introduction to Mixed Methods in Impact Evaluation (No. 3.)” by M. Bamberger,
August 2012, InterAction, pp. 9-13.
(https://www.betterevaluation.org/en/resources/guides/intro_mixed-methods_impact-evaluation)
Tools for Evaluation
Markiewicz and Patrick (2016) emphasize that using a varied approach to evaluation is
purposeful and provides more breadth and depth in the data collection. Surveys and questionnaires can
be used at different points in the evaluation process. Typically, these tools are used to provide leaders
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with a snapshot of program delivery and impact on stakeholders. The benefit of using surveys and
questionnaires is that they can be used at various points of the evaluation process to measure the depth
and breadth of implementation. Drawbacks of using this method include poor response rates and that
the data may not provide enough information to explain complex issues and interactions. Another
drawback may be that surveys and questionnaires can be administered online; however, these may be
hampered by virtual fatigue, given that people have been disproportionately exposed to their computer
screens during the pandemic. Participants may be less likely to want to complete. Interviews and focus
groups are often used in tandem with surveys and questionnaires and have “been termed
constructionist as they develop understanding through interpreting the meanings that people generate
of their realities” (Markiewicz & Patrick, 2016, p. 165). Using 1:1 interviews and focus groups as part of
the evaluation will allow for a more in-depth understanding of how the if the change is working.
Section Summary
In this section, I have described the monitoring and evaluation strategies that will be used to
implement this OIP. I explained that the monitoring and evaluation plan will be grounded using a
participatory orientation approach. The appropriate individuals who should be included in the
monitoring and evaluation frameworks were identified. I aligned the PDSA model with the 5-D cycle of
appreciative inquiry and the ADKAR® model and provided an explanation of the tools and methods that
can be used in the monitoring and evaluation process. The next section explores ways that a change
agent can communicate the change implementation plan using various strategies and tactics.
Plan to Communicate Need for Change and the Change Process
This section of the OIP outlines a communication plan that will be used to communicate the
change initiative to the RSC community. According to Lewis (2019), communication is the key to
initiating change in an organization. The goal of communication is to facilitate a change in knowledge,
attitude, or behavior (Djordjevic & Cotton, 2011). Beatty (2015) emphasizes that when developing a
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communication plan for a change initiative, the ‘why, what, and how’ changes that are occurring be
included in the plan. Barriers to effective communication include "a lack of clarity in message
formulation; inaccurate preconceptions on the part of the sender about the recipient; a lack of shared
understanding between the sender and receiver; and the use of 'jargon' or symbolic language which is
open to differential interpretations" (Djordjevic & Cotton, 201, pp. 382-383). The next section describes
the communication plan and addresses these caveats.
Communicating Change
Ensuring effective communication practices is essential during the change process (Lewis 2019).
The consequences of a lack of effective communication can lead to resistance within the organization
(Klein, 1996). Engaging stakeholders in conversations throughout the change process is essential for the
implementation of the OIP to be successful. Communication is one way to build trust with multiple
stakeholders at RSC. Kleynhans et al. (2021) explains that when a leader builds trust, individuals are
more open to ideas; building trust is inline with my authentic leadership style. Barton (2016) explains
that communication strategies are typically overarching methods and approaches that a change leader
uses to achieve the goals and objectives set out in a communication plan. Using both authentic and
distributed leadership styles will contribute to building relationships and promoting a shared
understanding of the necessity for MCF professional development and mentorship programming.
Developing the Communication Plan
First and foremost, communicating the message of the MCF professional development and
mentoring program must be well thought out and timed appropriately. Klein (1996) reflects on lessons
learned from an organizational change initiative. Klein emphasizes that a clear communication plan will
reduce rumors, misconceptions, and anxiety that might be felt by individuals in an organization that are
affected by the change. To effectively communicate the change, the educational development team will
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collaborate with the MCF working group and relevant stakeholders to implement the communication
plan.
In order for the communication plan to be successful, the educational development team must
consider the timing of the communication and the type of communication that will be used. Deszca et
al. (2020) proposed that a communication plan has four phases. These phases include:
1. Pre-change approval
2. Developing the need for change
3. Mid-stream change and milestone communication
4. Confirming and celebrating the change success
The educational development team implement the communication plan based on these four phases.
Figure 9 outlines the communication needs around the MCF professional development and mentoring
program.
Figure 9
Communication Needs for Different Phases of the Change Process

Pre-Change Approval Phase

Developing the Need for
Change Phase
Midstream Change and
Milestone Change Phase
Confirming and Celebrating
the Change Phase

•Communicating with senior level leaders and deans

•Creating awareness and providing rationale for change
•Providing reassurance and Clarifying steps
•Generating enthusiam and sense of urgency
•Provide information on progress
•Obtain and listen to feedback
•Adress misconceptions and clarify roles
•Continue to generate enthusiasm and support

•Celebrate success of the change
•Capture learning from the change process
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Note. Adapted from “Communication Needs for Differing Phases in the Change Process” by G. Descza, C.
Ingols, & T. F. Cawsey, August 2012, Organizational Change: An Action-Oriented Toolkit, p. 350.
Pre-Change Approval Plans
The educational development team was directed by senior level leadership to address the
professional needs of MCF. As a result, the C.A.M.P strategy will be developed, and the educational
development team can subsequently share the program with senior leadership and dean’s council.
Connecting with this group will allow for full and transparent communication. In this face-to-face
meeting, the educational development team will share information detailing the C.A.M.P program and
how it aligns with the institutional goals, with rationale for the decisions made by the educational
development team and MCF working group.
Developing the Need for Change
Descza et al. (2020) highlights that when describing the need for change in a communication
plan, it is essential to explain the issues and include a compelling rationale. The MCF working group will
be a critical partner in implementing this change initiative. This group will assist the educational
development team when communicating this initiative to the rest of the MCF group. In this stage a
credible sense of urgency and enthusiasm is needed (Descza et al., 2020). Having the MCF working
group involved with the initiative from the beginning will help with buy-in from the rest of the faculty.
This approach is also in line with a distributed leadership model, as it demonstrates that C.A.M.P was
created by peers and not from a “top-down” approach.
The MCF group are the subject of this change, and the aim of the OIP is to re-engage faculty so
they remain at RSC. The educational development team and MCF working group need to involve MCF
early in the process. Following an authentic leadership approach, we will ensure that everyone is treated
fairly and with respect. As a first step, the educational development team will ask the RSC
communication team to help craft a message to introduce C.A.M.P in an email which will be sent to the
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Faculty Listserv. In this email, we will be succinct and provide details of what C.A.M.P is and why it was
created. For example, the message will include some of the feedback from past professional
development surveys, where MCF asked specifically for more targeted PD. In this initial email, we will
invite MCF to attend a number of information sessions that will be offered face-to-face and online at
different times of the day and week, so that as many faculty as possible can attend. If any faculty are not
able to make those sessions, we can also provide 1:1 sessions (face-to-face or virtually) to accommodate
their schedule. We will also ensure that at least one member of the MCF working group is at each of
these sessions. In these sessions we will provide information that reiterates why C.A.M.P was created,
how it is envisioned, and next steps.
The educational development team and MCF working group will emphasize the intention of
C.A.M.P is to offer a plethora of professional development opportunities as warranted to meet the
needs of the MCF. We will explain that MCF professional development is broad and that the intention of
C.A.M.P is to provide professional development sessions that are career focused (teaching and learning,
SoTL, reflection) and mentoring focused (mentoring and leadership) and that faculty may choose to
focus on one or more of the sessions. During these sessions we will listen to any concerns and try to
neutralize concerns by providing responses that are grounded in theory (Descza et al., 2020). In addition
to these information sessions, the educational development team and MCF working group will ask to
meet with the FA executive to share information on C.A.M.P. This meeting is not approval seeking but
will reassure the FA executive that we are following all contractual obligations laid out in the collective
agreement.
Midstream Change and Milestone Change Phase
As the change unfolds, Deszca et al. (2020) discuss that staff will need specific information
communicated regarding future plans and how the program will operate. As the C.A.M.P is developed,
MCF will want to know about the opportunities for professional development and mentoring. As a new
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system for MCF professional development and mentoring is being established, there will need to be
information sessions and space for conversations, questions, and answers provided by the educational
development team. In this phase, MCF will need to understand the progress made in the change
program. This is the time when the educational development team, along with the MCF working group
can be available to clear up any misconceptions.
To keep the momentum going, the educational development team and a representative from
the MCF working group can attend academic centre meetings as another way to facilitate effective flow
of communication among all stakeholders. Communicating change will occur through informal
communication (1:1 conversation, coffee chats, gathering feedback in focus groups). Informal
communication can also include social media platforms such as RSC institutional Twitter, Facebook, and
Instagram pages. Participating in face-to-face meetings will allow the educational development team to
gauge the level of interest from MCF, while also acknowledging and responding to their verbal and nonverbal cues. Having regular opportunities for MCF to engage in the conversations will sustain interest
and enthusiasm. The educational development team can share small wins to encourage interest as the
change continues to move forward.
Deszca et al. (2020) caution that there may be rumors, gossip, and unrelated messages that will
compete with the communication of the change process. The educational development team, along
with the MCF working group can develop an effective communications campaign with the support of
RSC’s communication team. An effective communication campaign will prevent rumors from taking over
the message (Deszca et al., 2020). The RSC communication team can assist the educational development
team to craft formal communication (institutional-wide emails, invitations to depart/program meetings,
town hall presentations). All written communication strategies will be designed and formatted to be
accessible and inclusive for all users, so they can access, understand, and engage with the information
the educational development team is sharing.
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Confirming and Celebrating the Change Phase
In this final phase of the change program, Deszca et al. (2020) emphasize that the program must
be celebrated, and the successes shared. These celebrations are needed to mark progress, reinforce
commitment, and reduce stress (p. 352). At this stage the educational development team and the MCF
working group gather to discuss the whole experience and if there are unfinished tasks remaining. In
this phase, stakeholders will most likely have questions regarding the success of the change, how the
change will be sustained, efficiencies that were a result of the change, and what are the future
considerations (Deszca et al., 2020).
Communication and Decolonization
In the Indigenous culture, communication strategies include sharing an oral system of
knowledge through storytelling (Fernández-Llamazares & Cabeza, 2018; Mundy & Compton, 1991). As
part of decolonizing this project, the educational development team can follow the teachings of Little
Bear (2009), an Indigenous Scholar and Elder who explains that "involvement of the community is a key
aspect in the education of Aboriginal peoples" (p. 22). For the purpose of this OIP, the community
includes the MCF working group and other stakeholders, including the Indigenous community at RSC
that can support MCFs' journey of professional and personal development. As we develop C.A.M.P, we
can use storytelling to develop and facilitate MCF professional development topics. The educational
development team and the MCF working group can collaborate with elders to learn how we can
incorporate information from RSC’s Indigenous plan during sessions on Indigenous pedagogy into our
future C.A.M.P sessions.
In meetings with elders and Grandparents, Keãnuenueokalani and Zeiger (2021) suggest that
meetings do not have to occur in the traditional ways of committee meetings or 1:1 chats. Instead, the
educational development team and MCF working group could host different kinds of gatherings such as
a talking circle, taking a walk around campus, or meeting in some the Indigenous spaces around campus.
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These types of gatherings are not limited to one group, as these kinds of experiences can also be used
when the educational development team is working with other stakeholders or the MCF group
themselves. Keãnuenueokalani-Williams and Zeiger (2021) remind us that it is also important to offer
compensation when inviting Indigenous peoples to a meeting. It is respectful when asking for help, that
you also ask an Indigenous person what you can do for them, as Keãnuenueokalani-Williams and Zeiger
(2021) explain that Indigenous peoples are often asked to preside at events on top of their regular
workload, while “” (para. 12).
As mentioned in Chapter 1, I am committed to ensuring that the rich diversity of the college
community is fully represented and will follow the RSC's equity, diversity, and inclusion strategy that
ensures individuals from underrepresented groups have a voice. We need to include many voices in the
conversation around MCF professional development and mentoring. However, for the purposes of this
discussion, I will focus on our Indigenous partners. As we continue to unlearn and relearn through
conversations with our Indigenous elders, grandparents, and community partners, we can take steps to
address cultural misappropriations in our institutions (Pidgeon, 2016).
In my journey as a settler scholar who lives, works, and learns on the lands of our traditional
settlers, I am committed to working towards the decolonization of many of the structures of RSC. This
journey includes reading on Indigenous practices, pedagogy, and decolonization, having discussions with
RSC's Indigenous grandparents and other local Indigenous scholars about ways to challenge settlercolonial practices within the academy, which are strategies recommended by Yeo et al. (2019). Equally
as important, the TRC (2015) encourages citizens to become settler allies—teachers and learners who
question how non-Indigenous people can change, as opposed to just Indigenous people changing.
In summary, this subsection provides a robust communication strategy that includes a
communication plan and tactics to support the OIP implementation. The plan identified stakeholders
who should be included in various phases of engagement of the project, including key messages for
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stakeholders. The last subsection of this chapter introduces a knowledge mobilization plan, which will
explain how information from the OIP can be communicated to internal stakeholders and academics
External to the RSC community.
Knowledge Mobilization
Sá et al. (2010) describe knowledge mobilization as linking research to practice. Knowledge
mobilization can be used to connect research and researcher expertise with individuals or organizations
who are seeking to make evidence-informed decisions about policy or professional practice (Bayley et
al., 2018). There are many different mechanisms that academics can use to mobilize knowledge.
Prominent mechanisms of knowledge mobilization include dissemination, interaction, and facilitation
(Nutley et al., 2007). To disseminate the findings of this OIP, my knowledge mobilization will include
internal and external activities. Internally, the educational development team will meet with other
employees in the TLC to share findings from the OIP. We will create opportunities to meet with MCF 1:1
or in group settings to talk about C.A.M.P. We can also host Brown Bag lunch sessions to talk about
various professional development and mentoring activities associated with C.A.M.P. Externally,
proposals will be submitted for both publication and conference presentations. Publications can include
the Teaching and Learning Inquiry (TLI) and the Canadian Journal for the Scholarship of Teaching and
learning (CJSoTL). I can also use my agency as the Chair of SoTL Canada, past board member of the
Society for Teaching and Learning in Higher Education (STLHE), and the VP Canada of the International
Society for the Scholarship of Teaching and Learning (ISSoTL) to facilitate workshops and information
sessions about MCF and how other institutions can engage their own faculty in similar change processes.
In Figure 10, I provide a visual example of the Knowledge Mobilization Plan.
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Figure 10
Knowledge Mobilization Plan
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Next Steps and Future Considerations
This OIP was written to address the lack of engagement and dissatisfaction of MCF at RSC, which
was supported by internal survey data and feedback back from professional development surveys. The
desired outcome of this OIP is that the MCF professional development and mentoring program
(C.A.M.P.) runs successfully and that MCF will become more engaged and will stay at RSC. The result of
C.A.M.P is also for MCF to take a variety of PD that will meet their personal and professional needs.
After the implementation of the pilot program, there are two future considerations that the educational
development team can consider making the institutional strategic goal of supporting professional
development even more of a success.
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Faculty Career Stages Road Map Project
As previously mentioned, the topics of MCF professional development and mentoring address
the second stage (mid-career faculty – teaching excellence) of the overarching Faculty Career Stages
Road Map project at RSC. The first stage (early career faculty – teaching foundations) was completed by
the educational development team prior to the start of my doctoral journey. The next step is for the
educational development team to talk with the deans about recruiting faculty to form the MCF working
group. Simultaneously, this team will draft questions using the appreciative inquiry approach, that can
be used to guide discussion on MCF professional development and retention strategies at an MCF
retreat. Ideally, this work will happen in the Fall semester.
The final stage of the project that has yet to be developed is the Late Career Faculty – Teaching
Legacy. After the MCF stage described in this organizational improvement plan is implemented, the
educational development team can begin to brainstorm what the first steps of the teaching legacy stage
will look like, following a similar process to the development of the MCF stage.
Exploring Primary Research in MCF Professional Development
As a future consideration, I would like to conduct a primary research project to investigate the
experiences of MCF across Canada. The research would have a quantitative approach, asking
participants to answer questions about their thoughts and opinions of MCF professional development
and possible retention strategies. Any research of this kind will be considered through RSC’s research
ethics board and will follow approved standards for conducting primary research. Participants of the
study can be recruited through the SoTL Canada and Society for Teaching and Learning in Higher
Education (STLHE) listservs. The survey could be developed using Survey Monkey, with informed consent
explained on the first page of the link. The survey results could inform a second smaller research project
that has a qualitative methodological approach and uses social constructivism and phenomenology to
guide the research.

104
Strengthening the Scholarship of Teaching and Learning (SoTL) Program
As mentioned throughout the three chapters of this OIP, RSC has a formal SoTL program. The
program was created five years ago, with the initial goal of introducing SoTL as a form of research to the
institution. Over the past five years, the program has evolved from a few "what is SoTL?" sessions to a
program with an annual internal SoTL grant, faculty professional development sessions, an annual SoTL
Symposium, and active SoTL researchers who have disseminated their work at the local, national, and
international levels. Most of the SoTL initiatives have been targeted at early-career researchers.
One of the next initiatives to strengthen this program is to develop SoTL "champions." SoTL
champions are faculty who have completed a SoTL research project and disseminated the results
(Marcketti et al., 2015). These faculty can assist the educational development team to create synergistic
opportunities within and between academic centres. Henry et al., (2021) found that targeted SoTL
programming can assist with advancing research processes, allowing increased social gathering and
networking, increasing teaching effectiveness, and aligning institutional priorities. Another reason more
professional development is needed for MCF and SoTL is that faculty engaging in SoTL may require
learning an entirely different set of research methodologies. Yeo et al., (2019) point out that SoTL not
only has different methods, but the methodologies themselves “are born out of radically different
epistemological assumptions” (p. 24). Through the C.A.M.P program, I would like to identify MCF who
have undertaken and completed a SoTL research project and are willing to begin to lead some of the
SoTL programming.
Chapter 3 Summary
Chapter 3 focused on the implementation, evaluation, and communication of the OIP. Using
appreciative inquiry and ADKAR®, a change implementation plan was developed. Next, I developed a
plan to ensure that MCF professional development and mentoring strategies are monitored and
evaluated so that decisions can be made about a program’s success. A comprehensive communication
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plan that outlined stakeholders, tactics, and ways to engage stakeholders was presented. A knowledge
mobilization plan to disseminate the findings was presented and finally, next steps and future
considerations were discussed.
OIP Conclusion
This OIP was developed to address the complexity the faculty in their mid-career stage at a midsized community college in Western Canada. Mid-career faculty members are essential for the vitality
and longevity of an institution and fill critical roles in teaching and learning practices, program
development, and mentoring of early-career faculty. If MCF issues are frequently overlooked and
ignored and MCF continue to feel like they are not supported by their institution, there is a greater
likelihood they will seek opportunities elsewhere.
The educational development team was tasked by senior leadership at RSC, to address the
needs of MCF as a distinct group. The overall objective of this OIP is to promote an environment in
higher education where MCF feel valued, appreciated, and supported with their personal and
professional development goals, which translates into higher retention rates and increased MCF
satisfaction. Before any solutions could be explored, a critical organizational analysis was completed to
see if RSC was ready for this change. The solution chosen allows MCF at RSC to pursue their personal
and professional development goals, through C.A.M.P while supporting the organizational priorities of
RSC which are teaching excellence and people development. As a senior educational developer, I have
agency to lead the team who will support MCF through their professional development journey, using
my distributed and authentic leadership styles.
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Appendix A: Abbreviated Riverside College Organizational Chart

Board of
Govenors

President and
CEO
Academic
Council

Academic
Centre #1

Academic
Centre #2

Vice President
Academic

Academic
Centre #3

Vice President
Research

Academic
Centre #4

Vice President
People
Development

Academic
Centre #5

Teaching and
Learning Center

Dean

Associate Dean

Educational
Development
Team

Note: To preserve anonymity, the Academic Centres are not name in this chart. The Academic Council is an armslength committee that is lead by the VPA and has membership including senior leaders, faculty, staff, and students.
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Appendix B: Circle of Teaching Excellence at RSC

Classrrom
Environment

Scholarly
Teaching and
Scholarship

Teaching and
Learning

Discipline
Expertise

Course and
Curriculum

Assessment
and Evaluation

Note: The six dimensions of the CTE are intended to guide professional development at RSC. Classroom
environment: addresses topics on supporting inclusive and equitable learning environments. Teaching and
learning: describes how faculty can plan, develop, and reflect on a variety of teaching methods to facilitate
learning for students. Course and curriculum: refers to ways faculty can design and revise courses, in relation to
the program. Assessment and evaluation: encourages faculty to look at various ways to assess and evaluate
student learning. Discipline expertise: describes how faculty remain current in their discipline/profession and
industry. Scholarly teaching and SoTL: encourages faculty to reflect on their teaching practice and engage in
teaching and learning research. From: “Circle of Teaching Excellence” by Riverside College, 2022, [Organization
Website].
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Appendix C – Analysis of the Benefits and Disadvantages of each Solution
Solution
Solution 1 ─ Status Quo

Benefits and Disadvantages

Solution 2 ─
Professional
Development Program

Benefits
• Aligns with organizational priorities
• enhance MCF's professional performance and promote their career
development (Baldwin & Chang, 2006)
• retention perspective, having MCF transition to become long-term
employees would allow for more engagement in institutional initiatives,
participation in research and scholarly activities, and growth of leadership
skills.

Benefits
• Maintains state of current affairs and would not require shifts in workload
Disadvantages
• Maintaining the status quo by doing nothing is not likely to shift the culture
to one that embraces MCF professional development or retention
• Faculty members will continue to be complacent and continue to teach or do
what they have done for years in the classroom (DeFelippo & Dee, 2021).
• Some MCF will continue to get frustrated and leave the institution. This has a
serious impact on student experience and may cause more work for faculty
who remain at the institution.

Disadvantages
• could be challenging to persuade MCF to participate actively in a whole
program of PD
Solution 3 ─ Reward
and Recognition
Structure

Solution 4 ─ Mentoring
and Networking
Program

Benefits
• Developing peer networks to support each other within and between
disciplines
• MCF feel appreciated and celebrated
• Increased MCF engagement
Disadvantages
• May be time intensive
• Will require conversations related to department/institutional budgets
Benefits
• Increased networking between and within academic centres
• Increased engagement
• Increased support amongst MCF
Disadvantages
• May be time intensive

