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Abstract

This dissertation-in-practice presents a planned cultural shift in the teacher education fieldwork
placement process at a Quebec university. The author, with a commitment to social justice-oriented
transformative leadership, outlines significant logistical and cultural challenges in addressing
placement considerations of equity-deserving preservice teachers. These challenges are particularly
pronounced due to the bureaucratic and inter-organizational nature of the placement network. To
address this problem of practice, distributed and subversive-resistant change leadership approaches
are employed, guided by a change management framework combining processual and social
justice-oriented models. Through the change plan, there is a fostering of a cultural shift away from
placements solely bureaucratizing human capital development towards a more holistic and long-
term development of teacher capability and belonging. The selected solution addresses reform of
policy, process, programs, and partnerships. This multilateral approach establishes structured,
intentional, and iterative support for equity-deserving preservice teachers, ensuring their unique
identities and needs are recognized and addressed throughout the placement process. The
communication plan focuses on engaging all parties through transparent, inclusive dialogue and
leveraging technology to facilitate ongoing feedback and collaboration. The monitoring and
evaluation plan employs both quantitative and qualitative metrics to assess the incremental impact
of the implemented changes on the placement process and organizational culture, with periodic
reviews to ensure continuous improvement and alignment with social justice objectives. This work
contributes to the discourse on social justice in higher education by providing a comprehensive
framework and actionable insights for effecting equity-oriented cultural change within an
otherwise-bureaucratic and vocationalist environment.

Keywords: preservice teachers, fieldwork placement process, cultural change,

transformative leadership, distributed leadership, subversive resistance



Executive Summary

While equity and inclusion are at the forefront of current higher education discourse
(Clauson & McKnight, 2018; Tamtik & Guenter, 2019), there are many bureaucratic processes
within educational institutions that have not been fully reconsidered through a social justice lens.
This dissertation-in-practice (DiP) presents an argument and plan for promoting a transformative
cultural change within the preservice teacher fieldwork placement process at a Quebec university.
It addresses the need for a placement process that values and supports the diverse identities and
positionalities of teacher candidates, as well as their resultant sense of belonging.

Currently, the university’s process for placing teacher candidates in host schools for
fieldwork does not incorporate equity considerations beyond those related to disability (Student
Office, n.d.-b, n.d.-e). The problem of practice (PoP) addressed in this DiP is the desire yet
inability to manage preservice teachers’ more varied equity considerations. This DiP explores how
these obstacles are embedded in organizational artifacts like procedural guidelines and
communication practices, reinforcing the placement network’s bureaucratic, vocationalist culture
that detracts from an inclusive, holistic approach to teacher development. Adopting a
transformative leadership approach (Shields, 2010, 2020), the analysis of organizational context,
culture, and artifacts outlines a vision for a more equity-oriented, responsive, and empowering
placement process.

The more practical change leadership approach embraces a combination of distributed
(Spillane, 2005) and subversive-resistant (Shahjahan, 2014) leadership styles, aimed at a
collaborative yet strategically disruptive approach to foster change. The framework for leading the
change process is an amalgamation of two processual and one social justice-oriented models. The
trilateral framework combines Lewin’s (1947) structured change initiation, implementation, and

solidification process, Beer et al.’s (1999) actionable steps for partner engagement and new



practice adoption, and Hooley et al.’s (2018, 2021) directions for socially just career guidance. The
DiP then presents an analysis of individual, group, and organizational change readiness across the
placement network, emphasizing the particular importance of preparing for social change that
seeks to shift the current placement process culture. The change plan particularly highlights
leadership wellbeing, recognizing that the sustainability of equity-oriented change relies on the
resilience and support of individuals involved in the collaborative change leadership process.

Various potential solutions are presented and evaluated through a framework that considers
their impact on the placement network, its culture, and the students it is meant to empower. An
original conceptual solution, which involves revising and initiating policies, processes, programs,
and partnerships (4Ps), is selected. This comprehensive approach aims to not only revitalize the
placement process structure but also shift the foundational values and assumptions underpinning
the organizational culture.

The dissertation then outlines a detailed strategy for implementing, communicating, and
evaluating the suggested changes. It introduces a phased, iterative approach to implementation that
stresses widespread, accessible partner engagement. A robust communication plan aims to
facilitate transparent and inclusive dialogue among all parties involved, including introducing new
communication elements, such as personalized outreach efforts and a centralized webpage, and
transforming the content of current channels, such as annual reports. The monitoring and
evaluation framework employs a blend of quantitative and qualitative measures designed to
rigorously assess the incremental impact of the implemented changes on the placement process and
the broader inter-organizational culture. In the short term, the focus is on the development and pilot
implementation of the 4Ps. The medium term concentrates on evaluating the enduring success of
these implementations, along with succession planning strategies for integrating new staff,

students, and other partners into the evolving culture. Lastly, the long-term perspective aims at



observing and fostering how these culturally aligned changes not only become embedded within
the organization but also serve as catalysts for additive change within and outside the organization.
Acknowledging that while the dissertation-in-practice presents a comprehensive approach
to organizational and cultural change, the ultimate success and shape of the implemented changes
remain somewhat open-ended. This openness, however, is not due to fluctuating organizational
contexts. Instead, it stems from the essential reliance on the commitment, input, and engagement of
students, staff, and other partners. Implementing the eventual change plan must ultimately
thoughtfully integrate their diverse experiences, contexts, and perspectives (Johnson et al., 2021),
ensuring that the strategies for addressing equity and empowerment are deeply resonant and

effectively tailored to real-world complexities and individuals.
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Definitions of Key Terms
Equity-deserving: Individuals who experience inequities due to systemic biases and barriers, and
merit deliberate action to ensure fair and meaningful opportunities and outcomes (Tettey, 2019).
Host schools: Elementary and secondary educational institutions that welcome teacher candidates
for their field placements.
Intra-, extra-, and inter-organizational: Relationships within, outside of, and between
organizations, respectively.
Mentor teacher: An experienced and proficient educator who provides opportunities for
observation, guidance, support, and feedback to preservice teachers during field placements, within
their classroom and school context (Kyle et al., 1999).
Neoliberalism: In academia, a market-oriented approach emphasizing performance,
standardization, and consumer demand, often at the expense of other values such as critical
thinking and social justice (Hager et al., 2018).
Placement process: The procedural steps undertaken to match teacher candidates with appropriate
host schools for their fieldwork.
Preservice teacher / Teacher candidate: Individuals who are currently enrolled in a teacher
education program and are preparing to become certified teachers. The term student teacher is
unfavoured and increasingly being retired from usage (Le Cornu, 2015).
Vocationalism: Neoliberal educational approach emphasizing skills-oriented training and
preparation for specific careers, trades, or fields (Corbett & Ackerson, 2019; Hyland, 2001).
Work-integrated learning (Field placement / Fieldwork): Practical, real-world experience in a
professional or workplace setting where students apply the knowledge and skills being learned in

an academic setting (CEWIL Canada, 2021).



Chapter 1: Introduction and Problem Posing

Higher education leaders are increasingly recognizing their critical role in promoting social
justice within their local communities and broader society (Clauson & McKnight, 2018; Tamtik &
Guenter, 2019). This recognition is prompting significant equity-oriented shifts in postsecondary
professional programs and their work-integrated learning opportunities (Itano-Boase et al., 2021).
In particular, teacher education programs have been revising their curricula to ensure courses and
fieldwork align with a more social justice-oriented approach (Ankomah, 2020; Cochran-Smith et
al., 2016; Kitchen & Taylor, 2020). However, an often overlooked aspect of these programs is the
actual process of placing students in the field. At the pseudonymous institution Quebec University
(QuebecU), preservice teacher field placements are managed and influenced by a diverse inter-
organizational network of actors, each carrying their own set of requirements and ideologies.
Equity-related considerations for fieldwork are a notable element of this work; however, there is no
system to manage and support them. The objective would be to create a responsive and equitable
approach, ultimately rooted in a shifting organizational culture that values the placement process’s
impact on students’ holistic development and sense of belonging. Given my leadership approach,
this problem necessitates constructing equitable structures while also meeting the practical needs
and interests of relevant intra- and extra-organizational parties. This initial chapter presents and
problematizes the current placement process’s (in)ability to manage equity considerations.
Additionally, it explores the various partners involved in the placement process and how their
interests and needs influence the organizational culture. This analysis establishes an understanding
of the necessary cultural shifts required to support equity-deserving preservice teachers effectively.

Personal and Professional Positionality
My leadership approach is rooted in the partnership of personal identity, lived experiences,

and theoretical frameworks. My unique leadership positionality, lens, and practice reflect my own



personal and professional experiences and are framed within a transformative leadership approach
(Shields, 2010, 2020), which will be introduced in this section. This introspection ultimately serves
as a foundation, guiding my organizational change decisions and actions.
Identity, Positionality, and Reflexivity

Identity, positionality, and reflexivity encompass, respectively, a researcher’s personal and
professional characteristics, stance within the research context, and critical self-examination
(Wilson et al., 2022). Acknowledging and reflecting on these elements ensures my dissertation-in-
practice (DiP) resonates with the complexities of how my personal life and professional practice
intersect. For instance, | am a queer, cisgender, white, male settler, with a vulnerable health
condition. This places me in a unique intersection of dominant and equity-deserving identities
within the higher education and broader social spheres. As a former student of the same institution
and teacher education program where | now serve, | encountered personal challenges during my
own studies. During this period, I hid my queerness and felt compelled to pass during my
fieldwork, fearing potential hostility from students and colleagues. Unfortunately, this is a common
occurrence in teacher education, resulting from the prevalence of homophobia during the academic
program (Benson et al., 2014) and in host schools (Tompkins et al., 2019). This experience, in part,
steered me towards a career in higher education where 1 felt | could fully integrate my personal and
professional identities, an affirming act that can positively influence leadership practices (Sumara,
2021). My own experiences and perspectives create a more personal connection to the problem of
practice (PoP), aiding in framing its challenges and informing the proposed solutions.
Organizational Leadership Roles, Responsibilities, and Agency

In my capacity as the director of the office responsible for preservice teacher fieldwork, I
oversee staffing (see Appendix A) and implementation of teacher education placements for

QuebecU’s faculty of education. This role includes acting as the most senior liaison between



students, host schools, and government entities for placements, as well as serving as the instructor
of record for fieldwork courses. Though other departmental staff members engage in more
frontline and operational functions, I am responsible for final decision-making on strategic matters.
This responsibility includes responding to broad mandates, such as implementing a new provincial
professional competency framework (Ministére de I’Education, 2021), and specific exceptional
requests, such as a school asking to host the same student for consecutive placements (Coordinator
X [anonymized name], personal communication, January 13, 2021).

My leadership role not only encompasses ensuring compliance with regulations and
managing departmental staff but also entails leading engagement with students, staff, faculty, and
host schools. In my position, | have the agency to propose, initiate, communicate, and evaluate new
internal practices related to the placement process. Such a multifaceted role places me in a unique
position to effect meaningful change in the fieldwork placement domain. Furthermore, the dean of
the faculty, my direct supervisor, delegates considerable autonomy to unit directors for overseeing
their respective administrative areas. Our interactions are mainly confined to monthly one-on-one
meetings, focusing on significant unit-level challenges necessitating faculty-level intervention,
such as human resource issues, or broader concerns at the faculty and university level that demand
a unit-level response, such as new budget considerations. The dean is uninvolved in the
development of my unit’s more operational matters. In this context, my leadership approach and
outcomes are shaped by the combination of both structure and agency, referred to as situated
agency (Sullivan et al., 2012). As a situated agent, | am required to operate within the
interdependent structure of teacher education but can do so with an independent approach aligned
with my professional expertise and personal values. For instance, | must integrate a new provincial
competency framework in the fieldwork component. However, how these competencies are

evaluated during placements is within my agency and decision-making purview.



My situated agency also allows me the ability to be intentional about what informs any
decision-making. Given my personal leadership position, | am committed to ensuring that my work
aligns with principles of equity and social justice. Correspondingly, my role enables me to revisit
policies, engage in collaborative dialogues with partners, and institutionalize support structures
tailored to the needs of equity-deserving teacher candidates. As a situated agent, my close
relationship with various entities within and outside QuebecU provides me with both the structure
and agency required to champion and drive new collaborative initiatives. | can bridge the gap
between conception and implementation, ensuring that equity is not just a theoretical aspiration but
a tangible reality within the fieldwork placement process.

Leadership Lens and Practice

My educational leadership practice considers elements of both transformational (Astin &
Astin, 2000) and social justice leadership (Theoharis, 2007), and is ultimately best encapsulated by
the principles of transformative leadership (Shields, 2010, 2020). Transformational leaders
catalyze and manage change by providing clear vision, objectives, and strategy (Astin & Astin,
2000). Adherents of transformational leadership are driven by self-awareness, values, empathy,
and collaboration (Basham, 2012; Black, 2015). This leadership style is particularly effective in the
complex landscape of the inter-organizational field placement process with a diversity of
collaborators, each bringing distinct needs, expectations, and perspectives.

Social justice leadership is rooted in idealism, distinguished by its unwavering commitment
to confronting systemic barriers that inhibit full potential (Capper, 2019). Such leaders prioritize
and centralize issues of equity in their leadership and are dedicated to challenging and subverting
marginalizing practices (Theoharis, 2007). They establish proactive systems of support and foster
inclusive structures (McKenzie et al., 2008). As per McKenzie et al.’s (2008) overview of social

justice leadership, when barriers in the placement process affect an equity-deserving preservice



teacher, I should actively ensure the process adjusts to support the individual, instead of requiring
the individual to adapt to the process. Considering my central problem highlights current inequities
in the placement process and the adverse impact on equity-deserving preservice teachers, a justice-
oriented leadership approach is particularly appropriate.

While a transformational leadership approach provides the strategies to navigate the
complex organizational structure of field placements, a social justice leadership approach promotes
enacted changes being rooted in equity and inclusivity. Relying solely on one approach could
result in either an efficient system that lacks a deep commitment to equity or a highly equitable
system that is not attuned to the practical realities and complexities of field placements. Addressing
the PoP necessitates a leadership approach that both aims for systemic change and commits to
addressing social injustices and inequities.

Transformative leadership, as presented by Shields (2010, 2020), goes beyond managing
and inspiring change within existing structures. Transformative leaders are committed to
addressing and rectifying inequities, recognizing systemic barriers and actively working to remove
them to create inclusive environments (Shields, 2020). Unlike transformational leaders, mainly
focused on improving individual or organizational performance within existing or adaptive systems
(Basham, 2012), transformative leaders seek to alter the systems themselves, introducing new
paradigms and practices that promote social justice at all levels and foster long-term, sustainable
change (Shields, 2020). By adopting transformative leadership principles, | can promote social
justice, ensure that the field placement process is equitable and inclusive, address the unique needs
of equity-deserving preservice teachers, and remove systemic barriers that hinder their success.

This vision for an equitable future in teacher education recognizes and highlights each
teacher candidate’s unique identity and sense of belonging as crucial to their development. My

leadership practice lies not only in conceptualizing a transformed placement process but also in



actively advocating for those who will be uplifted by its implementation. As Shields (2020) noted,
addressing inequities through transformative leadership involves “working together, using power
with others instead of exercising power over others” (p. 63). In this regard, the concept of critical
allyship, as framed by Nixon (2019), is particularly pertinent. This practice involves actively
centring, empowering, and working in solidarity with equity-deserving individuals. Rather than a
passive form of support, critical allyship requires conscious, deliberate actions to uplift historically
marginalized groups. My social justice-oriented focus intends to disrupt dominant, oppressive
structures and tendencies within the fieldwork component of teacher education. | would empower
and work in solidarity with equity-deserving preservice teachers in this process. My approach to
leadership, particularly in addressing the problem of practice and implementing necessary changes,
is also informed by a commitment to avoiding a damage-centred perspective on equity-deserving
students, as articulated by Tuck (2009). Viewing marginalized groups predominantly through the
lens of their traumas or deficits can perpetuate oppressive power dynamics and undermine their
potential. Instead, | want to determine how the placement process can more fully nurture equity-
deserving students’ individual strengths and capabilities, creating a stronger sense of belonging.
Organizational Context

To fully appreciate the complexities and nuances of the placement process, it is important
to consider the broader organizational context in which it operates. In the field of teacher
education, this takes on added complexity due to the inherent interdependence of multiple actors
across several organizations. This section explores the current organizational structure, placement
process, and prevailing organizational culture within and across the placement network.
Organizational Structure

The pseudonymous QuebecU is a large, Montreal-based, public university. Its faculty of

education offers undergraduate, graduate, and continuing education programs. These include



accredited teacher education programs at each level. Within the faculty of education, the Student
Office (SO), another pseudonym, is responsible for the planning and execution of teacher
education programs’ practical teaching component. In the 2022-23 academic year, the SO managed
over 1,200 host school placements across nearly 300 host schools as part of 39 distinct fieldwork
courses, which are segmented by level (undergraduate, graduate, continuing education), year (first,
second, third, fourth), and program (QuebecU, 2023c). Students typically undertake one fieldwork
course each year, spanning four years for undergraduate, two years for graduate, and three years
for continuing education. The SO also serves several other student-facing functions, including
academic and career advising, undergraduate student records, and student recruitment (QuebecU,
n.d.). An annotated version of the SO’s organizational structure is depicted in Appendix A.
Current Placement Process

The current placement process follows a standardized, sequential procedure (Student Office
[SO], n.d.-e). Initially, students register for the relevant practicum course and provide information
and comments to the SO via an online placement form. Coordinators then process and organize the
received information, reaching out to school boards and schools via email to request placements.
Matches are determined based on numerous factors related to the placement itself and the
individual teacher candidate. Placement factors include the school board, school type and level,
grade level, subject, classroom contact hours, and mentor teacher qualifications. Individual factors,
which are collected via the form, include the teacher candidate’s place of residence, travel options,
language proficiency, and any stated preferences or requests (SO, n.d.-a). The SO is notified of any
disability-related fieldwork accommodations via QuebecU’s central accessibility office (SO, n.d.-
b). The SO secures a placement only once a host school agrees to accept a student. The SO then
assigns each student a field supervisor, an experienced teaching professional who is employed on a

contractual part-time basis by the SO and reports to the director. While not involved in directly



placing students, field supervisors act as liaisons to ensure that, once students are in the field, their
placements proceed effectively. Approximately two weeks prior to the start of their placement,
students are informed about their placement details, including the identity of their host school.
Following this notification, students can then initiate direct contact with the school, their mentor
teacher, and their field supervisor.
Organizational Culture

When discussing organizational context in teacher education, the importance of
organizational culture cannot be understated. Schein (1990) defined organizational culture as a set
of shared assumptions, values, and beliefs that shape how members of an organization perceive,
think about, and react to their environment. These deeply ingrained principles often arise from
organizational learning and guide the behavior and decisions of its members. The prevailing
culture in teacher education has historically exhibited bureaucratic and vocationalist tendencies
(Tymitz-Wolf, 1984), which has only become increasingly entrenched in universities (Grimmett,
2019). One of the more local driving factors behind this bureaucratic intensification is the ongoing
teacher shortage in Quebec (Canadian Press, 2022). This shortage has resulted in government
pressure on Quebec universities to expedite the teacher preparation process (Authier, 2023), often
at the expense of comprehensive training (Canadian Press, 2023). This pressure mirrors the current
neoliberal, market-oriented trend in teacher education emphasizing workforce development
(Grimmett, 2019). These elements not only define teacher education today but also promote a
culture valuing procedural efficiency and job preparedness. In practice, this approach prioritizes
the rapid production of certified teachers to meet immediate workforce demands, potentially
overlooking a more holistic and individualized preparation. However, it is important to note that
this critique of neoliberalism does not suggest that any solution should prolong teacher education;

rather, | prefer to contextualize the work already being done within these constraints. A shift from



a bureaucratic to a justice-oriented culture is not just a potential change effect when tackling the
problem of practice. As expounded on later in this chapter, this subversive organizational cultural
shift is the framework that serves as the foundational lens through which the PoP and the related
change processes are framed.
Organization-Environment Relations

The placement network’s interdependent, inter-organizational structure highlights the
importance of understanding organization-environment relations. These relations are defined by
the interactions between an organization and the external actors influencing its operations and
outcomes (Schmid, 2004). In school-university partnerships, the organization-environment
involves critical partnerships with external partners, as well as the opportunity to “empower [these
parties] as agents of change” (Handscomb et al., 2014, p. 26). This complex interplay of
relationships underscores the significance of a transformative leadership approach, which
emphasizes the importance of fostering “creative, committed, and supportive relationships”
(Shields, 2020, p. 14). By understanding and leveraging these relations, | can advocate for and
effect equity-focused changes both within the organization and across its external partnerships.

Organization-environment relations in fieldwork placements are shaped by a number of
planning, decision-making, and control mechanisms. These are based on various relationships and
interdependencies within the university, and between the university and organizations in the wider
environment, namely host schools and the provincial government. Resource dependence theory
(Pfeffer & Salancik, 1978) illuminates how teacher education fieldwork operates within complex
relationships, with students as key resources for acquisition and control. For example, while the SO
and students depend on host schools for placements, these schools in turn rely on the SO to train
and certify students as potential hires. As shown in the full network model in Appendix B, every

organization and actor has unique, bilateral power dynamics and resource dependencies.
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Diversity, Equity, Inclusion, Belonging; Decolonization; and Social Justice

Given my leadership approach, diversity, equity, inclusion (DEI) and belonging are not just
conceptual ideals but actionable imperatives. For this PoP, DEI means making space for the
diverse needs of equity-deserving preservice teachers and eliminating barriers that have prevented
these needs from being fairly addressed in the placement process. Belonging encompasses the
inherent human need of feeling valued, accepted, and safe (Mitchell et al., 2024), in this instance,
for students in their teacher education and eventual profession. It is important to create
environments where the placement process actively contributes to teacher candidates’ sense of
personal and professional connection and development. Given that the PoP and its change process
are not focused on settler-decolonization and Indigenization, the goals of this DiP will intentionally
not be framed as decolonizing the placement process. This approach aligns with Tuck and Yang’s
(2012) caution against overgeneralizing or metaphorizing such efforts.

The organizational culture must also be cognizant of and harmonious with cultural shifts
both within and outside the organization. For instance, one of the SO’s largest school board
partners recently published its own comprehensive DEI report and action plan (School Board X
[anonymized name], 2021). Conversely, certain legislation, such as Quebec’s Bill 21, which
prohibits certain public workers from wearing religious symbols (Gouvernement du Québec,
2019), present additional barriers for religious-minority preservice teachers. In response, QuebecU
introduced targeted communications (QuebecU, 2019) and programs (QuebecU, 2022) for
impacted students. QuebecU has equally launched university-wide justice-oriented initiatives, such
as an anti-Black racism action plan (QuebecU, 2020).

QuebecU’s teacher education programs are also emblematic of disparities in the
representation of certain identities within the teaching profession, namely under-representation of

those from historically marginalized backgrounds (Holden & Kitchen, 2018). These inequities can
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then manifest in the profession, such as in the form of systemic racism (Maylor, 2018; Schick,
2000). Altogether, these cases highlight the organizational responsibility and commitment to anti-
oppression and social justice in teacher education and in higher education more broadly, which
wholly aligns with my leadership approach.

Leadership Problem of Practice

The central problem of practice (PoP) is the need to support equity-related considerations
in the preservice teacher fieldwork placement process. Currently, there lacks a cohesive, collective,
and sustainable approach to addressing and prioritizing the unique needs and identities of equity-
deserving teacher candidates. This section will share examples of equity considerations, as well as
showcase the impact and benefits of supporting such factors. Subsequent sections will more deeply
explore the cultural implications of this PoP and elaborate on an envisioned future state.

One incident largely motivated this DiP and the focus on effectively and equitably
transforming the status quo placement process. After the enactment of Bill 21, a hijab-wearing
teacher candidate, unaware of their placement details and relying solely on the SO for information,
approached a coordinator for assurance that their assigned host school would welcome them. The
coordinator, assuming the school would be supportive based on prior, albeit unrelated, positive
interactions, initially saw no need to contact the school. After the coordinator briefed me on the
situation, | advised them to consider the changing socio-cultural environment and the student’s
sense of safety and belonging. This conversation led the coordinator to contact to the school,
confirming their support. The coordinator later shared their satisfaction with the outcome, noting
the student’s evident sense of relief and excitement after being informed of the school’s support.

Deconstructing this incident reveals that the issue was not the coordinator’s inability to
intervene. Rather, it was their adherence to incommensurate organizational assumptions, values,

and processes — different from those | hold — that led to a belief that they need not intervene. This
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incident illustrates the imperative of my leadership approach, which, even in the face of entrenched

systems and processes, approaches leadership with empathy, collaboration, and an unwavering

commitment to equity. This event offers one glimpse into the nuances of the PoP. However, it also

exemplifies the significance of organizational context, culture, and environment relations in

shaping the PoP. Numerous other example equity considerations are presented in Table 1.

Table 1

Example Equity Considerations Illustrating the Problem of Practice

Example of equity-deserving student

Example of equity consideration/request

Black student

Gender non-confirming student

In-community Indigenous student

International student in social sciences
program

Student experiencing financial instability

Student who is a survivor of gender-based
violence

Student whose primary language is not
English

Student with family care responsibilities

Trans student

Mentor teacher who shares their racial identity

Assured acceptance of their gender expression at host
school

Placement at a non-government-recognized
Indigenous community educational centre

Placement without the requirement to teach Quebec
or Canadian history classes

Delayed placement start date to work full-time
beforehand to earn crucial income

All four placements in gender-isolated, private
schools

Placement in a school/classroom with a high
population of English language learners

Amended schedule at their host school

The use of a different name and pronouns during the
placement than what is on the student record

The Problem of Practice in Practice

There is a consistent underlying problem throughout the examples in Table 1: the absence

of a structured, transparent system that could judiciously address such equity considerations. Each

example raises any number of pivotal challenges, central to the heart of the problem of practice.
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These situations may inadvertently challenge or contravene current practices, policies, and
ideologies at various levels, be it internal or external to the SO.

For example, equity-deserving students may not access on-campus equity services for a
variety of reasons, including fear of judgement (MacDonald et al., 2022) or shame (Lightner et al.,
2012), and a lack of information on procedure and services (Lightner et al., 2012). Therefore, the
lack of a well-defined or communicated system may result in students, especially those belonging
to equity-deserving groups, not recognizing the SO as a non-judgemental place for seeking such
equity-oriented support. Schein (1990) posited that deeply embedded cultural elements,
particularly underlying assumptions, influence how organizational members perceive, think, feel,
and thereby act. When members encounter ambiguous or uncertain situations, the culture provides
cues and frameworks that guide their reactions, often unconsciously. SO and host school staff,
guided by their own cultural assumptions and values and lacking procedural guidance, may
individually dismiss equity considerations as inappropriate, infeasible, or irrelevant. This can lead
to rejecting placement requests or begrudgingly accepting them. In the SO’s current ad hoc
process, there are also potential contraventions against government policies that are not being fully
and systemically considered and navigated. Therefore, a system must be in place to fairly
communicate, receive, evaluate, and, if needed, implement or prove alternative solutions to these
considerations. By not proactively addressing these challenges and centring the affected students,
different parties are left navigating a potentially ambiguous, inequitable, and non-compliant terrain.
The complexity of the PoP largely emerges from the intertwined dynamics of multiple contributors
within an inter-organizational setting. As this chapter progresses, a deeper analysis of these
relevant parties will be undertaken within the context of a vision for a future state.

Framing the Problem of Practice

In this section, the problem of practice goes beyond being presented solely through my
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personal leadership views and experiences. Fully understanding the problem of practice requires a
deep recognition of both historical and socio-cultural shifts. For instance, the PoP draws historical
parallels to the evolution of accommodations for students with disabilities in work-integrated
learning (WIL). In particular, there has been a paradigm shift from a one-size-fits-all approach to
one that addresses the distinct barriers faced by each student (Mogaji & Nguyen, 2022). This
evolution signifies an organizational culture that actively endeavors to foster an enabling
environment for these students to thrive.

Recent research has continued to underscore the importance of fostering DEI and
belonging within Canadian WIL programs. Itano-Boase et al. (2021) highlighted that while
Canadian postsecondary institutions often celebrate their diverse student populations, the lived
experiences of many students, particularly those from marginalized backgrounds, do not always
align with these lauded strengths. They emphasized a pressing need for WIL program staff to move
beyond superficial commitments to diversity and instead adopt genuine, systemic approaches that
prioritize equity. The authors advocated for institutions to develop supportive environments that
not only acknowledge the unique challenges faced by diverse students but also actively work to
eliminate barriers. This necessitates a cultural shift in postsecondary institutions, requiring those in
leadership positions to critically examine and reshape structures, practices, and ideologies.

Hirschi’s (2012) career resources model provides a valuable framework for examining the
ideal support for preservice teachers in their fieldwork placement process and identifying any gaps.
Per the model, career management support should encompass human capital resources including
knowledge, skills, and experiences; social resources through networks and connections;
psychological resources fostering traits like resilience and optimism; and identity resources related
to self-concept and personal identity (Hirschi, 2012). The framework suggests that successful

career development relies on individuals’ ability to leverage these interdependent resources in
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managing their careers. Currently, the placement process serves preservice teachers well with three
resource types: human capital, social, and psychological. It, respectively, ensures students develop
and apply specific competencies in each practicum (SO, n.d.-c), are paired with a mentor teacher
and field supervisor (MELS, 2008), and have tailored psychological support offered by university
resources (SO, n.d.-d). However, the placement process only truly considers and supports teacher
candidates’ academic-professional identity. As teacher education undergoes continuous research
and reforms, there is a pronounced shift towards a more holistic understanding and cultivating of
teacher identity that combines both professional and personal development (Beijaard & Meijer,
2017; Rodgers & Scott, 2008). Within the context of the PoP, Hirschi’s (2012) model underscores
the importance of nurturing a strong sense of holistic identity support among preservice teachers
during the placement process. Malm (2009) further reinforced this perspective, championing the
integration of personal and professional development to foster a teacher identity that is adaptive,
reflective, and anchored in both individual values and professional norms.

In examining the benefits of combining the personal and professional, Tuck’s (2009)
desire-based orientation highlights the strengths and self-determination of equity-deserving
communities, reinforcing the framing of the PoP. For instance, teachers from diverse backgrounds
positively impact student outcomes, as students often perform better when they see their own
identities reflected in their educators (Goldhaber et al., 2019). These educators serve as role
models, bolstering the self-esteem and aspirations of students from similar backgrounds and
affirming the value of diverse cultural experiences (Escayg, 2010; Nevarez et al., 2019). Anti-
oppressive changes to a teacher education program, along with the organizational culture and
environment in which it operates, can yield positive outcomes for teachers of colour, including
improved retention rates within academic programs and the teaching profession (Kohli, 2018).

Given these invaluable strengths, | am justified in advocating for a placement process that
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genuinely recognizes, values, and nurtures equity-deserving teacher candidates’ full sense of self
and belonging. This dual emphasis on personal and professional development not only strengthens
teacher identity but also shapes the foundational assumptions of the equity-oriented culture that
will guide my desired future state and change solution.
A Problem of Culture in Practice

A specific theoretical paradigm helps to frame the problem of practice and eventually
inform both the leadership vision and the planning that realizes this vision (Manning, 2018). A
functionalist paradigm, favouring analysis of interdependent systems and processes in an
organization-environment (Burrell & Morgan, 1979), may offer insights into the regularized and
procedural nature of placements. However, such a perspective would not accurately consider the
complex norms and values deeply embedded in these relations and procedures. A symbolic
paradigm favours interpretive analysis of organizational sense-making and meaning-making
(Hatch & Yanow, 2005). It better aligns with how placement procedures reflect actors’
interpretations of students’ equity-related needs, both collectively and individually. However, such
a perspective does not examine the power structures embedded in the SO’s relationship with its
actors, which traditionally and presently inform their meaning making. Certain counter-hegemonic
paradigms, such as critical feminist, Indigenous, and race theories, may provide more relevant
insight into certain marginalized students’ positions and needs (Cull et al., 2018; Daniel, 2019;
Doharty et al., 2021; Gaudry & Lorenz, 2018; Manning, 2018). However, this PoP is founded on
the premise that there is no widely applicable, baseline approach to systemically and systematically
serving the historically underserved.

Framing the PoP through the cultural paradigm makes certain philosophical assumptions
(Creswell & Poth, 2018) about how placement process parties currently and should ultimately

approach equity-deserving preservice teachers. While the cultural paradigm is particularly useful
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for supporting strategic decision-making around program development and planning (Manning,
2018), the crux of the PoP is not to explore gaps in the processes and procedures used in
administering placements. It is to explore the gap of assumptions and values in those processes and
procedure, namely that equity-deserving preservice teachers merit particular and intentional
consideration. In this way, the cultural paradigm is helpful in framing this problem of practice as a
problem of culture in practice.

Schein (1990) defined organizational culture as “a pattern of basic assumptions ...
invented, discovered, or developed by a given group” (p.111), shaped by a history of learned
behaviours. In the case of fieldwork placements, there are several partner groups, internal and
external to the university, with their own organizational cultures and sub-cultures. Manning (2018)
asserted that ““a culture is effective only to the degree that its practices fit the institution in which it
is embodied” (p. 71). In the case of this PoP, a culture shift would only be effective to the degree
that any new practices fit the multiple institutions in which they are embodied. A cultural
perspective to placements must not only consider leadership assumptions about the relevance and
importance of equity. It must also consider what assumptions leadership makes about its
collaborators’ stances on equity in the placement process.

The framing of this problem of practice is complemented by Schein’s (1990) outline of
how cultural knowledge is perpetuated, reproduced, and preserved through socialization processes.
These socialization processes also speak to the values (Manning, 2018) and trust (Tierney, 2008)
embedded in the organization and between its partner organizations (Williams van Rooij, 2011).
The connection between knowledge formation, values, and assumptions is appropriately necessary
for social justice-oriented work (Farias et al., 2017). The PoP is framed around the need to support
equity-deserving students by centring and uplifting their experiences, as well as valuing the unique

positionality they bring to the teaching profession. Establishing specific organizational values is
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critical to developing organizational culture. It also increases organizational effectiveness in
supporting value congruence between individuals and the organization (Edwards & Cable, 20009;
Lawrence & Lawrence, 2009) and, in the case of higher education, influencing students’ own
values and assumptions (Lawrence & Lawrence, 2009). Cohen et al. (2013) also highlighted the
importance of integrating redesigned teacher education programs into the school’s organizational
culture, noting that such integration enhances the connection between partners and the practicum
experience. This PoP calls attention to challenges in the current placement process, arising from
the lack of a cohesive culture focused on the holistic development of preservice teachers.
Avrtifactual Analysis of the Problem of Practice

McMahon et al. (2008) explored the intersection of social justice and career development,
emphasizing the need for practitioners to engage with the varied environmental contexts that shape
students’ career paths. Their research highlighted the importance of understanding and intervening
in systems that influence career development, aiming for outcomes that are equitable and socially
just. This perspective calls for a broader, systemic approach in practice, moving beyond individual-
level interventions to address larger societal structures and barriers. This perspective is particularly
relevant when examining the SO’s organizational culture, emphasizing the need to consider the
broader environmental influences that shape its operations and partner dynamics.

Schein (1990) defined artifacts as the identifiable manifestations of the deeper layers of
organization culture. In addressing organizational theory, Hatch (2018) identified several external
factors that impact organizational environments, categorizing them into cultural, political, social,
technological, economic, physical, and legal sectors. This classification mirrors the PESTLE
analysis, a tool built on work initiated by management scholar Francis Aguilar (1967), which
identifies and evaluates the political, economic, social, technological, legal, and environmental

factors impacting an organization. To understand the assumptions and values that currently inform
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and shape the problem of practice, my analysis borrows from Schein (1990), Hatch (2018), and
Aguilar (1967), analyzing tangible artifacts that inform the PoP via five macro-environmental
sectors: (a) political, (b) economic, (c) social, (d) technological, and (e) legal.

Politically, QuebecU placements must conform to provincial guidelines (Ministére de
I’Education, du Loisir et du Sport [MELS], 2008). While government, as a policy maker, is a
continuous background presence, it is not an active participant in organizational changes of
individual teacher education programs’ placement processes. For instance, Quebec’s ministry of
education neither reviews new university policies before adoption nor approves placement
matches; they are rarely contacted or in contact during the placement process (MELS, 2008; SO,
n.d.-e). The lack of any change driver emanating from the government underscores the importance
of internal leadership in introducing this PoP.

With respect to economics, it is noteworthy that students pay per-credit tuition for field
placements. Currently, undergraduate teacher education programs require a total of 20 credits of
fieldwork (QuebecU, 2023b) while graduate programs require 15 credits (QuebecU, 2023a). This
credit count makes field placements the most expensive program component. This outsized
financial commitment, coupled with rising consumerist attitudes among postsecondary students
(Hager et al., 2018), heightens students’ expectations and demands for educational programs to
reflect their individual experiences and needs (Austin & Jones, 2016).

In the social sector, placements require the involvement of several human actors both
within and outside the organization. The process of student-school matching is not automated and
necessitates individual efforts from unionized coordinators. Given the stipulations in
AdminUnion’s (a pseudonym) collective agreement with QuebecU, coordinator roles are
designated as clerical administrative positions, which means a university degree cannot be a

mandated prerequisite (AdminUnion & QuebecU, 2022). During hiring, postings must also use
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standardized, university-wide generic job titles and descriptions (Admin Union & QuebecU, 2022).
Therefore, job descriptions cannot specify that the position should contribute to equity-oriented
support for preservice teachers, let alone even mention involvement in teacher education
placements. Additionally, the hiring process itself is governed by an internal priority system where
union members with seniority are given precedence when filling vacant positions (AdminUnion &
QuebecU, 2022). This human resource framework challenges the deliberate recruitment of
individuals with experience or expertise in education or student affairs. Relying on varied
personnel who may lack this background can lead to inconsistencies and disparities in how equity
considerations are seen, valued, and addressed. However, it should be noted that in my experience,
these coordinators have been exceptionally committed and considerate individuals who deeply
value the student experience and understand the significant impact of their work. These
coordinators would likely welcome the opportunity to support students more holistically and
equitably as part of their existing roles and responsibilities.

Organizational technology includes the “knowledge, processes, tools, and equipment”
(Hatch, 2018, p. 154) that play pivotal roles in managing placements. Technology is not only a
tangible representation of the current bureaucratic organizational culture. Here, it serves as
mediating technology (Hatch, 2018; Thompson, 1967) whose function is to bring contributors
together. The placement process primarily utilizes two technological systems: (a) an online form to
collect pertinent information from teacher candidates, (b) manual emails sent by coordinators to
school administrators to request placements (SO, n.d.-e). As mediating technologies, it is
meaningful to acknowledge the “flows of communication, resources, power, or [other] ...
connections between organizations” (Hatch, 2018, p. 351). Specifically, pre-placement
communication and decision-making flows nearly exclusively between the between the SO and

students through the online form, and then between the SO and host schools through emails. This
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technology flow greatly affects the problem of practice, necessitating the SO’s deliberate collection
of student considerations, followed, as need be, by strategic communication of these needs to host
schools during placement coordination. Without a structured system, these tasks may be executed
ineffectively or inconsistently, or they might even be entirely overlooked.

Legally, per memorandums of understanding (MOUSs), placements must be coordinated
solely between SO staff and host schools, prohibiting students from contacting schools directly
(SO, 2023). As aforementioned, students are only permitted to communicate directly with their
host school once the SO has released placement details. Importantly, per these same MOUS,
schools are not mandated to accept placements and can decline, ignore, or propose changes to SO
requests with or without justification. There are, however, numerous benefits to formal agreements
between universities and industry partners, which could support organizational change. For
instance, they create highly participatory processes (Bryson et al., 2006), clearly outline shared
resources, roles, commitments, strategies, and goals (Bryson et al., 2006; Chou, 1993; Eddy, 2010;
Ndudzo & Zinyama, 2014), and support accountability (Bryson et al., 2006). However, these legal
structures also exacerbate the problem of practice. If a school is resistant to or outrightly against a
new approach to placements, they could simply choose not to participate.

While these contexts can present significant challenges to implementing proposed changes,
my plan must consider ways to work within their boundaries and mitigate them as much as
possible. Any solution must therefore be comprehensive, addressing various aspects of the
placement process. It should not solely rely on the student-host school pairing and therefore the
willingness or cooperation of specific partners. Instead, it must introduce multiple avenues for the
SO to support equity-deserving students throughout the placement process.

Guiding Questions from the Problem of Practice

The problem of practice is anchored in the necessity to incorporate equity considerations
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within the preservice teacher field placement process. Sinek’s (2009) golden circle leadership
theory emphasizes the importance of understanding the why before delving into the how and what
of any endeavor. In Sinek’s framework, the why denotes the foundational purpose, cause, or belief
that motivates action. The how encompasses the specific actions or processes employed to realize
the why, signifying the methods through which change occurs. Lastly, the what represents the
tangible outcome or manifestation of those actions, providing concrete evidence of the why in
action. Applying Sinek’s approach to this PoP is also particularly apt given my leadership context.
Understanding the core motivations and beliefs behind equity considerations can guide
transformative actions and outcomes. This perspective ensures that the organizational and cultural
changes resonate deeply with actors and are sustained within the organization-environment.
Informed by the overarching PoP, three guiding questions have been formulated that speak to its
why, how, and what.
The Why

Why should equity considerations be embedded into the placement process? This question
addresses the fundamental beliefs and motivations for integrating equity considerations in the
placement process, transforming the problem of practice from a subjective concern, or felt
difficulty, to a tangible challenge rooted in broader contexts, or real-world dilemma (Ma et al.,
2018). Exploring this why will uncover a more comprehensive understanding of the purpose for
such a significant and systemic shift. A compelling vision is a crucial initial step for organizational
change (Whelan-Barry & Somerville, 2010) and may often originate from a singular visionary
leader (Khan et al., 2016). Given my leadership approach, it is essential to recognize that not all
actors in the placement process fall under my authority nor should they be engaged autocratically.
Therefore, the PoP’s significance and urgency must be rooted in broader contexts to ensure it

resonates with and motivates all parties based largely on their unique needs and interests. This
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chapter has already and will continue to inquire into this more expansive framing.
The How

How can a cultural shift sustainably support equity-related considerations, ensuring
adaptability to evolving and unforeseen challenges? Recognizing that the sustainable integration of
equity considerations requires a harmonious alignment with the organization’s cultural values and
norms, this question addresses the means by which these can be influenced or reshaped. The
selected framework for leading the change process, as detailed in the second chapter, will therefore
emphasize the implementable solutions that can both shape an equity-oriented organizational
culture, as well as dynamically respond to the evolving landscape of equity needs.
The What

What does it look like to have a culture that empowers and centres equity-deserving teacher
candidates within the placement process, especially when proactive student interactions with host
schools are constrained? This question concretizes the realized change in the organization’s
culture. It envisages a transformed culture where equity-deserving students are not merely passive,
or even overlooked, participants but have their agency centred in the placement process. By posing
this question, | aim to ensure the creation of an empowered student cohort, navigating within the
existing constraints, and yet feeling valued, heard, and central to the placement process. This
question will ultimately guide the collaborations and solidarity that inform the direction of the
implementation, communication, and evaluation plans, as outlined in the third chapter.

Leadership-Focused Vision for Change

In an envisioned future state, the placement process now fully integrates equity
considerations, bolstered by an organizational culture that recognizes and values their significance
for the long-term empowerment of equity-deserving preservice teachers. In many ways, the

envisioned future state is actually a future culture. To fully realize this vision, it is imperative to
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ensure alignment and garner support from all actors within the organizational environment (Alves
et al., 2010). In organizational theory, the concept of incommensurability highlights the deep-
seated, often irreconcilable differences between paradigms (Burrell & Morgan, 1979). Such
differences can manifest as cultural and sub-cultural gaps, where distinct groups or factions within
an organization uphold divergent values, beliefs, and practices, as well as pursue incongruent goals
and methods (Lowe et al., 2007). In the context of the placement process, these complexities
become palpable. Presently, the approach to placements operates predominantly within a
bureaucratic paradigm, following clear, administrative, operational order that meet key
organizational needs (Manning, 2018). However, such a process and paradigm inconsistently or
altogether never address the distinct needs of equity-deserving preservice teachers.

Embracing a transformative leadership vision means to reframe the current paradigm of the
placement process. The envisioned future seeks not only to establish a new system but also a
cultural shift that champions equity and belonging. My leadership approach emphasizes the
imperative of centring equity in every facet of this process (Shields, 2020; Theoharis, 2007). It
challenges vocationalist goals, urging a pivot towards values of equity, inclusivity, and justice
(McKenzie et al., 2008). Reimagining human capital through a social justice lens calls for
acknowledging diverse, personal competencies essential for comprehensive teacher development
(Beijaard and Meijer, 2017). This approach requires a broader, more inclusive understanding of
capacity and capability alongside human capital (Moodie et al., 2002). This expansion advocates
for a human capabilities approach that aligns individuals’ professional goals with their personal
values, integrating skills, self-understanding, and agency (Moodie et al., 2002). In the PoP context,
this integrated perspective involves considering the development of capital, capacity, and
capability in placements. This approach emphasizes the development of equity-deserving

preservice teachers, aiming to empower them to excel, engage, and influence their professional
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environments both during and after their teacher education. Ultimately, the envisioned vision aims
not only to change the placement process but to foster a culture where equity-deserving students
are holistically and uniquely recognized, centred, and supported.
Partners in the Future State

The core vision for this transformation centres around redefining the needs of the
organization and the interests of all pertinent partners. As such, envisioning a future state also
entails considering how the SO’s collaborators and other relevant parties engage in this new
context. Rather than a narrow focus on a singular group, a partner analysis identifies diverse actors
and entities that influence the organization, as well as provides insight into how to manage said
influence (Alves et al., 2010; Hatch, 2018). This approach is especially pertinent considering the
complex network of relationships and influences in teacher education. Placements are not situated
within an inter-organizational network; they are dependent on an inter-organizational network.
This view aligns with the perspective that sees partners as co-creators of culture (Wilkens &
Minssen, 2010), in this case, both of their own organization and of others in the network.
Moreover, my leadership approach aligns closely a profound understanding, appreciation, and
responsive engagement with diverse partner groups (Alves et al., 2010; Hatch, 2018; McKenzie et
al., 2008; Theoharis, 2007). In the context of this PoP, my leadership approach recognizes and
considers all parties’ interests and influence towards realizing the desired future state. Seeing
leadership as a collaborative process (Dugan & Komives, 2007), each party becomes a source and
level of leadership change. For this PoP, | must envision not just a future state and culture but also
how placement partners would fit within and inform it.

In addressing a future state and culture within such a collaborative, inter-organizational
environment, problem-frame mapping (Crosby & Bryston, 2005) provides a particularly germane

structure. It helps identify and categorize parties based on their support of and power to influence a
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proposed change (Alves et al., 2010; Bryson, 2007). Such mapping facilitates an examination of
how diverse actors might perceive, respond to, and become engaged by the framing of an
organizational issue that demands collective solutions (Bryson, 2007). For this PoP, it reveals the
anticipated stances of actors regarding the envisioned change of a more equity-focused placement
culture and system. Partners include (a) equity-deserving students, (b) SO administrative staff and
contract field supervisors, (c) academic staff who support internships (e.g., via co-requisite
professional seminars), (d) host schools, both as organizations and the individual school personnel
who support placements, and (e) the provincial government via its ministry of education. Figure 2

situates these partners in a problem-frame map.

Figure 2

Problem-Framing Partners in the Envisioned Future State

High 4 Strong Supporters
Weak Supporters Equity-deserving students
Academic staff SO staff
e Host schools
% Neutral
A Government
Weak Opponents Strong Opponents
Low v
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Equity-deserving students’ unique considerations highlight the system’s gaps and
challenges, motivating my recognition of the problem of practice. While their direct administrative
power might be limited, my leadership approach empowers them within the larger organizational

change process. Their positioning is inherently favorable, as they would benefit from a system that
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acknowledges and addresses their specific needs. Due to their vested interest and potential new
influence, they would be strong supporters of the proposed change and influential actors in the
envisioned future (Alves et al., 2010; Crosby & Bryston, 2005). My implementation of the change
plan will therefore centre not only their involvement but also their experiences and perspectives.

SO coordinators, mid-management, and field supervisors, acting as facilitators of the
placement process, play a pivotal role. Their interpretations of what constitutes suitable, feasible,
or relevant considerations heavily shape the trajectory of a student’s placement experiences. Given
the absence of a structured equity-oriented framework, their decision-making is often subjective,
leading to potential inequity in the student experience. Their power is moderate, being the primary
interface between students and the administrative aspects of placements but without executive
decision-making ability. Given their frontline role and ability to influence day-to-day operations,
some staff may be characterized as weakly opposed, depending on their individual biases and
understanding of equity. However, if the change process is managed well, they can become strong
supporters who are empowered to adopt and sustain any implemented solutions (Bryson, 2007).
Therefore, specific strategies to mitigate resistance and ensure readiness, as will be outlined in later
sections, are essential to ensure their strong support and the successful implementation of changes.

Academic staff, while primarily focused on curricular aspects, indirectly influence the
placement process by shaping student perspectives. Their power is medium, and their positioning
ranges from favorable to neutral, based on their emphasis on equity. Given their academic
influence but indirect role in placements, they generally classify as weak supporters. | would
therefore engage faculty as necessary, particularly when more supportive voices are needed (Alves
et al., 2010) who are ready to contribute to the change process.

External to the university but integral to placements are host schools. Their autonomy in

placement decisions, influenced by institutional culture and priorities, can significantly impact the
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student experience. External partners, due to their relational dynamics, can exert considerable
influence on organizational decision-making (Alves et al., 2010). As Cohen et al. (2013) found, a
successful teacher education practicum is largely a result of alignment between the teacher
education program’s structure and the school’s culture. A school’s decision, whether embracive,
dismissive, or reluctant towards an equity consideration, can substantially shape a student’s
fieldwork experience. In the envisioned future state, host schools therefore range from strong
supporters if they value equity considerations to strongly opposed if they see such considerations
as burdensome or unnecessary. It is therefore possible that host schools become and remain strong
supporters in the future state, provided there is alignment between their needs and culture with that
of the SO’s. Prioritizing the involvement of those most ready for change will be essential in
fostering early successes and building momentum for broader adoption.

The provincial government is a definitive, relevant party (Alves et al., 2010). As a
regulator, it possesses overarching power. Its policies and priorities can either facilitate or impede
the integration of equity considerations. While Bill 21 barriered certain equity-deserving preservice
teachers, the government has equally introduced funding for teacher education university projects
that, in part, support growing diversity (Ministere de I’Enseignement supérieur, 2023). However,
the government does not provide policies or guidelines for managing equity considerations. Any
intended organizational change would also need to comply with existing government regulation.
Therefore, in the future state, the government is positioned as a neutral party. In this problem-
framing, the government’s needs must be considered during the change process, but they are not in
a position to actively oppose nor support the future state (Bryson, 2007).

In the context of organizational culture, which is collaboratively constructed by its relevant
parties and partners (Wilkens & Minssen, 2010), this mapping analysis is instrumental in

determining whose leadership is needed to effect change, and what this leadership looks like. It
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envisions where each partner could stand in relation to the proposed change and gauges the
potential for garnering overwhelming support. More importantly, it facilitates understanding of
how the envisaged future state might resonate or clash with the priorities and values of inter-
organizational actors. From this vantage point, it becomes apparent that the vision for change is
achievable, provided each partner can appreciate, contextualize, and align the shifting
organizational culture within their unique domain of influence and action. The partner analysis will
also inform the planning and implementation of the solution. This approach will help align all
partners with the envisioned future state and foster a collaborative environment conducive to
sustainable change.
Telling A New Story

Entrepreneur and activist Anil Dash (2019), in a particularly poignant and pertinent
statement, remarked:

Most of what gets shared as heartwarming stories are usually temporary, small-scale

responses to systemic failures. | wish we found it just as inspirational to make structural

changes to unjust systems, but I don’t know if our culture knows how to tell those stories.
Dash’s insights resonate deeply with this problem of practice and the envisioned future. Early in
this chapter, I shared a placement process story that was resolved with a temporary, small-scale
response. However, | also proceeded to unpack how it has inspired my larger perspective of the
current placement process as an unjust and problematic system requiring change. The forthcoming
second chapter focuses on change planning and development, emphasizing, as Dash encouraged,
the creation of a culture that not only recognizes systemic failures but is also willing to tell those

stories.
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Chapter 2: Planning and Development

This second chapter addresses the guiding question of how a cultural shift can sustainably
support equity-related considerations, ensuring adaptability to evolving and unforeseen challenges.
Achieving the envisioned change necessitates a concerted effort that recognizes the
interconnectedness of various organizations, individuals, and cultures within the placement
process. Integrating equity sustainably into the placement process requires reshaping both practice
and the prevailing norms within the organization-environment. In this chapter, | present the
foundational leadership approaches, frameworks, readiness and ethical considerations, and
strategic solutions needed to implement change effectively and collectively.

Leadership Approach to Change

My change leadership combines two approaches to mobilize and guide organizational
change. One leadership approach facilitates impactful change by empowering actors within and
across organizations. The other challenges and reorients existing norms within the system,
fostering gradual, equity-oriented changes. This dual strategy continues to offer a balanced
approach informed by principles of my overall transformative leadership practice.
Distributed Leadership

I view leadership as a “purposeful, collaborative, values-based process” (Dugan &
Komives, 2007, p. 9), designed to involve and empower others in effecting positive change.
Distributed leadership (DL) represents the dynamic interplay of actions and interactions among
leaders, followers, and their situational contexts (Spillane, 2005). It positions leadership as an
emergent and interactive process rather than confined to those in senior roles (Woods & Roberts,
2013). DL transcends traditional, hierarchical leadership models by recognizing that leadership
practice emerges from collective and interdependent relationships that distribute authority and

decision-making (Bennett et al., 2003; Spillane et al., 2004; Woods, 2016; Woods & Roberts,
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2013). It emphasizes a shared orientation, collaborative learning, inclusive participation, and
mutual support (Kools & Stoll, 2016; Woods, 2015). This approach is particularly suited to the
organizational landscape of the problem of practice (PoP), where multiple organizations and
organizational actors are all active contributors to the placement process. In the fieldwork
placement process, employing a DL approach would therefore help me ensure changes are co-
created and informed by organizational needs. It would facilitate my ability to build a networked
community committed to addressing systemic inequity. This environment would value and
integrate diverse voices into decision-making, addressing histories of inequity and marginalization
(Woods, 2015). Ultimately, organizational culture in higher education is a complex network of
subcultures (Manning, 2018; Williams van Roojj, 2011). In this broader organizational context, the
Student Office (SO) itself can be considered a subculture within the larger placement environment.
A collaborative approach through DL can help me expand the cultural shift across the placement
network, fostering a collective, equity-oriented approach to student support.

While it is a particularly effectual and relevant approach, distributed leadership also has its
limitations. Certain individuals struggle in organizations practicing distributed leadership because
they lack the social and professional capital necessary to engage and wield influence in these
collaborative spaces (Woods and Roberts, 2013). The success of a DL approach also largely
depends on the willingness and ability of affected parties to actively engage and take on leadership
roles (Tahir et al., 2016). It can be challenging to overcome entrenched hierarchical norms and
work to foster a culture where distributed leadership is valued and practiced, especially if
individuals have been traditionally disempowered by these hierarchical structures (Tahir et al.,
2016). If not carefully managed, distributed leadership can lead to fragmented efforts, where,
contrary to transformative leadership tenets emphasizing justice and democracy (Shields, 2020),

only the perspectives of the more vocal or powerful members are considered.
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To implement distributed leadership effectively and equitably, leaders must consider
institutional, cultural, and social dimensions (Woods & Roberts, 2013). My practices should
promote flexible and collaborative relationships, leading to flatter hierarchies and inclusive
decision-making. The shared organizational culture I help promote should value leadership as a
collective responsibility accessible to all. Additionally, I should foster a social environment that
empowers every member to initiate and participate in change efforts, valuing individual
contributions and creative collaboration. Advantageously, this approach aligns my leadership
approach and the equity-oriented, culture-informed changes that the PoP itself necessitates.
Transformative leadership focuses on empowering individuals and fostering equity (Shields,
2020), while distributed leadership aligns with this by decentralizing authority to promote
inclusivity and equitable power distribution (Woods & Roberts, 2013). Under my leadership, this
means engaging diverse groups to address inequities, encouraging collaboration across all
organizational levels to ensure all perspectives are heard and valued, and ensuring that engagement
is truly distributed throughout every stage of change planning and execution.
Subversive-Resistant Leadership

While distributed leadership emphasizes collaboration for change, an additional approach
that prioritizes the purpose and goals of such collective action is necessary. Namely, my change
approach combines distributive leadership with a change leadership termed resistance as
subversion (Shahjahan, 2014) or, alternatively, subversive resistance. Subversive resistance can be
seen as a manifestation of transformative leadership, given the latter’s focus on challenging and
disrupting existing norms and practices that perpetuate inequity (Shields, 2010, 2020). In times
where education is increasingly driven by marketization and performativity, educational leadership
can seem devoid of values (Fuller, 2018). Educational leaders committed to social justice must

often work subversively within existing political systems to achieve inclusive, equitable, and just
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results (Wang, 2018). Social justice educational leaders actively engage in resistance as a crucial
component of their leadership (Theoharis, 2007). They resist neoliberal influences through
strategic actions (Fuller, 2018).

Subversive resistance operates by infiltrating the existing neoliberal structures in higher
education and subtly shifting their orientation towards fostering equity (Shahjahan, 2014). This
approach is subversive because it does not outright reject or confront these structures; instead, it
works within them, utilizing their mechanisms and spaces to gradually promote change. Shahjahan
(2014) illustrated this subversion as “happen[ing] within the ‘cracks’ and ‘in-between spaces’
where faculty, students and administrators can contest and appropriate neoliberal authority and
discourses, and refuse to buy into neoliberal personhood” (p. 224). While some have called for
neoliberalism’s complete replacement (Moen, 2017) and unravelling (Stein, 2019), completely
dismantling the entrenched placement process as part of any organizational change is not viable.
Instead, subversive-resistant change leadership focuses on redistributing power within the
prevailing bureaucratic culture. Morrill (2007) noted that strategic thinking in a “responsive and
responsible institution” (p. 65) considers both organizational culture and the external market, with
reciprocal influence. In keeping with my transformative leadership approach (Shields, 2010, 2020),
my change leadership must be responsive, responsible, and resistant. Here, my resistance targets
neoliberalism’s pervasive influence on teacher education, which prioritizes efficiency,
credentialing, and market-driven values over equitable practices (Grimmett, 2019). My subversive-
resistant leadership challenges the status quo by redirecting neoliberal spaces — specifically, the
current placement process — to focus on more equitable practices. This act of subversion involves
shifting the assumptions, values, and goals of the placement process, diverting them from purely
neoliberal outcomes to those that align more closely with social justice.

Subversive-resistant change leadership aligns well with my leadership approach, with some



34

caveats. Longmuir’s (2019) case study research found that subversive-resistant leadership can be
successful in planning and effecting desired change in an educational organization. However, it can
also inadvertently lead to insular, autocratic tendencies, centralizing power and silencing other
parties’ diverse voices. Such approaches often result in detrimental professional and personal
consequences for dissenting staff, neglect the sustainability of hastily implemented changes, and
create an over-reliance on the central figure of the leader-resistor (Longmuir, 2019). When acted
on constructively, however, subversive leadership can involve a relational, collegial, and
networked approach (Wang, 2018). My joint adoption of distributed leadership therefore serves as
a counterbalance to some of the pitfalls of subversive leadership. Furthermore, it lessens the
personal risks for subversive-resistant leaders (Wang, 2018), ensuring a more widely resilient,
supportive, and trusting organizational structure. I will enact this dual change leadership approach
through a comprehensive framework designed to implement distributed and subversive change
effectively, ensuring that collaboration and equity are prioritized throughout the process.
Framework for Leading the Change Process

This section introduces a concrete framework designed to implement distributed and
subversive change. The trilateral framework developed for leading the change process (see Figure
3) offers an integrative, comprehensive approach. It combines a structured, phase-by-phase
progression with actionable steps, which are altogether channeled towards social justice-informed
directors for change. This framework is designed to navigate the complex interactions between

organizational culture, structure, and the bureaucracy of communal fieldwork placements.
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Lewin’s (1947) three-stage model of change of unfreezing, changing, and refreezing is a

clear and comprehensive framework for understanding change as a process of preparation,

implementation, and stabilization (Errida & Lofti, 2021). While less focused on practical steps, it

lays a foundation that will be enhanced by Lewin’s (1946) action research model in the coming

implementation plan. The three-stage model’s emphasis on iterative learning and readiness for

change is vital in the collaborative environments fostered through distributed leadership. Such an

approach not only encourages the inclusion of diverse perspectives but also ensures progressive
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strengthening of the equity-oriented organizational culture underlying the placement process.

Incorporating Beer et al.’s (1990) six steps to effective change provides a comprehensive
and pragmatic framework for organizational change. This model complements a distributed
leadership style, emphasizing teamwork, consensus, and the need for continuous adaptation to
evolving organizational demands. A key element of Beer et al.’s (199) approach is the concept of
task alignment, which involves strategically coordinating roles, responsibilities, and relationships
in alignment with the organization’s main objectives. Task alignment is essential for efficiently
managing the complexities of inter-organizational hierarchies and diverse functions, thereby
preventing efforts from becoming misaligned or counterproductive. Particularly in the
administrative, inter-organizational context of preservice teacher placements, task alignment is key
to directing all efforts towards a shared, equity-oriented vision. It focuses individual, group, and
organizational contributions on purposefully achieving the desired future state. This approach is
instrumental in creating a cohesive, focused effort towards meaningful organizational and effective
change. Furthermore, it supports the concept of change readiness at individual, group, and
organizational levels, a topic that will receive further attention later in this chapter. The decision to
initially found the change framework in two processual models balances personal preference with
strategic need. The processual approach aligns with transformational leadership, providing
direction and progression for managing complex changes in organizations valuing procedural
thoroughness and systematic planning (Errida & Lofti, 2021).

Acknowledging the limitations of Beer et al.’s (1990) model, particularly its insufficient
focus on justice (Novelli et al., 1995), the change framework is supplemented by Hooley et al.’s
(2018, 2021) five signposts for socially just career guidance. This addition aligns with subversive
resistance as these signposts, designed to counteract the dominant neoliberal paradigm in career

guidance (Hooley et al., 2018, 2021), emphasize an equity-centred approach to change. While not
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procedural in nature, these signposts fundamentally reorient the two other models’ strategic
direction towards nurturing a socially just organizational culture. By integrating relevant signposts
into specific stages of the change framework (as illustrated in Figure 3), the strategy includes
advancement towards social justice objectives at each phase. This comprehensive change
framework leverages the organization’s procedural strengths, while subtly steering its focus and
priorities towards a more equitable and just culture. Understanding that this change initiative
cannot be solely predicted or engineered by one individual, the trilateral framework is designed not
so much to dictate the change but rather to create conducive conditions for collaborative, justice-
oriented, culture-shifting change.
The Framework in Practice

In its initial stage, the framework supports readiness for change (Lewin, 1947) and
mobilizes commitment through collaborative problem analysis (Beer et al., 1990). Hooley et al.’s
(2018, 2021) focus on developing critical consciousness, acknowledging oppression, and
questioning the status quo contribute significantly to advancing both systemic and cultural change.
This stage is critical in the context of the PoP. It involves acknowledging, challenging, and
reassessing the existing oppressive beliefs, values, attitudes, and behaviours about the placement
process that pervade the inter-organizational sub-cultures. It lays the groundwork for having actors
acknowledge how the placement process has no system for managing equity considerations.

The subsequent stage is where actual change occurs (Lewin, 1947), including developing a
shared vision; fostering consensus, competence, and commitment; and spreading revitalization in a
non-hierarchical manner (Beer et al., 1990). It aligns with Hooley et al.’s (2018, 2021) signpost of
building solidarity for collective action, which harkens to the solidary focus of critical allyship
(Nixon, 2019). In this stage, by leveraging the interconnected network of placement contributors, a

collaborative effort is made to develop a new vision. This vision focuses on improving placement
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support structures for equity-deserving teacher candidates, challenging the existing norms and
power dynamics that were identified as problematic in the first stage. It requires empowering all
members of the placement network, at every level, to participate actively in the change process,
fostering a sense of shared responsibility and collective action. This stage is where collaborators
begin to envision and ideate how the shifting culture can take shape through tangible changes.

In the final stage, the post-change state is consolidated and embedded (Lewin, 1947). This
process involves institutionalizing the changes through formal structures and monitoring the
revitalization process (Beer et al., 1990), while also ensuring the sustainability of the implemented
changes by operating at both the individual and systems level (Hooley et al., 2018, 2021). In the
context of the PoP, the goal here is to create a sustainable model where the advancements made in
fostering equitable placements are maintained and continuously improved upon by a shifted
underlying culture. By transforming structures, engaging partners, and appealing to individual
attitudes and behaviors, 1 am intentionally leading a culture shift towards equity and social justice.
Levels of Change in the Framework

The integrative change management framework theoretically accommodates first-, second-,
and third-order changes, aligning with varying depths and scopes of organizational transformation.
First-order change involves adjustments within existing organizational parameters, aligning with
the concept of schema-reinforcing change (Bartunek & Moch, 1987). For instance, my change
approach and framework do not aim to disrupt the foundational inter-organizational structure of the
placement process. Instead, they work within it to achieve a deeper level of second-order change,
which involves re-evaluating and modifying how systems and individuals fundamentally operate
(Bartunek & Moch, 1987). In the context of this PoP, second-order change arises from reassessing
the placement process’s purposes and practices. The framework subversively reinterprets Beer et

al.’s (1990) task alignment discourse as task re-alignment, strategically reorienting placement



39

actors’ roles and responsibilities towards equity-focused goals.

Lastly, third-order change, supported by this framework, involves inter-organizational
members contributing to these deeper, second-order changes (Bartunek & Moch, 1987). Here,
Hooley et al.’s (2018, 2021) signposts are instrumental as they conceptualize operational changes
through a consciousness-raising, equity-oriented cultural shift. This shift aims to transform the core
motivations, attitudes, beliefs, objectives, and values of those involved in the placement process.
Third-order change aims to ensure the lasting incorporation and integration of first- and second-
order changes into the evolving organizational culture, influencing long-term perceptions and
approaches to placements. Collectively, the framework conceptually encapsulates all three levels
of change. Using the framework allows me to promote effective adjustments, equity-driven
orientations, and sustained cultural shifts.

Potential Limitations of the Framework

While the framework has many strengths, it also faces key challenges that need addressing.
While Lewin’s (1947) model focuses on initially addressing change resistance, this change plan
represents a more complex undertaking. It introduces systemic changes that disrupt both practice
and culture, potentially complicating and intensifying forms of change resistance (Damawan &
Azizah, 2020). Social justice leadership faces additional resistance from entrenched cultural norms
and reluctance to changing paradigms and values (Hynds, 2010; Murray-Johnson & Guerra, 2017;
Theoharis, 2007). Such complexity not only requires a substantial shift in organizational mindset
and practice but also presents significant difficulties in measuring and evaluating the impact of
these changes. Traditional evaluation metrics may not effectively capture the distinct aspect of
social change in higher education (Wall et al., 2014), potentially leading to underestimation of its
true value and impact within the organization. Moreover, assessment practices in higher education

are often seen as contributing to the neoliberal trend that overly commodifies education (Hursch &
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Wall, 2011). These factors together highlight the need for me to encourage ongoing social change
readiness as a form of countering change resistance, which will be addressed in the next section, as
well as the need to thoughtfully consider the evaluation of such a socially just change plan, which
will be addressed in the next chapter.

Change Readiness

Lewin (1947) introduced the concept of resistance to change as a natural response to
shifting from familiar to unfamiliar scenarios. Though resistance management is critical to change
management (Errida & Lofti, 2021), the concepts of change readiness and change capacity place a
greater emphasis on recognizing and shaping precursors to behaviours regarding change efforts
(Armenakis et al., 1993; Errida & Lofti, 2021). Readiness for change is a decisive factor in support
for change initiatives and is essential for successful change implementation in organizations (Wang
et al., 2020). Change readiness reflects beliefs and attitudes about the necessity and capability for
change (Vakola, 2013). Within this change plan, change readiness particularly highlights the
willingness to alter those beliefs and attitudes in favor of an evolving organizational culture.
Change readiness is therefore not merely a concern before the change but a significant aspect that
requires attention and action throughout the entire change process (Armenakis et al., 1993).

In the holistic conceptualization of readiness for organizational change, Vakola (2013)
identified three interdependent levels of readiness: micro-individual, meso-group, and macro-
organizational. This delineation is a more expansive view of the individual-organizational two-
level dichotomy often seen in change management literature (Errida & Lofti, 2021). These three
levels of readiness are useful for systematically examining the change readiness of the placement
network. The individual readiness of actors will directly impact their engagement with the
proposed changes and their implementation of new equity-focused solutions. Group readiness will

affect how sub-units within the placement network collaborate and support the change initiatives.
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Lastly, macro-level readiness will reflect the inter-organizational network’s overall capacity to
enact and sustain the proposed changes. The following sections analyze the placement network’s
readiness for change at all three levels, concluding with the introduction of an assessment tool for
evaluating organizational readiness for social change.
Individual and Group Readiness

Micro-level readiness focuses on individual members of the organization, including their
beliefs, attitudes, and intentions regarding the necessity and capability of implementing change
(Vakola, 2013). This readiness is shaped by experiences in the work context and is likely to change
as individuals’ experiences change, making it a dynamic rather than static concept (Choi & Ruona,
2011). In my change framework, individual readiness for change parallels Lewin’s (1947)
unfreezing step, where attitudes shift to view change as necessary and achievable. Beer et al.
(1990) emphasized redefining roles and responsibilities to align with the organization’s new vision
and processes, as without this realignment, individuals may continue to operate within old
behaviours, undermining new initiatives. This culture-informed change process therefore requires
addressing individual beliefs and attitudes continuously to ensure readiness and ability to adapt.

Meso-level group readiness acknowledges the influence of group norms and expectations
on members’ behavior and the change process (Vakola, 2013). Hooley et al.’s (2018, 2021)
signposts emphasize the importance of building critical consciousness and encouraging collective
action, crucial for fostering group readiness. Schein (1990) highlighted that deeply embedded
assumptions within organizational culture often manifest as unconscious behaviors. This makes
conscientization, rooted in Freire’s (1970) work, particularly relevant, as it involves developing a
critical awareness of one’s social reality through reflection and action. Integrating these signposts
strengthens group-level change readiness by highlighting the need for collective understanding and

action in justice-oriented organizational change.
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Proactively addressing implementation challenges involves understanding a range of
potential resistance types that emerge within individuals and groups during organizational change.
These include: (a) logical resistance, questioning capacity and feasibility, (b) psychological
resistance, rooted in negative emotions like fear and mistrust, and (c) sociological resistance,
influenced by group dynamics and sociocultural-political ideologies (Kuzhda, 2016). My change
process must be aware of these potential forms of resistance and work proactively to mitigate them,
fostering readiness for change instead.

Collaboration and inter-organizational teaming may encounter logistical resistance during
implementation, such as conflicting schedules and competing priorities, particularly among
students and external partners. Prioritizing technology-driven solutions, including virtual meetings,
collaborative online workspaces, asynchronous forums, and recorded sessions (Hertel et al., 2005),
will help me effectively manage these challenges. These flexible and diverse avenues for active
participation will ensure that everyone can contribute despite their time constraints.

Addressing concerns from SO staff, especially those with unionized status, about additional
responsibilities requires sensitive handling. Mitigating these challenges will require that |
emphasize the importance of transparent communication, shared decision-making, and respect for
the roles and concerns of unionized employees (Schuster & Weidman, 2006). Recognizing that SO
job descriptions cannot be changed, it is essential to consider how ready staff are to adapt their
roles and incorporate equity-oriented practices. | must regularly communicate clear role
expectations and scope, provide support and resources, and convey my appreciation. | will need to
ensure that any shifting responsibilities remain consistent with existing job descriptions, allowing
staff to co-create this alignment not only in terms of duties but also in achieving shared goals. This
approach will help integrate equity considerations into their placement tasks in a way that feels

natural and aligned with their professional objectives.
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Psychological resistance may emerge in efforts to engage students who are indifferent to
the change process, who feel uncomfortable expressing their opinions, or who are hesitant to
participate. This disengagement would pose a significant challenge, given their central, elevated
role. Creating welcoming, inclusive, and non-judgmental spaces for student engagement is
essential (Mansfield, 2019). To encourage participation and deepen understanding of student
experiences and perspectives, | will in part utilize anonymous feedback tools like surveys, coupled
with sentiment analysis of this feedback (Santhanam et al., 2021).

Lastly, a key sociological resistance challenge could be a lack of understanding towards the
experiences of equity-deserving teacher candidates. This apathy would be especially concerning,
given that this change process is driven by social justice and empathy. To overcome this potential
resistance, needfinding that centres storytelling (Elsbach & Stigliani, 2018) will help staff and
partners connect with the lived experiences of these preservice teachers. Furthermore, providing
social justice-oriented (Hooley et al., 2018, 2021) competency development opportunities (Beer et
al., 1990) will deepen contributors’ understanding of the complexities and importance of equity-
centred change. Here, this professional development could include widely available and accessible
trainings as well as coaching conversations with SO staff during individual and team meetings.
Organizational Readiness

Organizational readiness at the macro level pertains to the overall capability of the
organization or, in this change plan’s case, organizations, to implement change (Vakola, 2013).
Organizational readiness to change will be positively influenced by a high level of individual
readiness to change, and, similarly, a high level of group readiness will positively influence
organizational readiness to change (Vakola, 2013). While higher education institutions should
mirror broader social transformations, they often exhibit significant resistance to change, typically

favoring slow and incremental adjustments, if any at all (Anderson, 2023). There remain
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significant barriers to change in higher education as resistance is deeply embedded in higher
education’s culture and structures, such as tenure, unionization, time restraints, and a pervasive
adherence to tradition (Anderson, 2023; Chandler, 2010). As noted in the first chapter, placements
are done with hundreds of host schools and even more individual administrators. It is likely that
there will be a wide range of interest and readiness across these partners to engage in the change
process. Based on past experiences and some outreach, the SO team and | can identify the
strongest supporters of such changes and prioritize their involvement early on. By identifying and
engaging these key supporters, we can create a foundation of strong, ready partners who will drive
the initial phases of the change process. This involvement can grow over time as more schools see
the benefits and successes of the new approach. An ideal solution would therefore not rely on the
active involvement and buy-in of each individual host school. While broad support is desirable, it
is also impractical. The ideal solution should be adaptable and multipronged, allowing for and
requiring varying levels of engagement from different partners. In the forthcoming solution
evaluation section, | will partly assess the viability of proposed solutions based on their ability to
function without across-the-board support from all host schools.

The trilateral change management framework inherently addresses individual and group
readiness, stressing the present need to assess organizational readiness, especially in the context of
social change. Recognizing that the envisioned future state addresses issues of systemic and
cultural inequity, I am focusing on evaluating organizational readiness for such transformative
work. Campbell and Kunreuther’s (2006) practitioner-oriented “Assessment of Organizational
Readiness for Social Change” tool is well-suited for gauging an organization’s readiness for social
justice-oriented change. The assessment questions, such as "Does your organization have a written
mission statement that guides your work?" and "How do your organization’s leaders reflect the

communities you serve?", directly probe the alignment of the organization’s vision, leadership, and



45

activities with social change principles. Similarly, questions about the representativeness of
leadership and student participation in decision-making processes assess the extent to which the
organization embodies equity and inclusivity. By scoring responses from A (least readiness) to D
(most readiness), the tool effectively highlights areas of strength and opportunities for growth in
aligning with social justice values. This assessment is particularly relevant as it resonates with
principles of social justice-oriented, transformative leadership and mission-driven, collective action
(Shields, 2020; Theoharis, 2007), providing a clear, quantifiable measure of the organization’s
current state and its potential for embracing transformative change.

| completed the assessment based on my own perceptions of the SO, resulting in a score of
11 (see Appendix C). This mid-range score indicates a state of progress. It suggests that while the
SO is already implementing some aspects successfully, there are focus areas requiring strategic
improvement. Notably, these include developing a shared vision, incorporating this vision into
evaluation processes, and establishing formal structures for student, staff, and partner engagement
in social change. Appropriately, the trilateral change framework includes steps that specifically
address these deficits. While | am the only one who has so far taken this assessment, the upcoming
chapter on the change plan will include co-constructing a similar tool to monitor readiness progress
among staff and partners during the change process. Engaging in this reflective process fosters a
deeper understanding of organizational readiness levels and patterns throughout the inter-
organizational network. It will also help identify those host schools and individual administrators
who may be most ready to join the initial change process. Lastly, it pinpoints specific areas in the
change plan overall that may need more focused and considered interventions, either within or
among certain individuals and groups.
Leadership Wellbeing and Change Readiness

| believe that successful change implementation relies not just on traditional notions of
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change readiness but also on a more comprehensive view that accounts for health and resilience. In
this context, leaders’ wellbeing is also essential for effective change management. Leaders in good
mental and emotional health are better equipped to navigate organizational change complexities
and manage related stresses (Nielsen & Daniels, 2012), as well as cultivate a resilient
organizational culture (Bachman et al., 2023). They also experience reduced stress and increased
work engagement (Weiss et al., 2018). These insights are especially pertinent as | view leadership
as a collaborative process, positioning every contributor in change implementation as a leader.
Individuals involved in social justice education often experience increased emotional labor, as they
face the challenge of addressing systemic injustices and inequalities within the educational system
(Gandolfi & Mills, 2023). This work can lead to feelings of being overwhelmed by the challenges
of achieving certain ideals (Gandolfi & Mills, 2023). This change initiative requires leaders to
navigate not only structural but also deeply ingrained cultural and attitudinal shifts. Their personal
wellbeing therefore becomes a significant factor in their readiness and capacity to drive, inform,
and sustain such transformative change. During the change process, maintaining and enhancing
leader wellbeing is not just a matter of individual readiness but a strategic imperative for group and
organizational readiness as well.

Change readiness is crucial for the successful implementation of this initiative, as it reflects
individual, group, and organizational willingness and ability to evolve alongside the shifting
organizational culture. Recognizing the multi-level nature of readiness allows me to more
comprehensively assess how prepared the placement network is for these changes. In addressing
individual, group, and organizational readiness, | can better ensure a successful change process, as
well as foster a supportive and healthy environment for the proposed transformations. As detailed
in the next section, this thoughtfulness also includes considering the ethical implications of my

approach, to maintain integrity and trust throughout the change process.
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Leadership Ethics in Organizational Change

Neoliberalism’s narrow focus on human capital development in education (Shahjahan,
2014) raises significant ethical considerations, especially when addressing the problem of practice
and devising a change plan centred on equity and belonging. For instance, teacher education
programs often inadequately support preservice teachers of colour, reflecting a predominantly
white culture that overlooks their unique experiences and perspectives (Brown, 2014). Moreover,
the tokenistic recruitment of preservice teachers of colour exacerbates inequities by focusing on
superficial displays of diversity over authentic cultural change. This approach undermines these
students’ senses of belonging and inclusiveness within the teaching profession (Brown, 2014;
Camargo, 2023; Plachowski, 2019). Given these challenges, it becomes essential to thoughtfully
engage with neoliberal structures in higher education. | must consider the ethical implications of
my leadership approach and any related solutions that aim to drive new equity-oriented objectives
alongside existing market-driven imperatives.

My selected method for addressing the PoP should ultimately challenge the marginalization
of equity in a neoliberal placement process. It would facilitate prioritizing and centring equity-
deserving students’ lived experiences and sense of belonging, making placements more accessible,
inclusive, and empowering. An equity-minded subversive-resistant approach to workforce access
represents a form of ethical action. Creating space for ethical actions involves establishing a
forward-thinking system that moves the current vocational discourse towards a more pluralistic
and flourishing approach (Dennis et al., 2019). In this change plan, ethical action occurs when the
unique capital, capacity, and capability of equity-deserving students are deliberately nurtured.
These attributes are prioritized in the placement process for the long-term empowerment of
preservice teachers. This plan is therefore grounded in ethical action, focusing on the humanized

development of teachers within a system that can often be dehumanizing. Assessed against Moen



48

(2017) and Stein’s (2019) more deconstructive inclinations, this subversive approach may not be
considered as radical or transformative enough. However, given the overall context, this approach
is still ultimately valuable and, most importantly, ethical.
A Shared Ethical Responsibility to Critique and Care

While the problem of practice is situated within teacher education, it is not guided by an
ethic of the profession, the ethical standards and norms inherent to the educational profession
(Shapiro & Stefkovich, 2005). In fact, the desired change is a subversive ethic of critique to the
ethic of the profession. The ethic of critique challenges the status quo and addresses issues of
power, privilege, and inequality, and other systemic injustices (Shapiro & Stefkovich, 2005; Wood
& Hilton, 2012). Key elements of the change plan, including my problematization of the
inequitable placement process, my transformative leadership approach, my subversive-resistance
change leadership, and my use of the five signposts, align closely with an ethic of critique.
Applying this paradigm in the context of this organizational change means actively questioning
and challenging existing systems and structures that perpetuate inequity and injustice in the
placement process. Driven by the proposed change management framework, it involves a shared
ethical responsibility among all actors to recognize and address equity gaps and injustice within
their own and others’ practice.

While an ethic of critique helps to frame the PoP, an ethic of care (Shapiro & Stefkovich,
2005) is what motivates action. The central problem directly relates to the ethic of care’s concern
with “how decisions, issues, and circumstances serve to hurt others ... focusing particularly on
aiding students in achieving their education and career goals” (Wood & Hilton, 2012, p. 203). The
ethic of care also resonates with evolving views on the responsibility of higher education and its
duty of care towards students. This shift had moved from a paternalistic approach to a bystander

role, and finally now to a facilitator model where the institution collaborates actively with students,
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working together to address their individual needs (Squires, 2023). Approaching the ethic of care
as a critical allyship process (Nixon, 2019) ensures that care is expressed as a form of solidarity,
not salvation. In this context, the ethic of care emphasizes the shared responsibility of all
contributors in the organizational change. It encourages actors to deepen their understanding of and
give more intentional consideration to preservice teachers’ holistic identity development. This
ethical action creates and cares about a culture and system attentive to the needs and goals of
equity-deserving students. Preservice teachers should be aware of, know how to receive, and be
able to benefit from equitable and affirming support that serves both their field experiences and
career progression. This ethical care approach promotes self-directed growth and belonging,
helping students actively pursue their unique education and career goals.
Strategies and Solutions to Address the Problem of Practice

Shifting from broader concepts of change, this section explores a range of practical
strategies and solutions to address the identified problem of practice. Each option presents distinct
advantages and disadvantages, as well as unique approaches to effect and facilitate change. |
carefully evaluate an array of initiatives, both within and beyond existing frameworks. The three
core evaluation criteria focus on identifying strategies that align with transformative leadership and
achieve a sustainable, equity-driven cultural shift within the placement network.
Evaluation Criteria

The first chapter explored how a culture change could sustainably support equity-related
considerations while ensuring adaptability to evolving and unforeseen challenges. This discussion
also helps inform the evaluation of potential solution to the problem of practice. The evaluation
criteria outlined here emphasize several key factors for the success and sustainability of the change
initiative. The first criterion examines the feasibility and practicality of engaging the placement

network. The second criterion evaluates how the proposed solutions contribute to an underlying
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cultural shift towards equity and inclusion. The third criterion assesses the empowerment of
preservice teachers, focusing on their support and readiness for both immediate and long-term
professional success. Each criterion ensures that the proposed changes are practical, targeted, and
sustainable, leading to a lasting impact on the placement process and network, as well as the future
teachers they serve.
Appropriate Engagement of the Placement Network

This criterion evaluates the readiness and capacity to implement new strategies, considering
organizational capacities, resources, and established purviews. It also reinforces the strategic
imperative of Beer et al.’s (1990) six steps that culminate in institutionalizing change through
formal structures. Reflecting Hooley et al.’s (2018, 2021) guidance, this criterion emphasizes the
need for comprehensive changes across both individual and system levels. For change to be most
effective, it is essential that any selected solution actively engages the entire placement network
within certain boundaries. This engagement must begin within my leadership’s purview, sphere of
influence, and professional agency. Ensuring the solution aligns with a leader’s capacities and
areas of control enhances its effectiveness and applicability (McDermott et al., 2013; Sullivan et
al., 2012). Instead of merely advocating for others within or outside of QuebecU to take
responsibility, my leadership role should include actively bringing in collaborators and involving
them in the change process. As noted in the first chapter, university partnerships should ideally
provide opportunities to empower all parties as change agents (Handscomb et al., 2014). They
should feel that the solution is feasible because of their involvement and insights. | must therefore
meaningfully engage various actors in the placement network as part of the change process, albeit
within the limits and possibilities also outlined in the first chapter. Therefore, this criterion aims to
ensure that the solution supports engaging and empowering collaborators while not requiring

universal buy-in from host schools for successful implementation. Evaluating this criterion
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involves asking whether the proposed solution (a) empowers actors across the placement network
as agents of change and (b) allows for successful implementation without requiring the
involvement and buy-in of every host school.
Contribution to an Underlying Culture Change

Evaluating whether the solution contributes to an underlying culture change is crucial,
given the transformation needed to address the PoP. This criterion considers whether
organizational assumptions and values are being directed towards prioritizing equity and inclusion.
Schein (1990) maintained that leadership plays a decisive role in shaping organizational culture
through guided evolution and managed change. Real, sustainable change in higher education also
requires engaging in proactive cultural change through mutual adaptation and social movements
(Kezar, 2011). This approach fosters ownership and deep transformation, aligning innovations with
the internal culture and structures of the institution. Any solution | implement should guide an
evolution from a bureaucratic to a more equity-oriented culture. Namely, this means moving away
from a culture rooted in standardized procedures and hierarchical decision-making towards one
that prioritizes students’ individual needs and sense of belonging, while actively addressing any
barriers they would relatedly face (Itano-Boase et al., 2021). Evaluating the proposed solution not
only on its practicality, but its cultural effect as well, ensures that the changes are not transient or
superficial but become an integral part of the organization. Evaluating this criterion involves
asking whether the proposed solution (a) contributes to an underlying culture change, (b) pervading
both QuebecU and host schools, and (c) both develops supportive environments for equity-
deserving students and actively works to eliminate barriers.
Empowerment of Preservice Teachers in the Short- and Long-Term

The criterion of empowering preservice teachers in the short- and long-term is

multifaceted. The aforementioned ethical considerations shaping the change leadership,
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particularly the ethic of critique and care, are central. Implementing these ethics in the context of
teacher education necessitates a reorientation of how equity-deserving preservice teachers are
supported. This change involves not only modifying existing structures and processes to support
these students (McKenzie et al., 2008) but also imbuing them with a deeper sense of responsibility,
social justice, and care.

Any selected solution should support actors centring equity-deserving preservice teachers
in the placement process. Additionally, applying Tuck’s (2009) desire-based approach advocates
for recognizing and valuing unique the capital, capacity, and capabilities (Moodie et al., 2002) of
these individuals. This approach moves beyond deficit-based narratives and instead focuses on the
strengths, desires, and potentials of preservice teachers, offering a more empowering and inclusive
framework for their personal and professional development. Ultimately, for sustaining the change,
an effective solution should focus on and allocate resources for a holistic understanding of teacher
identity, as detailed in the first chapter. This criterion considers whether the placement process
ensures preservice teachers are both prepared for their duties and feel a deep sense of belonging in
the teaching profession, which they can carry forward in their career transition. Evaluating this
criterion involves asking whether the proposed solution (a) adjusts the placement process to
support preservice teachers, instead of requiring them to adapt to the process; (b) addresses
preservice teachers’ capital, capacity, and capabilities; (c) supports preservice teachers’ readiness
for their fieldwork and professional career transition.

Potential Solutions

This section presents three options, promoting varying degrees of nuance, additivity, and
comprehensiveness. Each potential solution is then assessed against the established evaluation
criteria and a score is tabulated (see Table D2). Through this comprehensive analysis, one strategy

emerges as particularly well suited to meet the complex demands of the PoP.
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Reproduction of Disability Accommodation Process

The first potential solution draws from the current principles, guidelines, and procedures
governing placement-specific accommodations for preservice teachers with documented
disabilities (SO, n.d.-b). Similar to the disability accommodation process, students would need to
submit a formal request for their specific non-disability, equity-related consideration. This
submission would require clearly articulating the request’s reasonableness, relevance to the
educational experience, and alignment with personal circumstances or identity. Like the disability
accommodation process, supporting documentation or other forms of evidence would be
necessary. This could include medical documentation, personal statements, reference letters, or
other relevant documentation that supports the request’s validity. Upon approval, an internal
committee would formulate an individualized plan detailing the accommodation’s implementation
in the upcoming placement, as possible.

Because this accommodation process would fall outside the scope of the University’s
accessibility office, I would need to gather and manage internal resources to implement this
solution. Student Office staff time would need to be allocated to this process, similar to how it is
for disability-related accommodations. Additionally, I would look to replace the committee role
usually held by an accessibility office staff member with a faculty member. Financial resources
may also be necessary to cover costs associated with implementing certain considerations, such as
providing additional training for or resources to students, supervisors, and mentor teachers.
Co-Curricular Additions

A co-curricular programming solution would involve creating and offering educational
materials or opportunities specifically designed for equity-deserving students. These resources
would be optionally available to preservice teachers outside of coursework and allotted course

time. These additional programs and resources would be informed by existing research and
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practice in equity-oriented co-curricular teacher education strategies, such as workshops for queer
preservice teachers and allies (Benson et al., 2014), dedicated career and alumni services for
Indigenous preservice teachers (Tessaro et al., 2021), and online modules on preservice teacher
wellbeing (Boke et al., 2020). This solution would not entail any actual change to the placement
process, the placements, or placement actors’ responsibilities.

| would sponsor this project as the director, while the mid-manager would handle its
operations. These programs could be developed in-house by the SO staff, likely during the quieter
summer months when larger projects have been developed in the past. Alternatively, faculty
members with expertise in DEI-informed teacher education could assist in developing these
resources as part of a research project. This approach might incur costs associated with hiring a
research assistant and could pose ethical issues related to data collection. Another, more costly
option would be to solicit proposals from external vendors offering turnkey solutions or from
individual instructional designers who could create custom programs.
Comprehensive Artifactual Reform

The final solution is a comprehensive reform inspired by various conceptual frameworks
methodizing organizational change. These frameworks include considering structure-process-
attitude (Kezar, 2013), people-process-tools (Siemens et al., 2018), culture-people-processes (Jisc,
2014), content-people-process (Al-Haddad & Kotnour, 2015), and pedagogy-ideology-structure
(Shank Lauwo et al., 2022). | have synthesized these into a custom and contextualized conceptual

framework likewise developed to address organizational culture (see Figure 4).



55

Figure 4

4P Conceptual Framework

Artifacts

The preservice teacher fieldwork placement process should
Values promote equity and belonging in the teaching profession

) Universities and partners are responsible for preservice teachers’
Assumptions personal and professional development during fieldwork

Note. This figure was created by the author and illustratively adapts the levels of culture from
“Organizational culture,” by E. H. Schein, 1990, American Psychologist, 45(2), 109-1109.

https://doi.org/10.1037/0003-066x.45.2.109.

The 4P framework is presented as a conceptual model, providing a research- and practice-
informed direction to a network of collaborators. In his seminal work on organizational culture,
Schein (1990) introduced “three fundamental levels at which culture manifests itself: (a)
observable artifacts, (b) values, and (c) basic underlying assumptions” (p. 111). These three levels
are critical to the inter-organizational context, contribute to the current PoP, and can in turn support
introducing more equitable change. In my 4P conceptual framework, each P represent an artifact of
the placement organizational culture. Policy refers to the SO’s guiding principles and rules that
largely inform decision-making during the placement process. Process involves the methods used
to secure placements, including the collection and integration of student information. Programs are

initiatives supporting students’ and partners’ ability to navigate a more equity-oriented placement
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process. Lastly, partnerships focus on the collaborative engagement and institutionalization of
relevant parties in new equity-oriented policy, processes, and programs. The 4P framework’s
design also facilitates a bidirectional effect based on the levels of culture. The designs of the
reformed policies, processes, programs, and partnerships will be founded on shifting assumptions
and values, effectively shaping the organizational culture. Equally, these four artifacts will serve to
solidify the shifting values and assumptions for the actors within the organization-environment.
The framework’s flexible structure encourages open ideation and formation, allowing me to invite
diverse perspectives to shape and refine its implementation. It can be dynamically adapted to meet
the evolving needs and insights of all parties involved in the change process, particularly equity-
deserving students. This relationship will ensure that the reforms are robust, sustainable, and
expansive, fostering a culture that is both supportive and reflective of the desired changes.

This comprehensive solution is admittedly ambitious and far-reaching. Given the SO’s
independent management and the University’s commitment to DEI initiatives, | am however well-
positioned as a senior leader to champion this undertaking and cultural shift, particularly in
reforming the SO’s operations. Leadership roles and responsibilities for implementing the
framework would also be guided by a collaborative and participatory approach, ensuring diverse
perspectives and shared leadership throughout the process and across the placement network.
Primarily, this solution would require human resources, including SO staff, students, and partners,
as well as their time. Non-programmatic artifacts we would implement would demand minimal
financial resources. Programs would not represent a major financial burden, as they would be part
of a broader set of initiatives and would not necessarily need to be fully housed within the SO. For
instance, these programs could be managed in collaboration with certain host schools or developed
by working with on-campus student service partners to promote or adapt existing programs. To

make this solution more manageable, | would approach it by starting with implementing new or
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revised 4P components in pilot environments, such as specific practicums, programs, or host
schools. This strategy would create a solid foundation for further changes and implementation.
Rationale for Selected Solution

In evaluating the three potential solutions (see Table D2), the 4P framework is clearly
calculated as the most appropriate. The reproduced accommodation process solution, although
aligned with current practice, does not fully meet the set evaluation criteria. It would engage the
entire placement network, as well as cultivate a cultural shift around what constitutes justifiable
accommodation. However, it would require each host school’s buy-in, which is not guaranteed nor
enforceable by any current law, policy, or process. This option also primarily focuses on
addressing short-term, individual student needs for a single upcoming placement. This approach
does not effectively address the broader, long-term resources needed for students’ self-directed
career management. What is more, the current disability accommodation process for fieldwork is
itself a problematic model to use, as it tends to be less commonly accessed and more ethically
contentious (Baldwin, 2007), reinforces aforementioned access barriers such as fear of judgement
(MacDonald et al., 2022) and shame (Lightner et al., 2012), and relies on outdated perspectives on
the use and importance of disability documentation (Banerjee & Lalor, 2021).

The co-curricular additions suffer the most from their detached nature. They would only
serve to help students adapt to and navigate the current placement process. They would also require
SO staff launch and manage a large, ongoing project, likely on their own. Co-curricular additions
would not necessitate engaging host schools, nor would they contribute to cultural or
organizational change within the SO or among its partners. Moreover, solely situating the solution
in a co-curricular context would be paradoxical considering that students are not able to equally
access or benefit from these supplemental, time-consuming opportunities (Olewnik et al., 2023;

Winstone et al., 2020), which belies my justice-oriented leadership approach.
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While each of the first two solutions offers unique approaches to support preservice
teachers, combining these strategies is equally not advisable for achieving the overarching goal of
fostering an equity-oriented, culture-informed change. Even collectively, the solutions fail to
address all evaluation criteria. These solutions, although beneficial in certain aspects, do not
holistically integrate or reinforce each other to create the systemic, cultural shift necessary for truly
embedding equity at the core of the placement process. Therefore, a more integrated and
comprehensive approach is required to meet the complex demands of fostering a genuinely equity-
oriented culture in the context of teacher education fieldwork.

The selected solution, comprehensive artifactual reform, is deeply anchored in the context
of the placement network. The 4Ps align with capable transformations to various components that
comprise and contribute to the overall placement process. It allows my colleagues and me to
engage students and partners within the limits of their resources and capacity. However, it does not
rely on the cooperation or participation of all partner host schools, should their involvement be
unavailable or unnecessary. The 4P framework solution also addresses the need for an
organizational cultural shift, focusing on transforming existing structures and dynamics that span
across organizations and levels. In leading change through this framework, | can ensure that new
policies, processes, programs, and partnerships are grounded in transformative values and
assumptions, reshaping the organizational culture from bureaucratic practices towards an equity-
focused orientation. Central to this solution is the upliftment and empowerment of equity-
deserving preservice teachers, addressing their identity resources and other supports
comprehensively through tangible changes. Aligned with distributed leadership, this framework
enables me to foster collective efforts in addressing equity-related considerations. Its
comprehensive nature supports implementing change that strengthens partnerships, shared

responsibility, and accountability among all participants. Additionally, the approach is designed to
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achieve long-term, sustainable impact. By taking this approach, | am rejecting provisional
solutions in favour of enduring impacts on preservice teachers both within their field placements
and during their transition into the workforce.

To provide concrete context of how the conceptual framework can be put into practice,
Table D1 presents a range of illustrative examples of potential reforms or new initiatives in policy,
process, programs, and partnerships. These examples are merely ideas, not prescriptive solutions.
They highlight how systematically addressing equity considerations is a multi-faceted endeavor,
not limited to matching students with specific placements based on requests and considerations.
The 4P solution is ultimately a framework for considering engagement across all aspects and
stages of the placement process. Given my leadership approach and change framework, the
example artifacts in Table D1 are presented with the understanding that any eventual ideation and
implementation of the 4Ps would be the result of a thoughtful, participatory process involving a
wide range of contributors. While these initial ideas are generated from my single perspective, the
true potential and innovation will come from what is envisioned and refined by several individuals
and groups, leveraging the collective creativity, expertise, and insight of all involved.

The 4Ps Moving Forward

Although policy reform supports institutionalizing change, genuine educational
transformation demands efforts that surpass the confines of policy (Wiseman, 2018). Effective
organizational change in teacher education also “must go beyond programming approaches to
include anti-discriminatory work at the systemic level with all [partner] groups” (Schmidt, 2010, p.
250, as cited in Marom, 2017). Consequently, the 4P framework helps me approach the problem of
practice through a comprehensive analysis of the elements that constitute and inform the placement
process. It emphasizes the need for my collaborators and me to consider the complex and

interrelated ways preservice teachers experience, navigate, and are impacted by the placement
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process. This approach addresses the intricate nature of the teacher education fieldwork
environment and the diverse experiences of preservice teachers within it.

The next chapter on implementing, communicating, and evaluating the change plan will
explore the practical application of the 4Ps and their associated values and assumptions in such a
particular inter-organizational setting. It is important to remember and recognize that the change
plan is grounded in concepts such as distributed leadership, group conscientization, and collective
action. However, its formulation in this DiP is by a singular author in a leadership position in one
administrative unit. Therefore, the change plan should not and will not unilaterally devise and
dictate exact forms for each of the 4Ps. Instead, through the forthcoming plan I will use the 4P
framework to present the placement process artifacts that require reform. The third and final
chapter will address how relevant parties would then collaboratively interpret, conceptualize, and
implement these 4Ps, with a focus on centring the voices and experiences of equity-deserving

preservice teachers.
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Chapter 3: Implementation, Communication, and Evaluation

The first two chapters explored the systemic and cultural barriers faced by equity-deserving
preservice teachers in the fieldwork placement process, as well presented the change process and
solution. These sections emphasized the need for an integrative approach that combines ambition
for equity-oriented change with the practical needs of the inter-organizational placement network.
The third chapter now transitions from theoretical frameworks to the actual, actionable steps these
frameworks suggest. Here, the 4P framework, addressing policy, process, programs, and
partnerships, is fully operationalized. This chapter outlines the specific actions needed to move
toward the desired future state, detailing the approach to engaging all parties through thoughtful
implementation, communication, monitoring, and evaluation plans.
A Guiding, Cyclical Framework

While the trilateral change framework provides the conceptual foundation for change, the
actual change plan now requires the pragmatic and structured application of these ideas. To bridge
the gap between theory and practice, | have devised an intentional guiding approach, focused on
how change will be effectively implemented, communicated, and evaluated. This approach allows
me to ensure that the strategies adopted are not only conceptually aligned but also practically
viable and responsive to the dynamics of the problem of practice (PoP), the involved parties, and
the organizational context. Resultingly, the 4P framework’s implementation, communication, and
evaluation are founded on Lewin’s (1946) action research cycle, as well as informed by relevant
principles of the Plan-Do-Check-Act (PDCA) and design thinking frameworks (see Figure 5). This
approach commits to a continuous, empathetic, and adaptive change process. It enables my
collaborators and me to implement, learn, and adjust strategies in an evolving, equity-focused

inter-organizational context.
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Figure 5

Implementation, Communication, and Evaluation Cycle

Reflect... empathetically on the Reflect Plan Plan... openly and.
implemented changes to identify S collaboratively, guided by
refinements needed in both the empathetic understandings of
4P artifacts and the underlying @ : ' @ equity-deserving students’
assumptions and values. needs.
Observe Act Act... by implementing and
Observe... by testing and checking communicating prototypical 4P
the 4P prototypes through artifacts, according to the
monitoring and evaluation. trilateral change framework.

As Lewin (1947) is the originator of one part of my trilateral change framework, it is
logical to establish the change implementation using Lewin’s (1946) action research concept. The
cyclical and iterative process of planning, acting, observing, and reflecting (Kemmis et al., 2014)
befits settings that allow for ongoing adaptation and collaboration, such as preservice teacher
fieldwork placements. These placements, operating in predictable academic cycles, allow for the
continuous testing and refining of new interventions. Each cycle provides my collaborators and me
a chance to implement changes, collect feedback, and make necessary adjustments.

This action research method parallels the Plan-Do-Check-Act (PDCA) cycle, a strategic
learning process (Pietrzak & Paliszkiewics, 2015). Similar to action research, the PDCA cycle
involves a series of iterative steps: planning (plan), implementation (do), evaluation (check), and
adjustment (act). The PDCA cycle emphasizes both single-loop learning, where actions are
modified based on outcomes, and double-loop learning, involving a re-examination of underlying
assumptions and values (Pietrzak & Paliszkiewics, 2015). Notably, assumptions and values

represent two key levels of culture in Schein’s (1990) model and are critical to the 4P solution’s
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framework. PDCA also aligns with my leadership approach by recognizing that even the
assumptions and values shaping the 4P solution are open to collective re-evaluation and adaptation.

Lastly, design thinking’s empathize-define-ideate-prototype-test cycle (Plattner et al.,
2009) effectively complements the action research and PDCA frameworks. It focuses on
understanding affected parties’ needs and transforming ideas into practice. Practically, designing
thinking focuses on needfinding processes, activities centered around deeply exploring and
empathizing with affected parties’ needs and experiences to inform and inspire innovative
solutions (Elsbach & Stigliani, 2018). Notably, design thinking is particularly effective in co-
creating solutions with students (Dollinger & Lodge, 2020), whose needs and experiences are
central to this PoP and change process. Integrating design thinking principles into the
implementation process ensures the change process is characterized by empathy, collaboration,
adaptability, and human-centric innovation (Elsbach & Stigliani, 2018). Design thinking therefore
not only aligns with my personal and change leadership approaches but also promotes many of the
desired values of the organizational culture underlying the 4P solution.

Change Process Implementation

The 4P framework implementation is structured to align with the placement network and
process while fostering a leadership approach aimed at driving significant equity-oriented change.
The change plan is also grounded in transformative leadership (Shields, 2010, 2020), and my
related change leadership approaches. Firstly, the change plan continues to be anchored in
distributed leadership, ensuring that its implementation is collective, collaborative, and open,
allowing for broad engagement across and among internal and external partners. By establishing
structures, processes, and communication channels enabling widespread contribution, there is a
sense of shared responsibility and ownership over the change process. This inclusive approach is

vital to ensure the diverse voices and experiences within and outside of QuebecU are heard and
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integrated into the implementation. Secondly, the change plan continues to promote a subversive-
resistant approach. | would operate within the Student Office’s existing structures, such as team
meetings and working groups, yet reorient these channels with social justice objectives. This
approach aligns with the organizational context by using familiar frameworks and processes, yet it
subverts these norms to advance a more equity-minded agenda.

Throughout the change plan, I also promote prioritizing and centring equity-deserving
students. This practice involves providing space for these students in formal structures to actively
participate in and drive the change. Their needs and perspectives must be at the forefront of other
actors’ considerations during the change process. My collaborators and | should ensure that the
change is not just about structural adjustments but also about fostering a culture of solidarity,
empowerment, and equity, aligned with the 4P framework’s underlying assumptions and values.

Lastly, I am considering wellbeing throughout the implementation process. Recognizing
the labour of engaging in complex, cultural, equity-oriented change (Gandolfi & Mills, 2023), |
will support co-creating and maintaining healthy environments conducive to planning, acting,
observing, and reflecting. All invested parties should continuously feel well-equipped, resilient, de-
stressed, and engaged (Bachman et al., 2023; Nielsen & Daniels, 2012; Weiss et al., 2018). By
prioritizing wellbeing, the SO team and | can provide a supportive space and partnership,
particularly as change agents navigate the challenges and opportunities presented by the change
process. We are also ultimately contributing to a sustainable and effective change process.
Implementation Leadership, Roles, Responsibilities, and Agency

| will oversee the 4P framework’s overall implementation, guiding the strategic direction,
ensuring coherence across initiatives, and making any necessary final approvals. However,
recognizing the value of diverse perspectives and shared leadership, | plan to empower different

internal parties — specifically, staff and students who step forward for these roles — to take the
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positional lead on individual implementation initiatives. This includes drafting communications,
leading forums, facilitating the development of prototypes, and managing the feedback loops. Such
delegation is not only practical but also aligns with the idea of distributed leadership and
participative management that underpins the entire change initiative. To ensure a comprehensive
and collaborative approach, the leadership and implementation process will actively involve inter-
organizational involvement. This includes staff, field supervisors, school partners, and faculty
providing unique perspectives, insights, and expertise. Opportunities for contribution will be
widely communicated, allowing for both collective engagement in forums and more personalized,
meaningful opportunities that prioritize equitable engagement and contribution.

As SO director, | theoretically hold the situated agency to singularly prototype, present, and
introduce changes across all four Ps. However, it is clear that for maximum efficacy and
sustainability, all artifacts should be co-developed with all potential and interested staff, students,
and other partners. By taking this collaborative, distributed leadership approach, I not only enhance
the quality and acceptance of the change implementation but also ensure it is deeply rooted in the
actual needs and contexts of those across the placement network. Therefore, the successful
implementation of this plan hinges on authentic collaboration and the active involvement of a wide
range of contributors, echoing the change initiative’s emphasis on participatory, equity-focused
change. In line with this approach, the forthcoming implementation plan is often described in
broader terms, intentionally not specifying who will undertake each action. This open-endedness
allows the plan to remain flexible and responsive to the levels and areas of interest and engagement
I will see from collaborators.

Implementation in Three Phases
The implementation of the 4P framework is structured into three distinct phases (see Table

2), reflecting the three stages of Lewin’s (1947) change model that ground the trilateral change
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framework. These phases are also characterized by a combination of short-, medium-, and long-
term goals, defined according to specific timelines within the academic year. Each phase includes
implementation strategies focused on fostering a culture-minded, solidarity-driven, collaborative,
and healthy approach to action. Notably, the plan’s cyclical structure allows for continuous
iterative revisions and enhancements, ensuring that short- and medium-term goals not only
catalyze immediate change but also lay the groundwork for long-term transformation.

Phase One (Unfreezing)

The implementation plan’s first phase occurs during the first fall term, from September to
December, laying the groundwork for transformative change. This phase integrates Lewin’s (1947)
concept of unfreezing, Beer et al.’s (1990) first step of mobilizing commitment to change, and
Hooley et al.’s (2018, 2021) initial signposts of building critical consciousness, naming oppression,
and problematizing norms, assumptions, and power relations. This phase involves actors going
beyond merely recognizing the need for change. It involves understanding the issues experienced
by equity-deserving teacher candidates, who are most affected by current systems, aiming to direct
discussions and actions towards a more equitable and just placement process.

Implementing the 4P framework during this phase involves needfinding processes, which is
done by understanding individuals’ lived experiences, cultural contexts, and personal perspectives
(Johnson et al., 2021). The needfinding will use a variety of data collection methods to ensure
comprehensiveness and validity (Creswell, 2009; Maki, 2010). I will lead team members in
gathering a collection of anecdotes and opinions from equity-deserving students and alumni. I will
also seek out additive insights and stories from SO staff, field supervisors, school partners, and
faculty members that enhance the team’s understanding of student experiences within the
fieldwork placement process. To further support this strategic change management process, | will

collaborate with involved parties to co-design a social change readiness self-assessment tool,
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similar to the one | completed in the second chapter (Campbell & Kunreuther, 2006). The results
will provide insights into how individuals across the change process individual, group, and
organizational readiness, as well as identify areas where resistance might be strongest. In
accordance with best distributed leadership practices, | will also foster opportunities for open,
equitable, reflective, critical, healthy dialogue during this process (Woods, 2015; Woods &
Roberts, 2013). These spaces will provide flexible and collaborative opportunities to problematize
the placement process and address individual and/or group concerns with the proposed changes.
Phase Two (Changing)

The second phase of the implementation plan occurs during the first winter term, from
January to April, actualizing change through the development and enactment of a shared vision.
This phase aligns with Lewin’s (1947) changing stage, Beer et al.’s (1990) steps to develop, foster
consensus for, and spread revitalization of a shared vision, and Hooley et al.’s (2018, 2021) goal of
working towards solidarity and collective action. This period involves co-creating a vision with all
involved parties, ensuring alignment with their interests, and highlighting the positive impact on
preservice teachers and the profession.

This phase again involves extensive and collaborative partner engagement, here through
forums designed to refine and align this vision with social justice principles and the 4P framework.
Active efforts will be made to co-create a supportive, open dialogue environment, considering
partners’ wellbeing and readiness. The phase also focuses on developing contributors’ competence
to enact this vision. Most notably, this phase sees the collaborative ideation of new or reformed 4P
artifacts aligned with the evolving shared vision. Prototyping these artifacts involves selecting
optimal pilot environments and considering the most effective settings for initial implementation.
Throughout, the process is marked by continuous feedback loops and check-ins on evolving

partner assumptions, values, and needs.
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Phase Three (Refreezing)

In the third and final phase, the implementation plan transitions into the refreezing stage
(Lewin, 1947), focusing on institutionalizing and monitoring the changes (Beer et al., 1990), as
well as working across various levels and scales (Hooley et al., 2018, 2021). This phase spans
beyond the second, third, and fourth years, solidifying new or reformed 4P artifacts within the
organizational culture to ensure they become integral and enduring. The medium-term goals in the
second year include officially piloting the new or reformed 4P artifacts, with a continued focus on
participant wellbeing and support. Feedback systems are established for continuous collection and
analysis, including assessing the impact on affected parties’ wellbeing. This feedback supports
making iterative adjustments to ensure alignment with the shared vision and the needs of all
parties, particularly equity-deserving students. Tools and metrics are used to measure and
communicate the immediate impact of changes, maintaining transparency and building trust in the
process. Successful 4P artifacts are then formalized within and across organizations, ensuring their
continuity amid staff and partner turnover, with support mechanisms in place for smooth
adaptation. Throughout this phase, the cycle of empathetic review, refinement, and alignment of 4P
artifacts and foundational values continues, ensuring the changes remain relevant and effective.

Looking further into the medium term of the third year and beyond, the focus will be on
generating novel ideas and proposals that align with the cultural shift, fostering an environment of
innovation and creativity. Long-term goals include enhancing the success and retention of equity-
deserving students and alumni, monitoring the impact of the culture-informed changes on their
experiences and outcomes. To enhance scalability, | would aim to establish the SO’s leadership in
equity-focused teacher education through public and industry engagement platforms. Meanwhile,
advocacy efforts will focus on influencing government policies using case studies from the change

implementation.



Table 2

4P Implementation Plan

69

Phase One (Unfreezing)

Short-Term: Fall Term (September — December)

Goals

Implementation Strategies

Establish interest and
need for change

e Utilize various needfinding mechanisms, online and in-person, to
gather lived experiences and perspectives of equity-deserving students
and alumni about the current placement process. Ensure options for
both anonymous and named submissions to accommodate different
comfort levels.

e Engage SO staff, field supervisors, school partners, and faculty using
similar feedback tools, to gather a broad range of insights and stories.

e Conduct a review of existing literature on equity-oriented reforms in
teacher education, with a focus on fieldwork placement processes.

Engage and invite
partners into change
process

e Clearly communicate the identified problem of practice to all partners,
enriching the narrative with shared lived experiences to foster
understanding and empathy.

e Offer diverse and inclusive forums and avenues (asynchronous and
synchronous, for input and/or feedback — e.g., town halls, cross-
functional/organizational working groups, reviewers) for partners to
engage in the change process, including the ideation, prototyping,
and/or testing of new policies, processes, programs, and partnerships.

e Prioritize accessibility and barrier-free participation for equity-
deserving students and alumni, reflecting the commitment to centring
their voices and inputs.

Understand partner
readiness, potential
resistance

e Implement a co-constructed organizational readiness self-assessment
tool among engaged parties.

e Conduct individual and team meetings with SO staff and school
partners to gauge change readiness and address any concerns or
resistance.

e Analyze findings from the readiness assessment and meetings to
understand varying levels of readiness, identify champion partners, and
pinpoint prevailing partner assumptions and values.

Identify problematic
existing structures in
placement process

e Use partner engagement forums to identify existing policies, processes,
programs, and partnerships that perpetuate problematic norms,
assumptions, and power relations.

Foster partner
commitment to
change initiative

¢ Collaboratively develop a terms of reference document for partner
engagement and obtain co-signatures from all actively engaged
partners to signify their commitment to the initiative.
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Phase Two (Changing)

Short-Term: Winter Term (January — April)

Goals

Implementation Strategies

Develop shared vision e

Utilize engagement forums to develop a renewed vision for the
placement process, aligning it with social justice principles, new
underlying assumptions and values from the 4P framework. During
these forums, actively foster a supportive environment to encourage
open and healthy dialogue.

Co-develop and share vision among all partners, emphasizing its
alignment with their interests and its impact on preservice teachers
and the profession. Include continuous check-ins to gauge partners’
comfort and wellbeing throughout this process.

Develop partner o
competency to enact
shared vision

Organize cultural competence training resources, covering topics
such as social justice fundamentals, bias awareness, and anti-racism,
for all engaged partners. Ensure training resources are available in
multiple formats to allow for enhanced accessibility across and amid
organizations.

Create spaces for reflection on personal assumptions and values
before, during, and after training.

Incorporate wellbeing and self-care strategies into training resources
to support partners’ mental and emotional health as they engage with
change process.

Ideate new/reformed .
4P artifacts

Use engagement forums to ideate new or reformed policies,
processes, programs, and partnerships.

Engage in collaborative discussions and establish feedback loops to
ensure these artifacts support the shared vision, continuously
revisiting and reassessing partner assumptions and values to align
with the evolving vision.

Prototype new/reformed e
4P artifacts

Create a supportive environment for partners to propose prototypes,
ensuring they feel comfortable providing honest feedback.

Develop prototypes for the new or reformed policies, processes,
programs, and partnerships through multiple engagement forums.
Determine the best pilot rollouts for these initial tests (e.g., pilot
placement, student population, host school partner).
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Table 2 (continued.)

Phase Three (Refreezing)

Medium-Term: Second Year (May - Apr)

Goals Implementation Strategies
Implement o Officially pilot the new or reformed policies, processes, programs,
new/reformed 4P and partnerships.
artifacts e Ensure that pilots include wellbeing check-ins and support

mechanisms for participants.

Test new/reformed 4P o Establish a system for ongoing feedback collection from partners at
artifacts various stages of the pilot implementation, including incorporating
questions about the impact of changes on their wellbeing.

e Use the feedback to make continuous adjustments to the prototypes,
ensuring they remain aligned with the shared vision and effectively
address the needs of all partners, especially equity-deserving teacher
candidates.

Measure and ¢ Implement tools and metrics to measure the cultural impact of
communicate immediate  new/reformed 4P artifacts on the placement process and student
impact experiences.
¢ Regularly communicate these impacts to all partners to maintain
transparency and build trust in the change process.

e Based on evaluation, formally incorporate successful new/reformed
4P artifacts across organization and placements.
Institutionalize changes e Ensure continuity and adaptation amid staff/student/school partner
turnover through onboarding and reboarding processes. Emphasize
the ongoing support available for adapting to these changes.

Note. Continuously cycle through the above phases to empathetically review the implemented
changes, identifying necessary refinements in both the 4P artifacts and the foundational
assumptions and values.

Medium-Term: Third Year

Goals Implementation Strategies

e Foster an environment that encourages innovation without top-down
Encourage further novel  prompts.
ideas and proposals o Create avenues for staff and partners to propose more novel ideas and
initiatives aligned with an equity-oriented culture.
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Long-Term: Fourth Year and Beyond

Goals Implementation Strategies
Enhance success and Monitor and evaluate the impact of culture-level changes on:
retention of equity- e The success rate of equity-deserving students in placements,
deserving studentsand e The retention rate of equity-deserving students in their teacher
alumni education program,

e The retention of equity-deserving alumni in teaching profession.

Establish leadership in e Promote QuebecU’s reputation as a leader in equity-focused teacher

equity-focused teacher education through public media engagement, publishing, public

education forums, and professional networks and associations.

Advocate for policy e Engage in advocacy efforts to incorporate equity-related

changes at government considerations into broader educational policies and guidelines for

level teacher education and field placements, leveraging successful case
studies.

Change Process Communication

An organization’s communication reflects its cultural values, norms, and priorities,
influencing internal operations and external perceptions (Heide et al., 2018). Effective
communication practices are central to fostering an inclusive, dynamic, and cohesive
organizational culture. These practices not only convey the organization’s identity but also
influence partner engagement and organizational success. Truly authentic communication requires
the active engagement and integration of the entire organization, not just communication
professionals, to embody and advance its culture and objectives (Heide et al., 2018). My
communication plan’s strategies therefore appreciate and integrate various inter-organizational
members’ unique communication roles and emphasize the importance of diverse channels. This
section will outline my approaches for authentic and inclusive communication, including the
tailored strategies used to engage various participant groups and address their individual needs. It

will also present the three-phase knowledge mobilization plan. The aim is to convey the need for
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change, engage collaborators in meaningful ways, and ultimately embed the proposed changes into
the organizational culture, ensuring long-term commitment and continuous improvement.
Audience Engagement, Equity, and Empowerment

For the communication plan, it is important that | tailor strategies to the distinct roles and
perspectives of each participant group. These groups, serving as distinct audiences, necessitate
customized communication approaches to ensure engagement, comprehension, and active
participation in the solution’s implementation. Those involved in developing and implementing the
communication plan will need to acknowledge each group’s unique position and tailor messages
and mediums to their needs and preferences, where possible and appropriate.

As the primary beneficiaries of the placement process, current students’ input and feedback
are invaluable. Communication to this group is designed to gather insights on their experiences and
needs, highlighting the importance of their active engagement in the reform process. Channels
facilitating direct, timely, and relevant exchanges are prioritized to ensure equity-deserving
students, in particular, feel heard and valued.

As the placement process’s main facilitators, SO staff are pivotal in the communication
plan. Their deep understanding of operational intricacies makes them key intermediaries and
thereby knowledge brokers (Lavis et al., 2003). They help bridge the gap between process and
practice by translating the change process insights into actionable placement strategies.
Communication efforts therefore focus on enabling staff to share insights, relay feedback from
students and partners, and contribute to refining the implementation strategies. SO administrative
staff also play essential roles in implementing communication efforts, since only they have access
to internal web and email systems.

Given their on-the-ground perspective, field supervisors provide real-time feedback on the

placement process. Communication with this group facilitates the exchange of observations and
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insights, as well as continuous dialogue. Their contributions enable real-time communication of
updates to the placement experience.

Host school partners, including administrators and mentor teachers, play an important role
as both recipients and facilitators of the placement process. Communications to this audience will
emphasize their vital role in student development, offering channels for feedback on placement
suitability and support mechanisms for student self-actualization. Customized communication tools
will strengthen the collaboration between the SO and host school sites.

Alumni, with their unique hindsight, offer a long-term perspective on the impacts of
placement experiences. Tailored communications to this group aim to capture their reflective
insights and invite them to share their stories. Their contributions help demonstrate the lasting
effects of placements and suggest areas for improvement.

Faculty members bring a wealth of intellectual capital and pedagogical expertise.
Communications with this group will largely centre around their subject-matter expertise on
teacher education, which will ensure more evidence-based decision-making and innovation.
Communication with this group also enhances the 4Ps’ alignment with the teacher education
curriculum, as possible and necessary, particularly focusing on professional seminars that serve as
co-requisites to field experience courses.

Overall, the change plan allows me to amplify the voices of those traditionally
marginalized, particularly equity-deserving students, by having their lived experiences and insights
inform the communication process. | can give voice to traditionally silenced groups by offering a
variety of engagement forums tailored to different communication styles and needs, ensuring broad
and authentic involvement. Throughout distinct stages, the plan includes asynchronous and
anonymous feedback mechanisms, along with direct dialogue opportunities, to accommodate

preferences and remove barriers to participation. Equity-deserving students and other parties can
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share their experiences and insights in ways that feel most comfortable to them, enhancing the
inclusivity and responsiveness of the change process.
Knowledge Mobilization Plan

Implementing an effective communication strategy during change initiatives involves a
comprehensive knowledge mobilization approach. This strategy emphasizes systematic processes
to engage and inform all parties, especially those from underrepresented communities, throughout
the change process. Knowledge mobilization encompasses identifying the key messages, target
audiences, and the most effective methods to transfer knowledge, ensuring that the information
shared is actionable, relevant, and tailored to the needs of diverse parties (Lavis et al., 2003). This
approach not only supports the dissemination of critical information but also fosters a collaborative
environment conducive to meaningful social and organizational change. Digital knowledge
mobilization, in particular, plays a meaningful role in enhancing the reach and impact of change
initiatives, particularly for equity-deserving groups (MacKinnon et al., 2021). Digital platforms
offer unique opportunities for broad, inclusive, and interactive communication, allowing for the
dissemination of information and resources in real-time and in accessible formats. This digital
approach supports the engagement of diverse parties, facilitating a more comprehensive and
inclusive understanding of change processes and objectives, ensuring that the knowledge
mobilization strategy effectively contributes to successful organizational change.

The communication plan for this change initiative will require a variety of resources
implemented across its stages. These resources include diverse communication channels, such as a
central web presence, email campaigns, and social media; facilitation resources for interactive
sessions; feedback mechanisms including online platforms for gathering insights; follow-up
systems to track responses; both physical and virtual meeting spaces for engagement; online forms

and survey tools for data collection; allocated staff time for comprehensive planning and
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execution; team meetings integrated into regular schedules; video creation and hosting tools for
dynamic content delivery; and web-conferencing tools for wider reach. Employing a blend of
digital and traditional mediums ensures all contributors are informed, engaged, and equipped to
participate in the change process, regardless of their role or organizational context. My use of this
multi-phased approach not only facilitates a deep understanding of the change initiative but also
fosters a collaborative environment necessary for its successful implementation and sustainability.

The full knowledge mobilization plan for this change initiative, detailed in Table E1,
outlines stages, approaches, milestones, and channels for communicating the change path to
various audiences. It is also designed to align with the implementation plan’s three phases and
QuebecU’s academic calendar. The five stages of change communication include planning,
enabling, launching, catalyzing, and maintaining (Palmer et al., 2016). These stages require a blend
of logical, inspirational, and supportive leadership styles to effectively identify, implement,
motivate, and sustain change efforts (Palmer et al., 2016). My leadership fits this need well, as it
combines these elements to drive meaningful and equitable change.
Phase One (Unfreezing): Planning

The communication planning stage coincides with initial unfreezing phase of the change
plan and the fall term (September-December). It begins with me raising awareness, understanding,
and involvement among all affected parties, with a focus on identifying what needs to change
(Palmer et al., 2016). In the planning stage, the primary objective is to foster awareness and
understanding among affected and relevant parties, as well as to encourage their involvement. This
phase lays the groundwork for the proposed changes and establishes buy-in. Communication
strategies are designed to explain the need for change, the proposed changes, and the benefits they
offer. Communicating the need for change is pivotal to effecting this change; resultingly, it is the

first step of the first phase of the implementation plan.
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As previously described, I will prioritize empathetic needfinding to spotlight equity-related
challenges in the placement process, building awareness of the need for change. This approach
involves collecting lived experiences from equity-deserving students through diverse mechanisms,
online and in-person, allowing for either anonymous or named submissions as desired. These
mechanisms include surveys, one-on-one meetings, and group listening sessions. | will equally
introduce staff, field supervisors, alumni, faculty, and school partners to the initiative and invite
them to contribute their own evidence and insights via tailored emails and online forms. This initial
phase prioritizes the most media rich channels, namely face-to-face communication and interactive
media, since they allow for immediate feedback and adjustment (Lengel & Daft, 1988). This
personalized effort is supplemented by a thorough review of literature on equity-oriented reforms
in teacher education, focusing on fieldwork placement processes, to reinforce empirical evidence
with theoretical best practices.

To effectively disseminate the gathered data and information, Student Office administrative
staff will create a dedicated public page on the SO website. Partners can therefore easily access
pertinent information, fully informing them about the current situation and need for change. This
page will detail the upcoming changes to the placement process, provide an overview of the lived
experiences, insights, and research underpinning the initiative, and feature a frequently asked
questions (FAQ) section about the forthcoming change process. The page will also regularly post
and highlight updates about any progress in the change implementation. This digital approach
allows for broad, accessible, and timely dissemination of critical information. Through these
methods, | aim to create a grounded awareness of the pressing need for change, ensuring that all
parties understand and can contribute to the change plan’s goals and objectives.

In addition to awareness, understanding, and involvement, the planning stage of the change

communication plan emphasizes commitment, particularly among SO staff, who will ultimately
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need to operationalize and coordinate any new or revised policies, processes, programs, and
partnership. This commitment is cultivated through communication channels such as existing
weekly team sessions and one-on-one check-ins. These activities are designed to ensure staff are
not only aware and understand the impending changes but are also committed to the process, ready
to tackle the cultural implications and contribute actively to the change initiative’s success. This
multifaceted approach aims to ensure that every participant, from public audiences to internal
actors, is well-informed and ready to contribute.
Phase Two (Changing): Enabling, Launching, Catalyzing

The change communication enabling stage takes place during phase two of the change
plan, set within the winter term (January-April). Here, the focus shifts to securing commitment
from all engaged parties, including selecting and training people for the change process to come
(Palmer et al., 2016). Visioning sessions become a key activity and are held via diverse platforms
such as virtual meetings, collaborative online workspaces, asynchronous forums, and recorded
sessions. These forums are designed for actors to collaboratively define and refine the vision for
the change, ensuring all participants are committed to the shared goals and outcomes of the change
initiative. Through these inclusive and flexible engagement methods, the enabling phase aims to
deepen partner commitment by providing them with required knowledge, inspiration, and support.

In the launching stage of the continued second phase, still within the winter term, the
change initiative refocuses on awareness, understanding, and commitment across all parties. This
stage involves widespread communication of the vision through the website, as well as tailored
emails, videos, and webinars to increase awareness and strive for a solid, pervasive understanding.
I will also support commitment by opening avenues for dialogue, inviting affected and interested
parties to share questions, concerns, and ideas via email, one-on-one meetings, and scheduled

forums such as open-invitation listening sessions.
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During the catalyzing stage, still within phase two and the winter term, the emphasis is on
fostering further partner commitment. I will encourage engaged staff, students, and partners
actively involved in planning sessions to take ownership by drafting team updates for online
posting, ensuring a participatory approach to communication and knowledge mobilization.
Additionally, the SO website will start to include more rich information, including a multimedia
implementation plan, which will be continuously updated to reflect progress and adaptations. In
this phase, | aim to maintain momentum by motivating and engaging all contributors and
collaborators (Palmer et al., 2016), leveraging digital platforms to showcase the dynamic nature of
the implementation process and sustain active involvement.

Phase Three (Refreezing): Maintaining

The final, maintaining stage, aligning with phase three of the change implementation plan,
extends through the summer term and beyond. Communication here helps sustain partner
involvement and proactively addresses potential future challenges (Palmer et al., 2016). Practically
speaking, this stage first involves regular meetings with staff to discuss the implementation of
changes for the upcoming fall-term placements. Equity-deserving students will be encouraged to
share their placement success stories on the SO’s social media platforms, facilitating peer-to-peer
information sharing (MacKinnon et al., 2021). Current post-placement feedback mechanisms will
be updated to include questions about the shift to an equity-oriented placement process and culture.
These questions will largely focus on how the changes support students’ sense of belonging and
empowerment. All students and host school partners will also receive their usual annual end-of-
year email reports, which typically include only basic statistics on the number of students placed
and mentor teachers paired. However, now these bureaucratic communications will be subverted
towards the new social justice orientation. They will showcase the shifting assumptions, values,

and artifacts underlying the placement process by including student narratives, summaries of
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successes and challenges, lessons learned, and next steps related to the change initiative.

Given the cyclical nature of the change plan, the communication strategy is equally
expected to reflect this iterative process. As the plan evolves through continuous learning and
adaptation, the maintaining communication stage will likely necessitate revisiting earlier
communication stages to reintroduce and reinforce the change initiative’s objectives and strategies,
especially as new iterations and solutions are integrated. Through this approach to communication,
| ensure all parties remain informed, engaged, and committed to the evolving vision and culture.

Change Process Monitoring and Evaluation

A successful change initiative requires more than just effective communication strategies; it
demands a robust measurement framework for tracking change, gauging progress, and assessing
impact. Monitoring, involving the regular tracking of metrics to assess progress (Markiewicz &
Patrick, 2022), is implemented consistently throughout this change process. This approach not only
tracks incremental transformations and cultural shifts within the organization, but it also aims to
understand the cultural implications behind these changes. For instance, pre- and post-change
comparisons are part of the monitoring strategy; however, the focus is not solely be on numerical
differences. Instead, the intention is to explore the underlying cultural changes that these
differences represent. This monitoring will ensure that the impact of changes goes beyond surface-
level comparison and inquires into the cultural shifts driving these changes.

Evaluation, or evidence of effective change (Markiewicz & Patrick, 2022), offers a
periodic, systematic determination of the organizational improvement plan’s quality and value. In
particular, the evaluation here relates to the change plan’s ability to produce cultural change within
the SO and across the placement network. Evaluations are conducted at strategic points throughout
the implementation process to assess the effectiveness of changes made and their impact on the

organizational culture.
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The overall monitoring and evaluation approach aligns with Schein’s (1984, 1990)
perspective on organizational culture, which emphasizes that culture is not adopted overnight but
formed over time as members adapt, solve problems, and undergo various changes. This
forthcoming section outlines and details the distinct roles of monitoring and evaluation in the
change process, providing insight into the impact, effectiveness, and sustainability of the 4P
framework. | begin by exploring potential challenges to such a robust and rigorous evaluation plan,
as well as how these risks can and might be mitigated.

Proactively Addressing Potential Challenges

While monitoring and evaluation are central components of this change process, there may
be some unintended consequences to their robust practice. The process of embedding continuous
monitoring and evaluation carries the risk of evaluation fatigue and administrative burden (Hsu et
al., 2021). These challenges refer to the weariness and overload that involved parties may
experience from frequent and labour-intensive assessment activities, which can detract from their
primary responsibilities and interests. Such scenarios could potentially lead to decreased partner
engagement, undermining the momentum of the change initiative. To mitigate these risks, it is
essential that | balance the depth and frequency of monitoring with the capacity and interest of
contributors. Integrating feedback mechanisms that are both meaningful and manageable will help
maintain partner involvement and enthusiasm. | will also prioritize leveraging currently established
mechanisms, such as team meetings and post-placement feedback forms. By carefully designing
the monitoring and evaluation to align with the overarching goals of fostering an inclusive,
supportive, and equitable organizational culture, the initiative can sustain its focus on impactful
change while minimizing the potential for fatigue and disengagement among its participants.

It is also essential to recognize that over-reliance on quantitative metrics can hinder the

change initiative’s core equity-oriented objectives. Relying on aggregate data, particularly in
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evaluations focused on equity-related issues, often overlooks the nuances and variations within
equity-deserving populations, thereby reinforcing systemic inequities rather than addressing them
(Kauh et al., 2021). An aggregate data analysis approach can hinder uncovering distinct challenges
and needs, whereas a nuanced understanding of individual impacts is more equitable and inclusive.
This change initiative is deeply rooted in the individual lived experiences of equity-deserving
preservice teachers and those who support them. It therefore demands an evaluative approach
similar to interpretative phenomenological analysis, ensuring that the subjective, complex realities
of those affected by the changes are brought to the forefront (Alase, 2017). | will therefore
prioritize personal narratives, such as through surveys and interviews, as well as staff check-ins.
This method highlights qualitative insights in capturing the essence of change, beyond mere
numerical data, thereby ensuring that the evaluation reflects the initiative’s true purpose and the
meaningful transformations in lived experiences it aims to achieve.

Due to the specialized context of teacher education fieldwork placements and the specific
cultural changes being assessed, there are no in-use institutional instruments suitable for
adaptation, nor any that evaluate host-school partnerships. Some potentially relevant instruments,
like the National Survey of Student Engagement (NSSE) (2023), assess too broadly or are overly
superficial. For instance, NSSE covers imprecise aspects like supportive campus environment or
merely confirms student participation in field experiences without evaluating the experiences’
quality or impact. Consequently, all measurement efforts must be independently carried out. This
necessity, however, presents a valuable opportunity to tailor monitoring and evaluation to more
specific and relevant indicators and partner groups. This approach will allow for deeper, more
meaningful, and more revealing insights into the change process.

Monitoring and Evaluation Plan

Schein (1984) specifically suggested that culture can be assessed through analyzing the
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socialization of new members, responses to critical incidents, beliefs and values of culture creators,
and anomalies observed in organizational behavior. Therefore, monitoring and evaluation here is
largely informed by these aspects. | will assess how new members are integrated into the
organization and placement network. | will analyze responses to new interventions to understand
their impact on the underlying culture. I will gather regular feedback from placement network
actors to ensure alignment with evolving beliefs and values. Additionally, I will explore any
unexpected behaviors or outcomes to gain deeper insights into cultural shifts and to address any
misalignments or areas needing further intervention.

The actual monitoring and evaluation plan, detailed in Table E2, is a structured approach to
assess the effectiveness and impact of the change initiative over time. This plan outlines specific
timelines for each activity, distinguishing between monitoring indicators and evaluation metrics.
The methodology column details the approaches and tools used for both monitoring and
evaluation. By aligning these timelines with the academic year, similar to the change
implementation and communication plans, | integrate the monitoring and evaluation plan’s
activities into the project’s real-world lifecycle. This integration facilitates timely adjustments and
informed decision-making, underscoring the commitment to achieving both immediate and long-
term objectives through continuous iteration.

Phases One and Two: Short Term (First Year)

In the initial phases spanning the fall and winter terms, the monitoring and evaluation plan
focuses on understanding and interpreting partner engagement. Firstly, there is a need to monitor
and quantify the multimodality and scope of outreach efforts, ensuring each group is reached
through at least one, but ideally two, different events, forums, and direct communication platforms.
A key monitoring aspect of the initial phase also involves tracking the introduction of policies,

processes, programs, and partnerships. This undertaking is not to meet a predefined benchmark but
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to establish a baseline of what initiatives have been launched. This baseline serves as a reference
point for future comparison against the number of 4P additions and revisions that are ultimately
implemented.

Evaluation strategies are set to gauge the effectiveness of these outreach and engagement
activities through feedback from students and other partners, indicating their level of interest,
engagement, and depth of understanding regarding the initiative’s core issues. This evaluation
involves analyzing sentiments and positions expressed during engagement in events and forums, as
well as responses to communication outreach efforts. Specifically, it examines parties’
understanding of the placement process’s equity challenges and their confidence in contributing to
a shared vision. This feedback aims to confirm the establishment of a shared sense of agency
among staff and other actors, fostering a collaborative environment conducive to change. The
evaluation strategies in this initial stage will not only permit me to assess the effectiveness of the
change initiative but also its impact on partner wellbeing. | want to ensure that the change process
is not just effective but also supports a healthy and inclusive environment for all involved. Finally,
I will assess how well the identified 4P changes align with the broader system for handling equity-
related issues, verifying that the change initiative is successfully embedding an organizational
cultural shift.

The methodology employed encompasses a blend of quantitative tracking and qualitative
assessments, including attendance, surveys, and interviews to gather diverse perspectives. This
comprehensive approach allows for a nuanced understanding of partner engagement levels, the
effectiveness of communication strategies, and the preliminary impact of the change initiative. By
documenting and analyzing these early indicators, a solid foundation is established for adjusting
strategies in real-time, ensuring the new 4Ps are poised for success from their inception through to

subsequent stages.
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Phase Three: Medium Term (Second Year)

Across the second year, namely May through April, I will review the exactness and impact
of implementing new or reformed changes within the outlined timelines. This measurement entails
a comprehensive monitoring of the implementation’s progress and comparison against proposed
changes, cataloging and categorizing equity considerations received from students, and
documenting the collaborative enactment of identified changes by SO staff and host school
partners. The evaluation focuses on the effectiveness of these considerations in practice, examining
the success rate and the nuances of any encountered implementation challenges.

Methodological approaches are designed to ensure a systematic tracking of these activities,
employing regular check-ins to capture the ongoing experiences and hurdles faced during the
implementation phase, including but not limited to logistical and psychological challenges. This
detailed attention to both the quantitative and qualitative aspects of the change initiative’s rollout
provides a clear picture of how effectively the changes are being integrated into the evolving
organizational culture and the immediate outcomes of these efforts. Through this structured
assessment, | can ensure that the initiative not only adheres to its intended timeline but also adapts
responsively to feedback and challenges, laying a robust foundation for sustained impact and
continuous improvement.

Phase Three: Medium Term (Third Year)

As the process progresses into its third year and beyond, the focus of the monitoring and
evaluation plan shifts towards ensuring the long-term sustainability and comprehensive integration
of the change efforts. This phase of the plan is dedicated to closely observing the enduring
adherence to the changes put in place, alongside a systematic evaluation of how these changes
continue to resonate within inter-organizational culture and practices. The main monitoring and

evaluation initiative focuses on tracking the adherence to and evaluating the success of newly
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implemented or reformed changes, both in terms of implementation and organizational culture
impact. The approach incorporates a variety of methods to thoroughly understand the
organizational culture and assess the integration and impact of the changes across the inter-
organizational network. It includes monitoring the ongoing commitment to and success of the 4P
changes over time. Any newly onboarded SO staff would be provided an organizational readiness
self-assessment tool, which will help determine their readiness to engage with and contribute to the
ongoing change efforts. Additionally, continued evaluation will occur with relevant parties in the
placement network — SO staff, students, host school partners, and field supervisors — through
mixed methods such as surveys, meetings, and observations, to evaluate if their assumptions,
values, and application of the new 4P artifacts are in line with the equity-oriented cultural shift.
The second monitoring-evaluation initiative as of the second year is dedicated to maintaining
documentation for and ensuring the effectiveness of succession planning among staff and partners.
The third initiative involves tracking the annual numbers of equity considerations received from
students, including changes across years, and evaluating the long-term success of their
management. Lastly, there is a focus on capturing any emerging 4P-related ideas and proposals
originating from students, staff, host schools, or other partners, including evaluating their
alignment with the evolving equity-oriented organizational culture.

Phase Three: Long Term (Fourth Year and Beyond)

In the fourth year and beyond, the monitoring plan includes a comprehensive assessment of
the change initiative’s longer-term impacts. This phase involves evaluating the success rates of
placements, retention rates in the program, and alumni’s professional retention to gauge the
effectiveness of implemented changes. It extends to tracking submissions of policy proposals to
government entities and gathering positive partner feedback and public recognition for the equity-

focused initiatives. This multifaceted approach ensures a thorough understanding of the changes’
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breadth and depth, focusing on tangible outcomes and partners’ perceptions to evaluate the
initiative’s success in fostering an equity-oriented culture within the organization.

The evaluation strategies for the fourth year and beyond will integrate anecdotal evidence
from students, alumni, and other partners to understand the impact of changes on placement
success, program completion, and teacher retention. This qualitative approach will highlight how
the changes have influenced the culture of the placement process and the broader teaching and
learning environment. Additionally, the assessment will include an analysis of government policies
and guidelines to gauge the incorporation of advocacy efforts for equity-oriented reform.
References to new or changing equity-oriented assumptions and values within partner feedback
and received recognition will further evaluate the alignment of implemented changes with the
intended cultural shift towards equity. This comprehensive evaluation approach aims to capture
both direct and indirect indicators of success and areas for ongoing improvement.

The methodology component for this stage of the monitoring and evaluation plan focuses
on rigorous and systematic data collection and analysis to assess the impact of the implemented
changes on equity-deserving students and the broader educational environment. This involves
tracking and comparing disaggregated placement success rates, program completion rates, and
professional retention rates of equity-deserving students before and after the implementation of the
changes to gauge their effectiveness. This comprehensive data collection is complemented by
gathering and codifying feedback from partners, formal and informal, to provide a multifaceted
view of the changes’ impacts. The methodology also looks outside QuebecU, including tracking
policy revisions within the provincial ministry of education and analyzing updated policies and
guidelines for the inclusion of equity-related considerations. These monitoring and evaluation
activities allow for a thorough assessment of the changes’ long-term sustainability and alignment

with equity-oriented values.
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Next Steps and Future Considerations

This change initiative presents an examination of the challenges facing the preservice
teacher field placement process at QuebecU, with a particular emphasis on better managing equity-
related considerations and supporting equity-deserving students. Grounded in the cultural
perspective, the desired future state involves an interplay between cultural dynamics and decision-
making processes in shaping equity-deserving students’ placements. The change plan is a
comprehensive approach that transcends short-term fixes. Instead, it supports me, as a leader, by
challenging restrictive structures, fostering a justice-oriented inter-organizational culture, and
prioritizing the long-term holistic identity development of equity-deserving teachers. This change
represents a collaborative, empowering, anti-oppressive approach with a sustained impact on
students during their teacher education and beyond. This transformation I have put forward is not
merely about adapting to changing social and professional landscapes but actively participating in
reshaping them for a more equitable and just teacher education system.

Given the challenges and strategic focus of the change initiative, future considerations
centre on deepening staff’s, students’, partners’, and my commitment to equity-oriented
organizational culture changes in preservice teacher placement processes. This strengthened
approach includes sustaining the momentum of change, continuously assessing and refining the
equity-focused policies, processes, programs, and partnerships, and further embedding these
artifacts into the values and assumptions of the organization’s culture. By fostering an environment
that prioritizes equity, collaboration, and continuous improvement, | anticipate a ripple effect that
enhances the effectiveness, engagement, and overall success of all parties involved. Ultimately, the
successful implementation of the 4P framework is expected to culminate in a significant impact on
a fifth P: performance. This addition especially pertains to the enhanced performance of SO staff

and preservice teachers. For staff, this peak performance entails an elevation in their ability to
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effectively manage and support an equitable and collaborative placement process, rather than
solely to accomplish bureaucratic placement procedures. For equity-deserving students,
performance transcends traditional academic metrics, focusing instead on their long-term
capability for self-growth and belonging as educators within their unique positionalities, redefining
what it means to succeed in the teaching profession.

Additionally, there is a need for ongoing dialogue and engagement with all inter-
organizational members and partners to foster a collective sense of ownership and commitment to
the equity-driven vision. This engagement should extend beyond the change plan’s initial phases,
evolving into a permanent feature of the organizational culture that values feedback, encourages
innovation, and supports continuous learning and adaptation. Looking ahead, I would explore
expanding my leadership influence by advocating for systemic changes beyond my immediate
context, contributing to broader societal shifts towards equity and justice in teacher education.
Future considerations should include expanding the scope of change to encompass broader
systemic reforms within the teacher education sector, advocating for policy changes at
governmental levels, and fostering partnerships to share learnings and best practices. This approach
will require strategic partnerships and a robust framework for scaling and replicating successful
strategies across QuebecU, such as among other departments with WIL-centred programs. It would
also extend beyond the university, aiming to share these practices throughout the province with
other universities with teacher education programs. Throughout, strengthening the engagement and
participation of equity-deserving groups in the change process will be vital, ensuring their voices
and experiences continue to shape the direction and impact of the initiative.

Ultimately, this dissertation-in-practice and its enclosed change plan serve as an initial
blueprint for organizational transformation. It is comprehensive, evidence-based, and actionable;

however, it is also very much situated in my perspective. Recognizing my positionality as just one
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among many in my inter-organizational context, this document is intended to spark comprehensive
discussions with staff, students, partners, and other parties. It is a starting point, not an end-all
solution. | cannot say that this will be the exact, unchanging plan, especially given my preference
for collaborative, social justice-informed leadership that necessitates an expansive and responsive
approach. The plan within this DiP promotes inviting diverse inputs, aiming to adapt and evolve

through collective insight and dialogue. It is itself a process of equity-oriented change.



91

References
AdminUnion & QuebecU. (2022). [Collective Agreement.] [Citation information withheld for
anonymization purposes.]
Aguilar, F. (1967). Scanning the business environment. Macmillan.
Alase, A. (2017). The interpretative phenomenological analysis (IPA): A guide to a good
qualitative research approach. International Journal of Education and Literacy

Studies, 5(2), 9-19. https://eric.ed.gov/?id=EJ1149107

Al-Haddad, S., & Kotnour, T. (2015). Integrating the organizational change literature: A model for
successful change. Journal of Organizational Change Management, 28(2), 234-262.

https://doi.org/10.1108/jocm-11-2013-0215

Alves, H., Mainardes, E. W., & Raposo, M. (2010). A relationship approach to higher education
institution stakeholder management. Tertiary Education and Management, 16(3), 159-

181. https://doi.org/10.1080/13583883.2010.497314

Anderson, J. (Host). (2023, November 9). Higher education’s resistance to change (No. 431)
[Audio podcast episode]. In The Harvard EdCast. Harvard Graduate School of

Education. https://www.gse.harvard.edu/ideas/edcast/23/11/higher-educations-resistance-

change

Ankomah, W. S. (2020). Diverse classrooms: Social justice, equity, and diversity competencies for
teacher candidates. World Journal of Education, 10(2), 15.

https://doi.org/10.5430/wje.v10n2pl5

Armenakis, A. A., Harris, S. G., & Mossholder, K. W. (1993). Creating readiness for
organizational change. Human Relations, 46(6), 681-703.

https://doi.org/10.1177/001872679304600601



https://eric.ed.gov/?id=EJ1149107
https://doi.org/10.1108/jocm-11-2013-0215
https://doi.org/10.1080/13583883.2010.497314
https://www.gse.harvard.edu/ideas/edcast/23/11/higher-educations-resistance-change
https://www.gse.harvard.edu/ideas/edcast/23/11/higher-educations-resistance-change
https://doi.org/10.5430/wje.v10n2p15
https://doi.org/10.1177/001872679304600601

92

Astin, A. W., & Astin, H. S. (2000). Leadership reconsidered: Engaging higher education in
social change. W. K. Kellogg Foundation.

Austin, I. & Jones, G. (2016). Governance of higher education: Global perspectives, theories, and
practices. Routledge, Taylor & Francis.

Authier, P. (2023, January 26). Quebec aims to fix teacher shortage by fast-tracking diplomas,

Drainville says. Montreal Gazette. https://montrealgazette.com/news/quebec/quebec-to-

fast-track-teaching-diplomas-to-counter-personnel-shortage-drainville-says

Bachman, J., Henry, R., Jackson, C., Mitchell, T., & Crocco, O. S. (2023). Must it be lonely at the
top? Developing leader well-being in organizations. Advances in Developing Human

Resources, 25(2). 73-94. https://doi.org/10.1177/15234223231153765

Baldwin, J. L. (2007). Teacher candidates with learning disabilities: Effective and ethical
accommodations. Teacher Education and Special Education: The Journal of the Teacher
Education Division of the Council for Exceptional Children, 30(3), 128-141.

https://doi.org/10.1177/088840640703000302

Banerjee, M., & Lalor, A. (2021). Critical perspectives on disability documentation in higher
education: Current trends and observations. Learning Disabilities: A Multidisciplinary

Journal, 26(2). https://doi.org/10.18666/Idmj-2021-v26-i2-10857

Bartunek, J. M., & Moch, M. K. (1987). First-order, second-order, and third-order change and
organization development interventions: A cognitive approach. The Journal of Applied

Behavioral Science, 23(4), 483-500. https://doi.org/10.1177/002188638702300404

Basham, L. M. (2012). Transformational leadership characteristics necessary for today’s leaders in
higher education. Journal of International Education Research, 8(4), 343-348.

https://doi.org/10.19030/jier.v8i4.7280



https://montrealgazette.com/news/quebec/quebec-to-fast-track-teaching-diplomas-to-counter-personnel-shortage-drainville-says
https://montrealgazette.com/news/quebec/quebec-to-fast-track-teaching-diplomas-to-counter-personnel-shortage-drainville-says
https://doi.org/10.1177/15234223231153765
https://doi.org/10.1177/088840640703000302
https://doi.org/10.18666/ldmj-2021-v26-i2-10857
https://doi.org/10.1177/002188638702300404
https://doi.org/10.19030/jier.v8i4.7280

93

Beer, M., Eisenstat, R. A., & Spector, B. (1990). Why change programs don’t produce change.
Harvard Business Review, 68(6), 158-166.

Beijaard, D., & Meijer, P. C. (2017). Developing the personal and professional in making a teacher
identity. In D. J. Clandinin & J. Husu (Eds.), The sage handbook of research on teacher
education (pp. 177-192). Sage.

Bennett, N., Wise, C., Woods, P. A., & Harvey, J. A. (2003). Distributed leadership: A review of
literature. National College for School Leadership.

Benson, F. J., Smith, N. G., & Flanagan, T. (2014). Easing the transition for queer student teachers
from program to field: Implications for teacher education. Journal of Homosexuality, 61(3),

382-398. https://doi.org/10.1080/00918369.2013.842429

Bergquist, W. H. (1992). The four cultures of the academy. Jossey-Bass Inc.

https://eric.ed.gov/?id=ED343539

Black, S. A. (2015). Qualities of effective leadership in higher education. Open Journal of

Leadership, 4(2), 54-66. http://dx.doi.org/10.4236/0j1.2015.42006

Boke, B. N., Argento, A., Zito, S., Petrovic, J., Sadowski, 1., Carsley, D., & Heath, N. (2020).
Feasibility, acceptability, and effectiveness of a large multi-year initiative to support pre-
service teacher well-being. Proceedings from the 9th Annual Meeting of SALTISE.

https://www.saltise.ca/wp-content/uploads/2020/07/SALTISE Proceedings 2020.pdf

Brown, K. D. (2013). Teaching in color: A critical race theory in education analysis of the
literature on preservice teachers of color and teacher education in the US. Race Ethnicity

and Education, 17(3), 326-345. https://doi.org/10.1080/13613324.2013.832921

Bryson, J. M. (2007). What to do when stakeholders matter: Stakeholder identification and analysis
techniques. Public Management Review, 6(1), 21-53.

https://doi.org/10.1080/14719030410001675722



https://doi.org/10.1080/00918369.2013.842429
https://eric.ed.gov/?id=ED343539
http://dx.doi.org/10.4236/ojl.2015.42006
https://www.saltise.ca/wp-content/uploads/2020/07/SALTISE_Proceedings_2020.pdf
https://doi.org/10.1080/13613324.2013.832921
https://doi.org/10.1080/14719030410001675722

94

Bryson, J. M., Croshy, B. C., & Stone, M. M. (2006). The design and implementation of cross-
sector collaborations: Propositions from the literature. Public Administration Review,

66(s1), 44-55. https://doi.org/10.1111/j.1540-6210.2006.00665.x

Burrell, G., & Morgan, G. (1979). Sociological paradigms and organisational analysis: Elements
of the sociology of corporate life (2nd ed.). Routledge.

https://doi.org/10.4324/9781315609751

Camargo, A. (2023). Developing strategies to improve the sense of belonging and mitigate
tokenism. Clinical Imaging, 103, 109987-109987.

https://doi.org/10.1016/j.clinimag.2023.109987

Campbell, L., & Kunreuther, F. (2006). Social service and social change: A process guide.

Building Movement Project. https://buildingmovement.org/wp-

content/uploads/2019/08/Social-Service-and-Social-Change.pdf

Canadian Press. (2022, January 24). Quebec wants to recruit about 8,000 employees in the school

network by 2026. CTV News. https://montreal.ctvnews.ca/quebec-wants-to-recruit-about-

8-000-employees-in-the-school-network-by-2026-1.5752526

Canadian Press. (2023, March 24). Unqualified teachers to be trained in September: Unions in

favour, but with caveats. CTV News. https://montreal.ctvnews.ca/unqualified-teachers-to-

be-trained-in-september-unions-in-favour-but-with-caveats-1.6327515

Capper, C. A. (2019). Organizational theory for equity and diversity: Leading integrated, socially
just education. Routledge.

CEWIL Canada. (2021, November 3). What is work-integrated learning (WIL)? Co-operative
Education and Work-Integrated Learning Canada.

https://cewilcanada.ca/CEWIL/CEWIL/About-Us/Work-Integrated-Learning.aspx



https://doi.org/10.1111/j.1540-6210.2006.00665.x
https://doi.org/10.4324/9781315609751
https://doi.org/10.1016/j.clinimag.2023.109987
https://buildingmovement.org/wp-content/uploads/2019/08/Social-Service-and-Social-Change.pdf
https://buildingmovement.org/wp-content/uploads/2019/08/Social-Service-and-Social-Change.pdf
https://montreal.ctvnews.ca/quebec-wants-to-recruit-about-8-000-employees-in-the-school-network-by-2026-1.5752526
https://montreal.ctvnews.ca/quebec-wants-to-recruit-about-8-000-employees-in-the-school-network-by-2026-1.5752526
https://montreal.ctvnews.ca/unqualified-teachers-to-be-trained-in-september-unions-in-favour-but-with-caveats-1.6327515
https://montreal.ctvnews.ca/unqualified-teachers-to-be-trained-in-september-unions-in-favour-but-with-caveats-1.6327515
https://cewilcanada.ca/CEWIL/CEWIL/About-Us/Work-Integrated-Learning.aspx

95

Chandler, N. (2010). Reasons and forms of organizational resistance to change in the higher
education sector. Practice and Theory in Systems of Education, 5(1), 87-104.

Choi, M., & Ruona, W. E. A. (2013). Individual readiness for organizational change. In H. S.
Leonard, R. Lewis, A. M. Freedman, & J. Passmore (Eds.), The Wiley-Blackwell handbook
of the psychology of leadership, change, and organizational development (pp. 331-345).

Wiley. https://doi.org/10.1002/9781118326404.ch16

Chou, S. K. (1993). Promoting industry linkages and technology transfer: The National University
of Singapore initiative. Industry and Higher Education, 7(4), 247-252.

https://doi.org/10.1177/095042229300700411

Clauson, C., & McKnight, J. (2018). Welcome to campus: Planning for diversity, inclusion, and
equity. Planning for Higher Education, 47(1), 39-48.

https://www.proquest.com/docview/2161040861

Cochran-Smith, M., Ell, F., Grudnoff, L., Haigh, M., Hill, M., & Ludlow, L. (2016). Initial teacher
education: What does it take to put equity at the center? Teaching and Teacher

Education, 57, 67—78. https://doi.org/10.1016/j.tate.2016.03.006

Cohen, E., Hoz, R., & Kaplan, H. (2013). The practicum in preservice teacher education: A review
of empirical studies. Teaching Education, 24(4), 345-380.

https://doi.org/10.1080/10476210.2012.711815

Corbett, M., & Ackerson, Z. (2019). Vocational education and training: Discourse, systems, and
practices of VET in rural Tasmania and Nova Scotia. Canadian Journal of

Education, 42(2), 464-491. https://www.jstor.org/stable/26823255

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods

approaches. Sage Publications.


https://doi.org/10.1002/9781118326404.ch16
https://doi.org/10.1177/095042229300700411
https://www.proquest.com/docview/2161040861
https://doi.org/10.1016/j.tate.2016.03.006
https://doi.org/10.1080/10476210.2012.711815
https://www.jstor.org/stable/26823255

96

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry and research design: Choosing among
five approaches. Sage Publications.

Crosby, B. C., & Bryson, J. M. (2003). Leadership for the common good: Tackling public
problems in a shared-power world (2nd ed.). Jossey-Bass.

Cull, 1., Hancock, R.L.A., McKeown, S., Pidgeon, M. & Vedan, A. (2018). Pulling together: A
guide for front-line staff, student services, and advisors. BCcampus.

https://opentextbc.ca/indigenizationfrontlineworkers/

Damawan, A. H., & Azizah, S. (2020). Resistance to change: Causes and strategies as an
organizational challenge. Proceedings of the 5th ASEAN Conference on Psychology,
Counselling, and Humanities (ACPCH 2019), 395, 49-53.

https://doi.org/10.2991/assehr.k.200120.010

Daniel, B. J. (2019). Teaching while Black: Racial dynamics, evaluations, and the role of white

females in the Canadian academy in carrying the racism torch. Race Ethnicity and

Education, 22(1), 21-37. https://doi.org/10.1080/13613324.2018.1468745
Dash, A. [@anildash]. (2019, March 6). Most of what gets shared as heartwarming stories are
usually temporary, small-scale responses to systemic failures. | wish we found [Tweet]. X

[Formerly Twitter]. https://twitter.com/anildash/status/1103294393686069248

Dennis, C. A., Springbett, O., & Walker, L. (2017). Further education, leadership and ethical
action: Thinking with Hannah Arendt. Educational Management Administration &

Leadership, 47(2), 189-205. https://doi.org/10.1177/1741143217725324

Doharty, N., Madriaga, M., & Joseph-Salisbury, R. (2021). The university went to ‘decolonise’
and all they brought back was lousy diversity double-speak! Critical race counter-stories
from faculty of colour in ‘decolonial’ times. Educational Philosophy and Theory, 53(3),

233-244. https://doi.org/10.1080/00131857.2020.1769601



https://opentextbc.ca/indigenizationfrontlineworkers/
https://doi.org/10.2991/assehr.k.200120.010
https://doi.org/10.1080/13613324.2018.1468745
https://twitter.com/anildash/status/1103294393686069248
https://doi.org/10.1177/1741143217725324
https://doi.org/10.1080/00131857.2020.1769601

97

Dollinger, M., & Lodge, J. (2019). Student-staff co-creation in higher education: An evidence-
informed model to support future design and implementation. Journal of Higher Education

Policy and Management, 42(5), 532-546. https://doi.org/10.1080/1360080x.2019.1663681

Dugan, J. P., & Komives, S. R. (2007). Developing leadership capacity in college
students. National Clearinghouse for Leadership Programs.

Eddy, P. L. (2010). Partnerships and Collaboration in Higher Education: AEHE. John Wiley &
Sons.

Edwards, J. R., & Cable, D. M. (2009). The value of value congruence. Journal of Applied

Psychology, 94(3), 654-677. https://doi.org/10.1037/a0014891

Elsbach, K. D., & Stigliani, I. (2018). Design thinking and organizational culture: A review and
framework for future research. Journal of Management, 44(6), 2274-2306.

https://doi.org/10.1177/0149206317744252

Errida, A., & Lotfi, B. (2021). The determinants of organizational change management success:
Literature review and case study. International Journal of Engineering Business

Management, 13(1), 1-15. https://doi.org/10.1177/18479790211016273

Escayg, K.-A. (2010). Diverse classrooms, diverse teachers: Representing cultural diversity in the
teaching profession and implications for pre-service admissions. Canadian Journal for
New Scholars in Education, 3(2).

https://cjc-rcc.ucalgary.ca/index.php/cjnse/article/view/30484

Farias, L., Rudman, D. L., Magalhées, L., & Gastaldo, D. (2017). Reclaiming the potential of
transformative scholarship to enable social justice. International Journal of Qualitative

Methods, 16(1), 1-10. https://doi.org/10.1177/1609406917714161

Freire, P. (1970). Pedagogy of the oppressed. Bloomsbury Academic.


https://doi.org/10.1080/1360080x.2019.1663681
https://doi.org/10.1037/a0014891
https://doi.org/10.1177/0149206317744252
https://doi.org/10.1177/18479790211016273
https://cjc-rcc.ucalgary.ca/index.php/cjnse/article/view/30484
https://doi.org/10.1177/1609406917714161

98

Fuller, K. (2018). “That would be my red line”’: An analysis of headteachers’ resistance of
neoliberal education reforms. Educational Review, 71(1), 31-50.

https://doi.org/10.1080/00131911.2019.1522042

Gandolfi, H. E., & Mills, M. (2023). Teachers for social justice: Exploring the lives and work of
teachers committed to social justice in education. Oxford Review of Education, 49(5), 569-

587. https://doi.org/10.1080/03054985.2022.2105314

Gaudry, A., & Lorenz, D. (2018). Indigenization as inclusion, reconciliation, and decolonization:
Navigating the different visions for indigenizing the Canadian Academy. AlterNative: An
International Journal of Indigenous Peoples, 14(3), 218-227.

https://doi.org/10.1177/1177180118785382

Goldhaber, D., Theobald, R., & Tien, C. (2019). Why we need a diverse teacher workforce. Phi

Delta Kappan, 100(5), 25-30. https://doi.org/10.1177/0031721719827540

Gouvernement du Québec. (2019). Loi sur la laicité de I ’Etat (Loi 21). Assemblé nationale du

Québec. https://www.legisquebec.gouv.qc.ca/fr/document/lc/L-0.3

Grimmett, P. P. (2019). Neoliberalism as a prevailing force on the conditions of teacher education
in Canada. Alberta Journal of Educational Research, 64(4), 346-363.

https://doi.org/10.11575/ajer.v64i4.56347

Hager, T., Peyrefitte, M., & Davis, C. (2018). The politics of neoliberalism and social justice:
Towards a pedagogy of critical locational encounter. Education, Citizenship and Social

Justice, 13(3), 199-206. https://doi.org/10.1177/1746197918793069

Handscomb, G., Gu, Q., & Varley, M. (2014). School-university partnerships: Fulfilling the
potential [Literature Review]. National Co-ordinating Centre for Public Engagement.

https://www.researchgate.net/publication/330213972 School-

University Partnerships Fulfilling the Potential Literature Review



https://doi.org/10.1080/00131911.2019.1522042
https://doi.org/10.1080/03054985.2022.2105314
https://doi.org/10.1177/1177180118785382
https://doi.org/10.1177/0031721719827540
https://www.legisquebec.gouv.qc.ca/fr/document/lc/L-0.3
https://doi.org/10.11575/ajer.v64i4.56347
https://doi.org/10.1177/1746197918793069
https://www.researchgate.net/publication/330213972_School-University_Partnerships_Fulfilling_the_Potential_Literature_Review
https://www.researchgate.net/publication/330213972_School-University_Partnerships_Fulfilling_the_Potential_Literature_Review

99

Hatch, M. J. (2018). Organization theory: Modern, symbolic and post-modern
perspectives (4th ed.). Oxford University Press.

Hatch, M. J., & Yanow, D. (2005). Organization theory as an interpretive science. In C. Knudsen
& T. Haridimos (Eds.), The Oxford handbook of organization theory (63—

87). https://doi.org/10.1093/oxfordhb/9780199275250.003.0003

Heide, M., von Platen, S., Simonsson, C., & Falkheimer, J. (2018). Expanding the scope of
strategic communication: Towards a holistic understanding of organizational
complexity. International Journal of Strategic Communication, 12(4), 452-468.

https://doi.org/10.1080/1553118x.2018.1456434

Hertel, G., Geister, S., & Konradt, U. (2005). Managing virtual teams: A review of current
empirical research. Human Resource Management Review, 15(1), 69-95.

https://doi.org/10.1016/j.hrmr.2005.01.002

Hirschi, A. (2012). The career resources model: An integrative framework for career
counsellors. British Journal of Guidance & Counselling, 40(4), 369-383.

https://doi.org/10.1080/03069885.2012.700506

Holden, M., & Kitchen, J. (2018). Where are we now? Changing admission rates for
underrepresented groups in Ontario teacher education. Canadian Journal of Educational
Administration and Policy, (185), 45-60.

https://cdm.ucalgary.ca/index.php/cjeap/article/view/42930

Hooley, T., Sultana, R. G., & Thomsen, R. (2018). Towards an emancipatory career guidance:
What is to be done? In T. Hooley, R. G. Sultana, & R. Thomsen (Eds.). Career guidance

for emancipation: Reclaiming justice for the multitude. Routledge.


https://doi.org/10.1093/oxfordhb/9780199275250.003.0003
https://doi.org/10.1080/1553118x.2018.1456434
https://doi.org/10.1016/j.hrmr.2005.01.002
https://doi.org/10.1080/03069885.2012.700506
https://cdm.ucalgary.ca/index.php/cjeap/article/view/42930

100

Hooley, T., Sultana, R. G., & Thomsen, R. (2021). Five signposts to a socially just approach to
career guidance. Journal of the National Institute for Career Education and

Counselling, 47(1), 59-66. https://doi.org/10.20856/jnicec.4709

Hsu, T., De Angelis, F., Al-asaaed, S., Basi, S. K., Tomiak, A., Grenier, D., Hammad, N.,
Henning, J.-W., Berry, S., Song, X., & Mukherjee, S. D. (2021). Ten ways to get a grip on
designing and implementing a competency-based medical education training
program. Canadian Medical Education Journal, 12(2) 81-87.

https://doi.org/10.36834/cmej.70723

Hursh, D., & Wall, A. F. (2011). Repoliticizing higher education assessment within neoliberal
globalization. Policy Futures in Education, 9(5), 560-572.

https://doi.org/10.2304/pfie.2011.9.5.560

Hyland, T. (2001). [Review of the book Vocationalism, work and the future of higher education,
by C. Symes & J. Mclntyre]. Journal of Vocational Education and Training, 53(4), 677—

684. https://www.tandfonline.com/doi/abs/10.1080/13636820100200184

Hynds, A. (2010). Unpacking resistance to change within-school reform programmes with a social
justice orientation. International Journal of Leadership in Education, 13(4), 377-392.

https://doi.org/10.1080/13603124.2010.503282

Itano-Boase, M., Wijesingha, R., Cukier, W., Latif, R., & Hon, H. (2021). Exploring diversity and
inclusion in work-integrated learning: An ecological model approach. International

Journal of Work-Integrated Learning, 22(3), 253-269. https://eric.ed.gov/?id=EJ1313423

Jisc. (2014). Change management. Jisc Archives. Retrieved May 23, 2023, from

https://www.jisc.ac.uk/quides/change-management

Johnson, J., Castillo, N., Domingo, D., Rojas, L., & Scott, D. B. (2021). Addressing issues of

equity and inclusion in higher education through valuing lived experiences. The


https://doi.org/10.20856/jnicec.4709
https://doi.org/10.36834/cmej.70723
https://doi.org/10.2304/pfie.2011.9.5.560
https://www.tandfonline.com/doi/abs/10.1080/13636820100200184
https://doi.org/10.1080/13603124.2010.503282
https://eric.ed.gov/?id=EJ1313423
https://www.jisc.ac.uk/guides/change-management

101

International Journal of Diversity in Education, 21(2), 79-91.

https://doi.org/10.18848/2327-0020/cop/v21i02/79-91

Kauh, T. J., Read, J. G., & Scheitler, A. J. (2021). The critical role of racial/ethnic data
disaggregation for health equity. Population Research and Policy Review, 40(1), 1-7.

https://doi.org/10.1007/s11113-020-09631-6

Kemmis, S., McTaggart, R., & Nixon, R. (2014). The action research planner: Doing critical
participatory action research. Springer.
Kezar, A. (2011). What is the best way to achieve broader reach of improved practices in higher

education? Innovative Higher Education, 36(4), 235-247. https://doi.org/10.1007/s10755-

011-9174-z
Kezar, A. (2013). How colleges change: Understanding, leading, and enacting change. Routledge.
Khan, U., Ajaz, F., Khan, A., Khan, S., & Fatima, S. (2016). The role of leadership on

organizational change. International Journal of Management Sciences and Business

Research, 5(11). https://ssrn.com/abstract=2880420

Kitchen, J., & Taylor, L. (2020). Preparing preservice teachers for social justice teaching:
Designing and implementing effective interventions in teacher education. In C. Mullen
(Ed.), Handbook of social justice interventions in education (pp. 1-27). Springer.

https://doi.org/10.1007/978-3-030-29553-0_70-1

Kohli, R. (2018). Lessons for teacher education: The role of critical professional development in
teacher of color retention. Journal of Teacher Education, 70(1), 39-50.

https://doi.org/10.1177/0022487118767645

Kools, M., & Stoll, L. (2016). What makes a school a learning organisation? OECD.


https://doi.org/10.18848/2327-0020/cgp/v21i02/79-91
https://doi.org/10.1007/s11113-020-09631-6
https://doi.org/10.1007/s10755-011-9174-z
https://doi.org/10.1007/s10755-011-9174-z
https://ssrn.com/abstract=2880420
https://doi.org/10.1007/978-3-030-29553-0_70-1
https://doi.org/10.1177/0022487118767645

102

Kuzhda, T. (2016). Diagnosing resistance to change in the change management
process. Economics, Management and Sustainability, 1(1), 49-59.

https://doi.org/10.14254/jems.2016.1-1.5

Kyle, D. W., Moore, G. H., & Sanders, J. L. (1999). The role of the mentor teacher: Insights,
challenges, and implications. Peabody Journal of Education, 74(3-4), 109-122.

https://doi.org/10.1080/0161956x.1999.9695376

Lavis, J. N., Robertson, D., Woodside, J. M., McLeod, C. B., & Abelson, J. (2003). How can
research organizations more effectively transfer research knowledge to decision

makers? The Milbank Quarterly, 81(2), 221-248. https://doi.org/10.1111/1468-0009.t01-1-

00052
Lawrence, A., & Lawrence, P. (2009). Values congruence and organisational commitment: P—O
fit in higher education institutions. Journal of Academic Ethics, 7(4), 297-314.

https://doi.org/10.1007/s10805-010-9103-2

Le Cornu, R. (2015). Key components of effective professional experience in initial teacher
education in Australia. Australian Institute for Teaching and School Leadership.

https://www.aitsl.edu.au/docs/default-source/default-document-library/aitsl key-

components-of-effective-professional-experience.pdf

Lengel, R. H., & Daft, R. L. (1988). The selection of communication media as an executive skill.

Academy of Management Executive, 2(3), 225-232. https://www.]stor.org/stable/4164833

Lewin, K. (1946). Action research and minority problems. Journal of Social Issues, 2(4), 34—

46. https://doi.org/10.1111/].1540-4560.1946.tb02295.x

Lewin, K. (1947). Frontiers in group dynamics: Concept, method and reality in social science;
social equilibria and social change. Human Relations, 1(1), 5-41.

https://doi.org/10.1177/001872674700100103



https://doi.org/10.14254/jems.2016.1-1.5
https://doi.org/10.1080/0161956x.1999.9695376
https://doi.org/10.1111/1468-0009.t01-1-00052
https://doi.org/10.1111/1468-0009.t01-1-00052
https://doi.org/10.1007/s10805-010-9103-2
https://www.aitsl.edu.au/docs/default-source/default-document-library/aitsl_key-components-of-effective-professional-experience.pdf
https://www.aitsl.edu.au/docs/default-source/default-document-library/aitsl_key-components-of-effective-professional-experience.pdf
https://www.jstor.org/stable/4164833
https://doi.org/10.1111/j.1540-4560.1946.tb02295.x
https://doi.org/10.1177/001872674700100103

103

Lightner, K. L., Kipps-Vaughan, D., Schulte, T., & Trice, A. D. (2012). Reasons university
students with a learning disability wait to seek disability services. Journal of Postsecondary

Education and Disability, 25(2), 145-159. https://eric.ed.gov/?id=EJ994283

Longmuir, F. (2019). Resistant leadership: Countering dominant paradigms in school
improvement. Journal of Educational Administration and History, 51(3), 256-272.

https://doi.org/10.1080/00220620.2019.1583172

Lowe, S., Moore, F., & Carr, A. N. (2007). Paradigmapping studies of culture and
organization. International Journal of Cross Cultural Management, 7(2), 237-251.

https://doi.org/10.1177/1470595807079389

Ma, V. W, Dana, N. F., Adams, A., & Kennedy, B. L. (2018). Understanding the problem of
practice: An analysis of professional practice EAD dissertations. Impacting Education:
Journal on Transforming Professional Practice, 3(1). 13-22.

https://doi.org/10.5195/ie.2018.50

MacDonald, H., Lisnyj, K., & Papadopoulos, A. (2022). Facilitators and barriers highlighted by
on-campus service providers for students seeking mental health services. Canadian Journal

of Higher Education, 52(2), 81-95. https://doi.org/10.47678/cjhe.v52i2.189145

MacKinnon, K. R., Kia, H., & Lacombe-Duncan, A. (2021). Examining TikTok’s potential for
community-engaged digital knowledge mobilization with equity-seeking groups. Journal

of Medical Internet Research, 23(12), e30315. https://doi.org/10.2196/30315

Maki, P. (2010). Assessing for learning: Building a sustainable commitment across the
institution. Stylus Publishing, LLC.

Malm, B. (2009). Towards a new professionalism: Enhancing personal and professional
development in teacher education. Journal of Education for Teaching, 35(1), 77-91.

https://doi.org/10.1080/02607470802587160



https://eric.ed.gov/?id=EJ994283
https://doi.org/10.1080/00220620.2019.1583172
https://doi.org/10.1177/1470595807079389
https://doi.org/10.5195/ie.2018.50
https://doi.org/10.47678/cjhe.v52i2.189145
https://doi.org/10.2196/30315
https://doi.org/10.1080/02607470802587160

104

Manning, K. (2018). Organizational theory in higher education (2nd ed.). Routledge.

https://doi.org/10.4324/9780203836750

Mansfield, K. C. (2019). The importance of safe space and student voice in schools that serve
minoritized learners. Journal of Educational Leadership, Policy and Practice, 30(1), 25—

38. https://doi.org/10.21307/jelpp-2015-004

Markiewicz, A., & Patrick, I. (2016). Developing monitoring and evaluation frameworks. SAGE

Publications, Inc. https://doi.org/10.4135/9781071878774

Marom, L. (2017). Mapping the field: Examining the recertification of internationally educated
teachers. Canadian Journal of Education, 40(3), 157-190.

https://eric.ed.gov/?1d=EJ1157250

Maylor, U. (2018). Black male student teachers: Tomorrow’s teachers? Journal for Multicultural

Education, 12(2), 111-125. https://doi.org/10.1108/jme-01-2017-0001

McDermott, A. M., Fitzgerald, L., & Buchanan, D. A. (2013). Beyond acceptance and resistance:
Entrepreneurial change agency responses in policy implementation. British Journal of

Management, 24(S1), S93-S115. https://doi.org/10.1111/1467-8551.12012

McKenzie, K.B., Christman, D.E., Hernandez, F., Fierro, E., Capper, C.A., Dantley, M., Gonzélez,
M.L., Cambron-McCabe, N., & Scheurich, J.J. (2008). From the field: A proposal for
educating leaders for social justice. Educational Administration Quarterly, 44(1), 111-138.

https://doi.org/10.1177/0013161x07309470

McMahon, M., Arthur, N., & Collins, S. (2008). Social justice and career development: Views and
experiences of Australian career development practitioners. Australian Journal of Career

Development, 17(3), 15-25. https://eric.ed.gov/?id=EJ813866

Ministére de I’Education. (2021). Reference framework for professional competencies | For

teachers. Gouvernement du Québec. https://cdn-contenu.quebec.ca/cdn-



https://doi.org/10.4324/9780203836750
https://doi.org/10.21307/jelpp-2015-004
https://doi.org/10.4135/9781071878774
https://eric.ed.gov/?id=EJ1157250
https://doi.org/10.1108/jme-01-2017-0001
https://doi.org/10.1111/1467-8551.12012
https://doi.org/10.1177/0013161x07309470
https://eric.ed.gov/?id=EJ813866
https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/devenir-enseignant/reference_framework_professional_competencies_teacher.pdf

105

contenu/adm/min/education/publications-adm/devenir-

enseignant/reference framework professional competencies teacher.pdf

Ministére de I’Education, du Loisir et du Sport. (2008). Teacher training: Orientations for

practicums in a school setting. Gouvernement du Québec.

http://www.education.gouv.gc.ca/fileadmin/site web/documents/reseau/formation titularis

ation/FormationEnsFormMilieuPratique a.pdf

Ministére de I’Enseignement supérieur. (2023). Elaboration de projets inédits en sciences de
I ’éducation: Formulaire de demande de soutien financier. Gouvernement du Québec.

https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-

adm/Universites/Services-administratifs-universites/Projets-inedits-education-Formulaire-

soutien-financier.pdf

Mitchell, C., Parchment, J., & Taylor, A. (2024). Weaving diversity, equity, inclusion, and

belonging for organizational sustainability. Journal of Nursing Administration, 54(4), 193—

195. https://doi.org/10.1097/nna.0000000000001407

Moen, D. (2017). The leader-investigator: Using leadership studies as a model for conscientization
through adaptive leadership, the four frames approach, giving voice to values, and the
competing values framework. Journal of Thought, 51(3-4), 22—

37. https://www.jstor.org/stable/90017077

Mogaji, E., & Nguyen, N. P. (2022). Enhancing the work placement experience of students with
disabilities. Industry and Higher Education, 36(6), 768-783.

https://doi.org/10.1177/09504222221122958

Moodie, G., Wheelahan, L., & Lavigne, E. (2019) Technical and vocational education and
training as a framework for social justice: Analysis and evidence from world case

studies. Education International. [Report]. Education International. https://www.ei-



https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/devenir-enseignant/reference_framework_professional_competencies_teacher.pdf
https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/devenir-enseignant/reference_framework_professional_competencies_teacher.pdf
http://www.education.gouv.qc.ca/fileadmin/site_web/documents/reseau/formation_titularisation/FormationEnsFormMilieuPratique_a.pdf
http://www.education.gouv.qc.ca/fileadmin/site_web/documents/reseau/formation_titularisation/FormationEnsFormMilieuPratique_a.pdf
https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/Universites/Services-administratifs-universites/Projets-inedits-education-Formulaire-soutien-financier.pdf
https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/Universites/Services-administratifs-universites/Projets-inedits-education-Formulaire-soutien-financier.pdf
https://cdn-contenu.quebec.ca/cdn-contenu/adm/min/education/publications-adm/Universites/Services-administratifs-universites/Projets-inedits-education-Formulaire-soutien-financier.pdf
https://doi.org/10.1097/nna.0000000000001407
https://www.jstor.org/stable/90017077
https://doi.org/10.1177/09504222221122958
https://www.ei-ie.org/en/item/25677:technical-and-vocational-education-and-training-as-a-framework-for-social-justice-analysis-and-evidence-from-world-case-studies

106

ie.org/en/item/25677:technical-and-vocational-education-and-training-as-a-framework-for-

social-justice-analysis-and-evidence-from-world-case-studies

Morrill, R. L. (2010). Strategic leadership: Integrating strategy and leadership in colleges and
universities. Rowman & Littlefield Publishers.

http://dspace.vnbrims.org:13000/xmlui/bitstream/handle/123456789/4164/Strategic%20Le

adership.pdf

Murray-Johnson, K., & Guerra, P. L. (2017). Ready for change? Emotions and resistance in the
face of social justice leadership. Journal of Cases in Educational Leadership, 21(3), 3-20.

https://doi.org/10.1177/1555458917739047

National Survey of Student Engagement (2023). NSSE 2024 Canadian English version. Center for
Postsecondary Research — Indiana University School of Education.

https://nsse.indiana.edu/nsse/survey-instruments/canadian-english.html

Ndudzo, D., & Zinyama, T. (2014). Critical success factors for effective institutional collaboration.
Asian Journal of Humanities and Social Sciences, 2(3), 39-47.

Nevarez, C., Jouganatos, S., & Wood, J. L. (2019). Benefits of teacher diversity: Leading for
transformative change. Journal of School Administration Research and Development, 4(1),

24-34. https://doi.org/10.32674/jsard.v4i1.1940

Nielsen, K., & Daniels, K. (2012). Enhancing team leaders’ well-being states and challenge
experiences during organizational change: A randomized, controlled study. Human

Relations, 65(9), 1207-1231. https://doi.org/10.1177/0018726711433312

Nixon, S. A. (2019). The coin model of privilege and critical allyship: Implications for health.

BMC Public Health, 19(1), 1-13. https://doi.org/10.1186/s12889-019-7884-9



https://www.ei-ie.org/en/item/25677:technical-and-vocational-education-and-training-as-a-framework-for-social-justice-analysis-and-evidence-from-world-case-studies
https://www.ei-ie.org/en/item/25677:technical-and-vocational-education-and-training-as-a-framework-for-social-justice-analysis-and-evidence-from-world-case-studies
http://dspace.vnbrims.org:13000/xmlui/bitstream/handle/123456789/4164/Strategic%20Leadership.pdf
http://dspace.vnbrims.org:13000/xmlui/bitstream/handle/123456789/4164/Strategic%20Leadership.pdf
https://doi.org/10.1177/1555458917739047
https://nsse.indiana.edu/nsse/survey-instruments/canadian-english.html
https://doi.org/10.32674/jsard.v4i1.1940
https://doi.org/10.1177/0018726711433312
https://doi.org/10.1186/s12889-019-7884-9

107

Novelli, L., Jr., Kirkman, B. L., & Shapiro, D. L. (1995). Effective implementation of
organizational change: An organizational justice perspective. Journal of Organizational
Behavior, 15, 15-47.

Olewnik, A., Chang, Y., & Su, M. (2023). Co-curricular engagement among engineering
undergrads: Do they have the time and motivation? International Journal of STEM

Education, 10(1). https://doi.org/10.1186/540594-023-00410-1

Palmer, 1., Dunford, R., & Buchanan, D. (2016). Change communication strategies. Managing
organizational change: A multiple perspectives approach. McGraw Hill.

Pfeffer, J., & Salancik, G. R. (1978). The external control of organizations: A resource dependence
perspective. Harper & Row.

Pietrzak, M., & Paliszkiewicz, J. (2015). Framework of strategic learning: The PDCA
cycle. Management, 10(2), 149-161.

https://www.researchgate.net/publication/321869574 Framework of Strategic Learning

PDCA _Cycle

Plachowski, T. J. (2019). Reflections of preservice teachers of color: Implications for the teacher
demographic diversity gap. Education Sciences, 9(2), 144.

https://doi.org/10.3390/educsci9020144

Plattner, H., Meinel, C., & Weinberg, U. (2009). Design thinking: Innovation lernen - Ideenwelten
o6ffnen. Finanzbuch Verlag GmbH.

QuebecU. (2019). [Public Statement by Faculty of Education in Reaction to the Quebec
Government’s Passing of Bill 21.] [Citation information withheld for anonymization
purposes.]

QuebecU. (2020). [Anti-Black Racism Action Plan.] [Citation information withheld for

anonymization purposes.]


https://doi.org/10.1186/s40594-023-00410-1
https://www.researchgate.net/publication/321869574_Framework_of_Strategic_Learning_PDCA_Cycle
https://www.researchgate.net/publication/321869574_Framework_of_Strategic_Learning_PDCA_Cycle
https://doi.org/10.3390/educsci9020144

108

QuebecU. (2022). [University-wide Town Hall for Community Members Affected by Bill 21.]
[Citation information withheld for anonymization purposes.]

QuebecU. (2023a). [Overview of Graduate Teacher Education Program Requirements in
University eCalendar.] [Citation information withheld for anonymization purposes.]

QuebecU. (2023b). [Overview of Undergraduate Teacher Education Program Requirements in
University eCalendar.] [Citation information withheld for anonymization purposes.]

QuebecU. (2023c). [Placement Report for Teacher Education Fieldwork Courses in Fall 2022,
Winter 2023, Summer 2023]. [Citation information withheld for anonymization purposes.]

QuebecU. (n.d.). [Overview of the SO Office]. [Citation information withheld for anonymization
purposes.]

Repos, E., Drmovsek, M., & Kase, R. (2019). Change ready resistant or both? Exploring the
concepts of individual change readiness and resistance to organizational change. Economic

and Business Review, 21(2), 309-338. https://doi.org/10.15458/85451.82

Rodgers, C. R., & Scott, K. H. (2008). The development of the personal self and professional
identity in learning to teach. In M. Cochran-Smith, S. Feiman-Nemser, & D.
J. Mclntyre (Eds.), Handbook of research on teacher education (pp. 732—755). Macmillan.

Santhanam, E., Lynch, B., Jones, J., & Davis, J. (2021). From anonymous student feedback to
impactful strategies for institutional direction. In E. Zaitseva, B. Tucker, & E. Santhanam
(Eds.), Analysing student feedback in higher education: Using text-mining to interpret the
student voice (pp. 167-179). Routledge.

Schein, E. H. (1984). Coming to a new awareness of organizational culture. Sloan Management
Review, 25(2), 3-16.

Schein, E. H. (1990). Organizational culture. American Psychologist, 45(2), 109-119.

https://doi.org/10.1037/0003-066x.45.2.109



https://doi.org/10.15458/85451.82
https://doi.org/10.1037/0003-066x.45.2.109

109

Schick, C. (2000). White women teachers accessing dominance. Discourse: Studies in the Cultural

Politics of Education, 21(3), 299-309. https://doi.org/10.1080/713661167

Schmid, H. (2004). Organization-environment relationships: Theory for management practice in
human service organizations. Administration in Social Work, 28(1), 97-113.

https://doi.org/10.1300/j147v28n01 07

School Board X [anonymized name]. (2021). [Final report of the DEI task force.] [Citation
information withheld for anonymization purposes.]

Schuster, M., & Weidman, S. (2006). Organizational change in union settings: Labor-management
partnerships: The past and the future. Human Resource Planning, 29(1), 45-51.

https://www.proquest.com/trade-journals/organizational-change-union-settings-

labor/docview/224379772/se-2

Shahjahan, R. A. (2012). From ‘no’ to ‘yes’: Postcolonial perspectives on resistance to neoliberal
higher education. Discourse: Studies in the Cultural Politics of Education, 35(2), 219-232.

https://doi.org/10.1080/01596306.2012.745732

Shank Lauwo, M., Accurso, K., & Rajagopal, H. (2022). Plurilingualism, equity, and pre-service
teacher identity: Centring [linguistic] diversity in teacher education. TESL Canada

Journal, 38(2), 113-139. https://doi.org/10.18806/tesl.v38i2.1359

Shapiro, J. P., & Stefkovich, J. A. (2005). Ethical leadership and decision making in education:
Applying theoretical perspectives to complex dilemmas (2nd ed.). Lawrence Erlbaum
Associates, Inc.

Shields, C. M. (2010). Transformative leadership: Working for equity in diverse
contexts. Educational Administration Quarterly, 46(4), 558-589.

https://doi.org/10.1177/0013161X10375609



https://doi.org/10.1080/713661167
https://doi.org/10.1300/j147v28n01_07
https://www.proquest.com/trade-journals/organizational-change-union-settings-labor/docview/224379772/se-2
https://www.proquest.com/trade-journals/organizational-change-union-settings-labor/docview/224379772/se-2
https://doi.org/10.1080/01596306.2012.745732
https://doi.org/10.18806/tesl.v38i2.1359
https://doi.org/10.1177/0013161X10375609

110

Shields, C. M. (2020). Becoming a transformative leader: A guide to creating equitable schools.
Routledge.

Siemens, G., Dawson, S., & Eshleman, K. (2018). Complexity: A leader’s framework for
understanding and managing change in higher education. Educause Review, 53(6), 27-42.

https://er.educause.edu/articles/2018/10/complexity-a-leaders-framework-for-

understanding-and-managing-change-in-higher-education

Sinek, S. (2009). Start with why: How great leaders inspire everyone to take action. Penguin.
Spillane, J. P. (2005). Distributed leadership. The Educational Forum, 69(2), 143-150.

https://doi.org/10.1080/00131720508984678

Spillane, J. P., Diamond, J. B., Sherer, J., & Coldren, A. F. (2004). Distributing leadership. In C.
Martin & G. Southworth (Eds.), Developing leadership: Creating the schools of tomorrow
(pp. 37-49). Open University Press.

Squires, V. (2023, November 21). How universities relate with students changed in the past

century, but a duty of care remains. The Conversation. https://theconversation.com/how-

universities-relate-with-students-changed-in-the-past-century-but-a-duty-of-care-remains-

211255
Stein, S. (2019). Beyond higher education as we know it: Gesturing towards decolonial horizons of
possibility. Studies in Philosophy and Education, 38(3), 143-161.

https://doi.org/10.1007/s11217-018-9622-7

Student Office [SO]. (2023). [Host School Memorandum of Understanding Template.] [Citation
information withheld for anonymization purposes.]
Student Office [SO]. (n.d.-a). [Online Placement Form.] [Citation information withheld for

anonymization purposes.]


https://er.educause.edu/articles/2018/10/complexity-a-leaders-framework-for-understanding-and-managing-change-in-higher-education
https://er.educause.edu/articles/2018/10/complexity-a-leaders-framework-for-understanding-and-managing-change-in-higher-education
https://doi.org/10.1080/00131720508984678
https://theconversation.com/how-universities-relate-with-students-changed-in-the-past-century-but-a-duty-of-care-remains-211255
https://theconversation.com/how-universities-relate-with-students-changed-in-the-past-century-but-a-duty-of-care-remains-211255
https://theconversation.com/how-universities-relate-with-students-changed-in-the-past-century-but-a-duty-of-care-remains-211255
https://doi.org/10.1007/s11217-018-9622-7

111

Student Office [SO]. (n.d.-b). [Overview of Guidelines for Preservice Teachers Requiring
Accommodations from the Disability Office for Fieldwork.] [Citation information withheld
for anonymization purposes.]

Student Office [SO]. (n.d.-c). [Overview of Professional Competency Evaluation per Practicum.]
[Citation information withheld for anonymization purposes.]

Student Office [SO]. (n.d.-d). [Overview of Wellness Resources for Education Students.] [Citation
information withheld for anonymization purposes.]

Student Office [SO]. (n.d.-e). [Placement Process Procedure Guide.] [Citation information
withheld for anonymization purposes.]

Sullivan, H., Williams, P., & Jeffares, S. (2012). Leadership for collaboration: Situated agency in
practice. Public Management Review, 14(1), 41-66.

https://doi.org/10.1080/14719037.2011.589617

Sumara, D. (2021). On the power of not passing: A queer narrative hermeneutics of higher
education leadership. Journal of Educational Administration and History, 53(2), 144-157.

https://doi.org/10.1080/00220620.2020.1814224

Tahir, L. M., Lee, S. L., Musah, M. B., Jaffri, H., Said, M. N. H. M., & Yasin, M. H. M. (2016).
Challenges in distributed leadership: Evidence from the perspective of
headteachers. International Journal of Educational Management, 30(6), 848-863.

http://dx.doi.org/10.1108/IJEM-02-2015-0014

Tamtik, M., & Guenter, M. (2020). Policy analysis of equity, diversity and inclusion strategies in
Canadian universities — How far have we come? Canadian Journal of Higher Education,

49(3), 41-56. https://doi.org/10.7202/1066634ar



https://doi.org/10.1080/14719037.2011.589617
https://doi.org/10.1080/00220620.2020.1814224
http://dx.doi.org/10.1108/IJEM-02-2015-0014
https://doi.org/10.7202/1066634ar

112

Tessaro, D., Landertinger, L., & Restoule, J. (2021). Strategies for teacher education programs to
support Indigenous teacher employment and retention in schools. Canadian Journal of

Education, 44(3), 600-623. https://doi.org/10.53967/cje-rce.v44i3.4461

Tettey, W. (2019, February 25). Inspiring inclusive excellence: Professor Wisdom Tettey ’s
installation address. University of Toronto Scarborough News.

https://utsc.utoronto.ca/news-events/inspiring-inclusive-excellence-professor-wisdom-

tetteys-installation-address

Theoharis, G. (2007). Social justice educational leaders and resistance: Toward a theory of social
justice leadership. Educational Administration Quarterly, 43(2), 221-258.

https://doi.org/10.1177/0013161X06293717

Thompson, J. (1967). Organizations in action. McGraw-Hill.
Tierney, W. G. (2008). Trust and organizational culture in higher education. In Cultural

perspectives on higher education (pp. 27-41). Springer. https://doi.org/10.1007/978-1-

4020-6604-7_3

Tompkins, J., Kearns, L.-L., & Mitton-Kikner, J. (2019). Queer educators in schools: The
experiences of four beginning teachers. Canadian Journal of Education, 42(2), 384-414.

https://www.jstor.org/stable/26823252

Tuck, E. (2009). Suspending damage: A letter to communities. Harvard Educational

Review, 79(3), 409-427. https://www.proguest.com/docview/212268515

Tuck, E., & Yang, K. W. (2012). Decolonization is not a metaphor. Decolonization: Indigeneity,
Education & Society, 1(1), 1-40.

https://jps.library.utoronto.ca/index.php/des/article/view/18630

Tymitz-Wolf, B. L. (1984). The new vocationalism and teacher education. Journal of Teacher

Education, 35(1), 21-25. https://doi.org/10.1177/002248718403500107



https://doi.org/10.53967/cje-rce.v44i3.4461
https://utsc.utoronto.ca/news-events/inspiring-inclusive-excellence-professor-wisdom-tetteys-installation-address
https://utsc.utoronto.ca/news-events/inspiring-inclusive-excellence-professor-wisdom-tetteys-installation-address
https://doi.org/10.1177/0013161X06293717
https://doi.org/10.1007/978-1-4020-6604-7_3
https://doi.org/10.1007/978-1-4020-6604-7_3
https://www.jstor.org/stable/26823252
https://www.proquest.com/docview/212268515
https://jps.library.utoronto.ca/index.php/des/article/view/18630
https://doi.org/10.1177/002248718403500107

113

Vakola, M. (2013). Multilevel readiness to organizational change: A conceptual approach. Journal

of Change Management, 13(1), 96-109. https://doi.org/10.1080/14697017.2013.768436

Wall, A. F., Hursh, D., & Rodgers, J. W. (2014). Assessment for whom: Repositioning higher
education assessment as an ethical and value-focused social practice. Research & Practice

in Assessment, 9, 5-17. https://eric.ed.qov/?id=EJ1062684

Wang, F. (2018). Subversive leadership and power tactics. Journal of Educational

Administration, 56(4), 398-413. https://doi.org/10.1108/jea-07-2017-0081

Weiss, M., Razinskas, S., Backmann, J., & Hoegl, M. (2018). Authentic leadership and leaders’
mental well-being: An experience sampling study. The Leadership Quarterly, 29(2), 309—

321. https://doi.org/10.1016/j.leaqua.2017.05.007

Whelan-Barry, K. S. & Somerville, K. A. (2010). Linking change drivers and the organizational
change process: A review and synthesis. Journal of Change Management,10(2), 175-193.

https://doi.org/10.1080/14697011003795651

Wilkens, U., & Minssen, H. (2010). Interdependence between people and organization. German
Journal of Human Resource Management, 24(2), 101-107.

https://doi.org/10.1177/239700221002400201

Williams van Roolij, S. (2011). Higher education sub-cultures and open source adoption.
Computers & Education, 57(1), 1171-1183.

https://doi.org/10.1016/j.compedu.2011.01.006

Wilson, C., Janes, G., & Williams, J. (2022). Identity, positionality and reflexivity: Relevance and
application to research paramedics. British Paramedic Journal, 7(2), 43-49.

https://doi.org/10.29045/14784726.2022.09.7.2.43

Winstone, N., Balloo, K., Gravett, K., Jacobs, D., & Keen, H. (2020). Who stands to benefit?

Wellbeing, belonging and challenges to equity in engagement in extra-curricular activities


https://doi.org/10.1080/14697017.2013.768436
https://eric.ed.gov/?id=EJ1062684
https://doi.org/10.1108/jea-07-2017-0081
https://doi.org/10.1016/j.leaqua.2017.05.007
https://doi.org/10.1080/14697011003795651
https://doi.org/10.1080/14697011003795651
https://doi.org/10.1080/14697011003795651
https://doi.org/10.1177/239700221002400201
https://doi.org/10.1016/j.compedu.2011.01.006
https://doi.org/10.29045/14784726.2022.09.7.2.43

114

at university. Active Learning in Higher Education, 23(2), 81-96.

https://doi.org/10.1177/1469787420908209

Wiseman, D. (2018). Finding a place at home: The TRC as a means of (r)evolution in pre-service
(science) teacher education. McGill Journal of Education (Online), 53(2), 331-349.

https://doi.org/10.7202/1058401ar

Woods, P. A. (2015). Distributed leadership for equity and learning: Project paper. Revista
Lus6fona de Educacéo, 30, 175-187.

https://revistas.ulusofona.pt/index.php/rleducacao/article/view/5135

Woods, P. A. (2016). Authority, power and distributed leadership. Management in Education,

30(4), 155-160. https://doi.org/10.1177/0892020616665779

Woods, P. A., & Roberts, A. (2013). Distributed leadership and social justice: Images and
meanings from across the school landscape. Educational Management Administration &

Leadership, 41(5), 634-652. http://dx.doi.org/10.1080/13603124.2015.1034185



https://doi.org/10.1177/1469787420908209
https://doi.org/10.7202/1058401ar
https://revistas.ulusofona.pt/index.php/rleducacao/article/view/5135
https://doi.org/10.1177/0892020616665779
http://dx.doi.org/10.1080/13603124.2015.1034185

Figure Al
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* Includes SO staff not
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student affairs and
student recruitment staff

Three unionized, full-time permanent staff
Coordinate between school administrators
and school boards to obtain and assign
placements

Front-line point of contact for questions,

concerns, connecting directly with University
Ensure that University has an accurate record

of placement/information to substantiate
recommendations for teacher certification

Upwards of 100 individual supervisors
{non-unionized, contract staff) who work
any number of terms, placements
Support and mentor teacher candidates
in the field, fostering their growth and
development as future educators
Observe, assess, and evaluate teacher
candidates in the field based on progress
in developing professional competencies
Proactively engage with the host
school(s), addressing any challenges that
may arise during placement.

Serve as a liaison between University and
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implementation and enforcement of
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Note. Distinguishing organizational titles have been anonymized.
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Appendix B

Figure B1

Network Model and Social Analysis: Power and Resource Dependence

= Ministry holds regulatory authority over teacher education
programs, setting standards, policies, and accreditation
requirements to which SO must adhere.

« Ministry has the power to grant or revoke the accreditation
status of the university's teacher education program.

« Ministry relies on SO to develop and graduate workforce-
ready teachers.

work-integrated learning.

Faculty

Students

SO serves as main point of contact and support for students,
addressing their inquiries, concerns, and requests related to their .
placements.

Students depend on SO for information and guidance regarding
the placement process, including application procedures,
placement options, and deadlines.

SO holds authority over the organization and coordination of
placements, including assignments, schedules, and location.
SO is ultimately in service to students, providing access to
placement opportunities in host schools, matching them with
suitable teaching environments based on their preferences,
program requirements, and availability.

Students rely on the SO for administrative support, such as
collecting and processing necessary documents, coordinating
communication between the university and host schools, and
mediating/resolving any issues that may arise during the
placement period.

SO issues the final grade for the placement.

» Faculty teach seminar courses tied to placements that reinforce

« SO can suggest, but not mandate, topics to cover in courses.
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Host
Schools

Host schools benefit from
welcoming students (e.g., class
and school community
contributions, potential hires).
Students gain valuable learning
from host schools, serves as
early networking for potential
future employment.

Students are not considered
host school staff but must
generally follow school policy
and regulations.

Host school holds authority
over students; can terminate
placement at any time.

|

SO relies on schools for placements.

Host schools rely on SO for qualified teacher
candidates, workforce development.

Host school holds authority over the conditions of the
placement within their school.

SO has the power to set the requirements, guidelines,
and expectations for the placement.

SO holds final authority over the evaluation and
assessment of the students’ performance (grade);
however, host schools can terminate placement at any
time.

SO provides host schools with guidelines, frameworks,
and best practices for teacher education, which can
inform the school's approach to mentoring and
supporting student teachers.

Host schools rely on SO for ongoing communication
and collaboration, seeking guidance or resolving any
issues that arise during the placement.

= Ministry relies on host school to accept
students, provide in-field hours
required to attain teacher certification.

« Host schools (public) receive stipend
from Ministry.
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Appendix C: Assessment of Organizational Readiness for Social Change

The following completed assessment is adapted from Campbell and Kunreuther (2006).

The adaptations, affecting only non-essential terminology in the original tool, such as replacing

clients with students, do not compromise its reliability and validity. In the case of this assessment,

the organization is considered the Student Office at QuebecU.

For each of the following answers, a score is given based on the following tallying: A=0,

B=1, C=2, D=3. My answers are in bold, with scores noted parenthetically.

Part 1: Vision, mission, and the theory of change

1. Does your organization have a written mission statement?

A

B.

No, our organization does not have a written mission statement.

Yes, our organization has a written mission statement, but | don’t really know what
it is or how it applies to our work.

Yes, our organization has a written mission statement; | know what it is, but I
don’t think it really guides our work. (2)

Yes, our organization has a written mission statement that guides our work; staff

and board understand the mission.

2. Does your organization have a vision statement?

A

No, we don’t have a written vision statement, and we have never talked about
our vision. (0)

No, we don’t have a written vision statement, but we talk about our vision.
However, there doesn’t seem to be any overall agreement among staff and partners
about the vision.

Yes, we have a written vision statement, and | know what it is, but | don’t think it

really guides our work.
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D. Yes, we have a written vision statement that guides our work; staff and partners
understand the vision.

3. Does your organization evaluate how your activities advance the mission and/or vision?

A. Unless something is obviously going wrong, we assume that our activities are
working.

B. We evaluate our activities. These evaluations do not reference our agency’s
mission or vision. (1)

C. Our activities are routinely evaluated based on our goals and anticipated outcomes,
which stem from our mission or vision. However, we rarely discuss the results of
these evaluations.

D. We set goals and strategies that reference our mission or vision. Activities are
routinely evaluated, and we discuss the results among ourselves and with others in
the organization and partner organizations. We then make changes based on our
mission/vision, and on the evaluation results.

Part 2: Leadership for change
1. The organizational structure and decision-making process within your organization can
best be described in the following way:

A. The director makes most of the decisions.

B. The director regularly consults with staff and partners, but there is no formal
leadership structure with decision-making power beyond the director.

C. The director consults with staff and partners. We are working on developing a
more formal power-sharing process. (2)

D. Decision-making structures and accountability are clear, and power is formally

shared among people at different levels of the organization.
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2. How do your organization’s leaders reflect the communities you serve?

A. Our organization’s leadership does not reflect the community we serve in terms of
race, ethnicity, economic status, gender, age, etc. There is little interest in
recruiting, developing, or promoting leadership that reflects those we serve.

B. Our organization’s leadership does not reflect the community we serve. The
organization has tried to change this through diversity training or other efforts, but
with little success.

C. Our organization’s leadership is not fully reflective of our community, but it is
more reflective than it has been in the past. The organization is consciously
working to address this issue. (2)

D. Our leadership (or organization) reflects and is representative of the communities
we serve. We have ongoing, well-developed procedures in place to recruit and
develop leaders from the community.

3. How do students participate in your organization?

A. Our students receive services, but do not have any say in the services they receive
or the goals of the organization.

B. We are interested in feedback and periodically ask students for their opinions or
feedback through surveys, evaluations, comment cards, or meetings. However, this
process is not consistent and there is no structured way for students to have a say in
how the organization operates.

C. We get feedback from students in different ways and take that feedback into
account when we evaluate our organization’s work. \WWe have tried to bring
students into more formalized leadership roles (such as a committee), but we

haven’t done it consistently and when we have done it, the results have not
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gone very well. (2)

D. Students successfully participate in our organization at every level, from giving
feedback on services to serving on committees and leadership groups.

4. Does your organization work with students for social change?

A. We provide services only; the organization does not seem interested in doing social
change work.

B. Our organization is interested in social change but is afraid that if we speak up it
will jeopardize our ability to do our work.

C. Our organization has been active in several issues affecting our students at the
university level. Mainly, the university leadership is involved in this effort. (2)

D. Our organization has been active in social change work and its activities include
and are led by staff, students, and partners who have had leadership training on how
to do this work.

Total score = 11 out of 21 (mid-range score)
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Appendix D: Solutions
Table D1

Illustrative Examples of 4P Ideation

Category Artifact Description
Policy Communication Policy detailing the timeline and constraints for communication of
Timeline Policy equity considerations by students, specifying what can and cannot be
contravened.
Process New Placement Revised criteria for coordinators to assess placement quality and

Assessment Criteria  inclusivity, ensuring a comprehensive evaluation of host
environments.

Crisis Management  Protocols for handling discrimination or harassment allegations
Protocols during placements, including immediate and long-term support
strategies.

Programs Equity Trainings Professional development sessions for mentor teachers, field
supervisors, and other placement partners that simulate real-life
scenarios to develop practical skills in handling identity-based
challenges empathetically.

Self-Location Self-directed online tools that help preservice teachers explore and

Resources understand how their identity is intertwined with the teaching
profession, assisting them in identifying and articulating any unique
needs and considerations for the placement process.

Partnerships New MOU Updated language in MOUSs to align with equity goals, ensuring
Verbiage clarity and commitment to inclusivity from all partners.

Note. These examples are merely a sample of illustrative ideas. They are not a list of prescriptive,

suggested, or comprehensive solutions.
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Table D2

Evaluation of Potential Solutions

Evaluation Criteria and Questions Potential Solutions
Reproduction of
Accommodation

Process

Co-Curricular  Comprehensive
Additions 4P Reform

Appropriate Engagement of the Placement Network
Does the proposed solution empower actors across the
placement network as agents of change?

Does the proposed solution allow for successful
implementation without requiring the involvement No Yes Yes
and buy-in of every host school?

Contribution to an Underlying Culture Change
Does the proposed solution contribute to an
underlying culture change?

Does the culture change pervade both QuebecU and
host schools?

Does the proposed solution both develop supportive
environments for equity-deserving students and No No Yes
actively work to eliminate barriers?

Empowerment of Preservice Teachers in the Short-

and Long-Term

Does the proposed solution adjust the placement

process to support preservice teachers, instead of Yes No Yes
requiring them to adapt to the process?

Does the proposed solution address preservice

Yes No Yes

Yes No Yes

Yes No Yes

teachers’ capital, capacity, and capabilities? No Yes Yes
Does the proposed solution support preservice

teachers’ readiness for their fieldwork and No Yes Yes
professional career transition?

Total Score 4 3 8

Note. This table evaluates each of the four solutions using the set criteria and questions. No = 0; Yes = 1.

The highest possible score is 8.
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Appendix E: Communication and Evaluation Plans

Table E1

Knowledge Mobilization Plan

Change Timeline Stage of Change Audience Activities
Plan Phase Communication
(Palmer et al., 2016)

One Fall term Staff Introduce change initiative, collect evidence, needs,
(Sep-Dec) cultural implications (e.g., team meetings,1:1 check-ins,
feedback channels)
Current students Introduce change initiative, collect lived experiences
(e.g., via brief survey, meetings with student executives,
listening sessions)
Supervisors, faculty, Introduce change initiative, collect further evidence (e.g.,
alumni, school partners  via tailored email, forms)
Staff Ongoing discussions about change readiness (e.g., team
problem-solving, 1:1 meetings)
Two Winter term  Enabling Staff and engaged Visioning sessions
(Jan-Apr) students/partners
Launching All parties Communicate vision (e.g., website, tailored emails and
videos); invite to dialogue with questions, concerns, ideas
(e.g., via email, 1:1 meetings, scheduled forums)
Catalyzing Engaged staff, students, Invite to post and share team updates online (team

partners

All parties

members should be owning/crafting updates)

Post and share multimedia implementation plan online
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Table E1 (continued.)
Change Timeline Stage of Change Audience Activities
Plan Phase Communication
(Palmer et al., 2016)
Three Summer Maintaining Staff Meet regularly about change implementation for fall
(May-Aug) term placements
and beyond Students Encourage equity-deserving students to share success
stories about their placements on social media, to
promote peer-to-peer information sharing
Students, field supervisors, Integrate questions about new equity-oriented
school partners placement process in existing feedback channels (e.g.,
end-of-placement feedback forms)
Students, school partners  Post updates; send tailored end-of-year emails with
summary of success, challenges, lessons, next steps
Resources
e Communication channels (student portals, email, social media) o Staff time (allocated time for planning, execution, and
e Facilitation resources (staff or external facilitators) follow-up)
e Feedback channels (suggestion boxes, online platforms, designated e Team meetings (dedicated time within regular staff
representatives) meetings)
e Follow-up mechanisms (tracking and response system) e Video creation and hosting tools
e Meeting spaces (physical or virtual) ¢ \Web-conferencing and virtual forum tools
e Online form and survey tools (online survey platform) o \Website / web space (publicly accessible)

Note. The separate list of resources, provided in alphabetical order, serves as a collective toolbox, accessible for use, individually or in

combination, across each stage and for a multitude of activities in the communication plan.
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Monitoring and Evaluation Plan
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Change Timeline Monitoring Evaluation Methodology
Plan Phase
One, two  Fall term e Number of outreach e Positive student feedback e Per partner group: Track number
(Sep-Dec) communications, per partner indicating interest and of outreach communications sent,
& group engagement open rate, click rate
Winter term e Number of outreach e Increased partner engagement e Track event/forum attendance
(Jan-Apr) events/forums, per partner group  and participation in meetings and participation
e Number of new/reformed and workshops e Gather staff/partner feedback
policies, processes, programs, e Positive partner feedback through surveys or interviews
and partnerships identified indicating a deeper e Sentiment analysis on formal and
understanding of the problem informal partner engagement and
e Positive staff/partner feedback  feedback
indicating a sense of agency e Document the identified changes
e Alignment of identified and their nature
changes with new system for e Conduct an analysis to assess the
managing equity-related alignment of changes with
considerations equity-related considerations
Three Second year e Progress in implementing e Success rate of considerations e Track implementation progress

(May-Apr)

new/reformed changes within
specified timelines

e Comparison of implemented
changes to initially identified and
proposed changes

e Number of equity considerations
received from students in first
year

e Documentation of number, type
of considerations implemented
collaboratively across network

managed

e Type and nature of equity
considerations received from
students

e Evaluation of implementation
progress and challenges faced

and timelines

e Track the number, type, and
nature of equity considerations
received from students per
placement

e Conduct regular check-ins and
document challenges faced
during implementation
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Table E2 (continued.)
Change Timeline Monitoring Evaluation Methodology
Plan Phase
Three Third year e Tracking continued adherence to e Evidence of sustained ¢ Monitor the continued adherence
and beyond new/reformed changes adherence to new/reformed to changes over time

e Annual numbers and changes of
equity considerations received
from students, per placement

e Succession planning and
documentation of processes for
integrating changes with ongoing
staff/partners

e Documentation of number, type
of innovative ideas and proposals
generated

changes over time

e Type and nature of equity
considerations received from
students

e Long-term success rate of
considerations managed

e Alignment of ideas and
proposals with equity-oriented
assumptions and values

e Organizational culture
assessments of new staff via co-
constructed organizational
readiness self-assessment tool

e Organizational culture
assessments of relevant
placement network parties via
surveys, interviews, focus
groups, and observations

e Track the annual number, types,
and natures of equity
considerations received from
students per placement, evaluate
related implementation success
rate, compare across years and
placements

e Develop succession planning
strategies and document
integration processes

e Document generated ideas and
proposals

e Analyze the alignment of ideas
and proposals with equity-
oriented values
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Table E2 (continued.)
Change  Timeline Monitoring Evaluation Methodology
Plan Phase
Three Fourth e Comparison of placement o Anecdotal evidence from e Track and compare placement
year and success rates before and after students about changes’ impact success rates of equity-deserving
beyond implementing changes on their placement success students over time

Comparison of program retention
rates before and after
implementing changes
Comparison of alumni profession
retention rates before and after
implementing changes

Positive feedback and perception
from partners regarding changes
(e.g., emails, comments in 1:1
communication and meetings)
Public recognition received for
equity-focused initiatives (e.g.,
from university-at-large, awards,
media coverage)

Number of government policy
and guideline changes

(anecdotes speak directly or
indirectly to culture)

¢ Anecdotal evidence from
students about changes’ impact
on their program completion
(anecdotes speak directly or
indirectly to culture)

¢ Anecdotal evidence from alumni
about changes’ impact on their
commitment to teaching
profession (anecdotes speak
directly or indirectly to culture)

¢ References to new equity-
oriented assumptions and values
(levels of culture) about
fieldwork in feedback,
recognition received

e Extent of equity-oriented reform
incorporated in updated
government policies and

guidelines, in particular regarding

equity-related considerations for
placements

e Track and compare program
completion rates of equity-
deserving students over time

e Track and compare professional
retention rates of equity-
deserving alumni over time

e Track the submission of policy
proposals and their outcomes

e Collect information on received
recognition and awards

e Gather and codify partner
feedback

e Analyze updated government
policies and guidelines for the
inclusion of equity-oriented
reform
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