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ABSTRACT

This qualitative research examined perspective shifts experienced by
community college instructors at three Maritime provincial colleges as they made the
transition from content experts to professional instructors. Twelve instructor-
participants were interviewed regarding the first few years of their early experiences
as instructors, including before and after their respective compulsory workplace
professional development programs. The project is ontological in nature, examining
shifts in self-understanding as professional transitions led to personal transformations.

The research methodology design follows a bricolage combining elements of
both Narrative Inquiry and Thematic Analysis (NITA) to determine both foundational
and collective recurrent themes within the data, analyzed and discussed according to
adult learning and development theories, and then re-storied back into individual
participant accounts.

Research findings indicate professional transitions and personal
transformations include areas of identity development, including faculty development
practices; multi-level adult learning and development areas critical to the process,
including: cohort and common-purpose learning groups, mentoring, issues of identity
duality, transformative learning, impostor syndrome, and critical reflective practice;
the importance of recognizing new instructors as adult learners; and the critical role of

emotion in the transformational identity development process.

Key words: Adult learning and development, professional development, identity
duality, faculty development, transformative and transformational learning theories,
reflective practice, lifelong learning, identity development, new employees as adult

learners, the role of emotion in learning.
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Chapter One: The Study and Its Purpose

1.1 Introduction to the Study: Research Intent

My research investigates the professional transitions and personal
transformations new community college instructors (CCIs) experience at Maritime
provincial colleges as they move from content experts to novice professional
instructors. It is an ontological study that examines how content experts become adult
educators based in Adult Learning and Development theories (Chapter Two). The
research method (Chapter Three) is qualitative and is a blend of Narrative Inquiry and
Thematic Analysis; NITA for the sake of brevity.

In its broadest application, the research explores the nature of professional
transitions and personal transformations for mid-life-aged adults during a change in
employment status; a period in the lifecourse many social developmental theorists
believe ought to be stable (e.g., Erikson, 1959; Levinson, 1986). However, for the
participants interviewed for this research the change from content expert in a given
field (e.g., master carpenter or master chef) to novice CCl in that field created a
dichotomy: the move put them a) back in the schoolroom as students (adult learners)
while they completed their required professional development certification, and b) at
the front of the classroom in their new capacity as college instructor. My research
explores how new CCls have handled their employment change from both a

professional and personal perspective.
1.2 Purpose of the Research
My research investigated whether the employment move from content experts

to novice CCls initiated a perspective shift in self-identity. | believe this type of job

change is not simply an employment adjustment but necessitates a significant

1



personal transformation. | first recognized this transition as an undergraduate in the
University of New Brunswick’s (UNB) Adult Education program and encountered it
again as a part-time instructor in the same program. Initially, |1 saw and heard
indications of perspective transformations (Mezirow, 1978) in 1996 as novice CCls
(my student colleagues around the province) underwent the growing pains of this
transition. When | began teaching in UNB’s Adult Education certificate and
undergraduate programs in 2004, | watched and listened as learners made similar
transitions. This perspective shift has long piqued my interest, but | have rarely had
the opportunity to explore the change beyond brief discussions and individual emails.
For this study, I interviewed 12 CCls from both New Brunswick (NB) and Nova
Scotia (NS) provincial community colleges about their transitions and transformations
of their employment changes face-to-face (whenever possible), and via Skype or over-

the-phone when distance meant we could be in the same room.
1.3 Research Objectives and Questions

The primary objective of this research is to investigate the professional
transitions and personal transformations experienced by new CCls in three Maritime
provincial community colleges: New Brunswick Community College (NBCC), New
Brunswick College of Craft and Design (NBCCD), and Nova Scotia Community
College (NSCC). Because community colleges hire content experts with solid
professional backgrounds and several years of field experience (e.g., red seal
certification), the majority of new CCIls come to these jobs and associated transitions
during mid-life, a time adult psycho-social development theorists suggest is a period
of stability in the lifecourse (Erikson, 1959; Knox, 1977; Levinson, 1986). Added to

the employment adjustment, all new CCls are required to complete an Instructor



Development Program (IDP)* and/or certificate in Adult Education to secure their
continued employment with their respective colleges, making them mid-life adults
returning to learning as well, thus compounding their efforts to manage new self-
perceptions.

IDP certifications are usually completed within the first two years of
employment. CCls teach for a semester or two before starting their IDP training
during their first summer with their colleges, followed by another year in-service
experience for the fall and winter semesters, and then a final summer term of
advanced course work (Carusetta & Cranton, 2009). This adjustment period means
new CCls carry dual identities as they are both content instructors and adult learners
in the first two years of their employment, a transition that requires significant
personal and professional perspective shifts. Such a change in the nature of their
employment calls for a more flexible adult development model than currently exists,
one that will accommodate significant mid-life transitions. The perspective shift for
new CCls at Maritime community colleges was examined as a substantial and
meaningful life transition, not simply a change in employment.

Specifically, this study was guided by the following research questions: what
are the professional transitions and personal transformations experienced by Maritime
community college instructors as they undergo the shift from content experts to
novice instructors? These two separate but concomittant aspects are approached both
indivdually and collectively in the research findings discussions found in subsequent

chapters.

! Instructor Development Program (IDP) is a New Brunswick designation. New instructors at NSCC
complete the Community College Education Diploma (CCEDP). As such IDP is used throughout the
research to indicate both of these training and development programs. Details regarding
similarities/differences between the programs were unavailable at the time of this submission.

3



1.4 Analytical Framework

Analytical lenses for my research are several and derive from Adult Education
theories on learning and development. This is an ontological study that investigates
the professional transitions and personal transformations of research participants as
they struggled to embrace new areas of self-understanding and self-identity in their
new professional roles. Key philosophies and principles that guide my research
include transformational learning theories, context and cohort theories, mid-life social
development theories, lifelong learning theory, and reflective practice.

Determination of the appropriate adult learning and adult development
theories is influenced by my academic background in Adult Education and by my
personal experience as an instructor in UNB’s undergraduate and IDP/Certificate in
Adult Education programs. In an effort to resolve some overlapping yet prickly issues
between existing adult learning and adult development theories, a more flexible

theory is introduced in Chapter 7.
1.5 Significance of the Research

The research is relevant and applicable to many diverse areas. The
investigation into these types of career transitions will provide a general framework
for understanding the needs of new CCls during their employment transitions; and
will help adult educators, program developers, policy makers, scholars, and adult
learners in career change to understand better the transitions adults experience as they
move from one source of employment to another. Research findings can be applied to
job re-training programs, human resources management, and employment advising
and counselling, and be beneficial in federal government Employment Insurance

work-readiness programs.



Applied broadly, this research touches on several current social and economic
concerns. Late 20"/early 21% centuries have seen significant changes in the nature of
full-time and/or permanent employment. Economic booms of the late 20™ century
created new fields of employment (e.g., the technology sector, expansions to the gas
and energy sectors); however, economic recessions, such as the 2008 crash, and
subsequent budgetary cut-backs in every employment sector have seen moderate to
severe slow-downs in most areas of work (e.g., the auto industry, mill work).

Many contemporary mid-life adults are experiencing significant lateral
lifecourse changes, such as a change in employment (Statistics Canada, 2015). These
transitions can bring a fundamental shift in self-perception. For example, a move from
work as an auto mechanic to teaching students hoping to become auto mechanics in a
community college may raise the self-reflective question: who am | now that I’'m not
a full-time mechanic? A successful transition from one job to another sounds simple
on the surface, but such a shift in self-awareness is often a transformational
experience (Carusetta & Cranton, 2009).

Canadian community colleges offer certificate training in a wide variety of
professional fields, for example: photography, welding, SCUBA licensing, interior
design, plumbing, and practical nursing. CCls interviewed for this project came from
a variety of different career fields; however, as new instructors they were all required
to complete their respective IDPs, making them both content experts in an adult
education setting and new adult learners in a new-to-them training and development
program. This research is based on the position that significant changes occur for new
CCls as they endeavor to fit in to their new positions, and that those changes include

perspective shifts in both self-understanding and self-identity.



Statistical data on employment changes for Canadian adults in mid-life can tell
us how many have changed or lost jobs, how many have re-located to find work, and
how many have experienced a change in socio-economic status (SES); but such
numbers cannot detect the effects these major changes demand of the individual. 1
want to investigate the effects of these job-change identity shifts on CCls because |
have both witnessed it in others and experienced it myself; however, until now my
data were only anecdotal. I believe the results of this research will benefit adult
learners in any lifecourse transition, no matter what area of employment, but more
specifically it will be advantageous to new CCls and the institutions that employ
them.

The participants | interviewed for this project reminded me of my
contemporary learners back in 1996 as they echoed many of the same concerns, fears,
and struggles in finding their way as new CClIs but now over twenty years later. |
have likewise heard/read similar apprehensions from learners in the undergraduate
courses | have taught since 2004. Thus, my experience teaching new CCls prompted

my investigation into their professional transitions and personal transformations.
1.6 Previous Comparable Doctoral Research

Vaismoradi (2013) believes inductive thematic analysis “is used in cases
where there are no previous studies dealing with the phenomenon, and therefore the
categories are derived directly from the text data” (p. 401). However I have found
three dissertations investigating research questions similar to mine: A Narrative
Inquiry into the Professional Identity of College Instructors (Hayden, 2015),
Constructing an Identity: The Work and World of Polytechnic Trade Tutors in New
Zealand (Maurice-Takerei, 2015), and Trial by Hire: Learning to Teach in Higher

Education (Post, 2004). | believe it is possible to substantiate an inductive analysis



‘derived directly from the text data’ without relying on conclusions or deductions
found within these three academic efforts.

Looking only at the research methods of the three other dissertations,
substantial differences exist in the research methodologies used, sample sizes, and
participants’ circumstances. Hayden (2015) used a narrative inquiry method to
examine the experiences of nine instructors who transitioned from industry to
teaching adults at the Canadian-Arab School of Technology and Training (CASTT) in
the Middle East to determine how participation in professional development activities
shaped their new professional identities. Maurice-Takerei’s (2015) research looked at
tertiary level vocational tutors at a large urban polytechnic in New Zealand. She
began by interviewing 15 randomly selected vocational tutors, and followed up using
surveys, focus groups and field work all analyzed within a bricolage of ethnography
and critical theory. Post (2004) interviewed 12 recently hired university professors at
three Canadian Maritime universities using open-ended questions and employed a
phenomenological methodology to analyze her data.

Several other significant differences exist between my research and the other
three dissertations. Hayden’s (2015) work appears at first glance to be most similar to
my research. However, our approaches to using narrative inquiry are much different,
specifically because my method includes thematic analysis. We also differ in our
emphases on adult learning and development theories in our investigations: adult
education theories and theorists are a dominant influence in my work, whereas | find
far less attention paid to these in Hayden’s (2015) work. Maurice-Takerei’s (2015)
study focuses on interviews with randomly selected participants at a single urban
polytechnic campus in New Zealand, whereas my participants are volunteers and

come from three different Canadian Maritime community colleges. Post’s (2004) is



the only other research that focuses solely on Canadian Maritime higher education
and is heavily influenced by adult learning and development theories; however,
becoming a university professor is, for the most part, a completely different vocation
to that of a CCl. University professors spend years (often decades) within academia,
both completing multiple academic degrees and learning the academic ropes; whereas
for CCls (and the institutions that hire them), emphasis is on length and breadth of
actual hands-on practical experience.

My hybrid NITA inductive research analysis “derived directly from the text
data” (Vaismoradi, 2013, p. 401) provided the analytical framework required without
the need to rely on previous comparable doctoral work. A full comparison of results
from the other three dissertations is the work of a future study an intriguing thought.
1.7 Terminology and Definitions

The following sections delineate boundaries and definitions for terms used in
the research, including the age span for mid-life; definitions for transitions and
transformations, professional development and workplace learning, and formal and

informal learning; and acknowledgement of the author’s biases.



1.7.1 The Age Span for Mid-life

Identifying lifecourse transitions is a nebulous process, and is often
categorized by age ranges: for example, childhood, youth/emergent adulthood (Arnett,
2000), young adulthood, adulthood, and senior adulthood/third age (Gilleard & Higgs,
2002); but where do these life-hoods begin and end? Participants in my research were
determined as mid-life-aged adults based solely on the time it takes to establish an
‘expert’ level of professional experience. The duration or span of time required to
establish content expertise at the time of hiring CCIs is at the colleges’ discretion, SO
the age of research participants is relevant, but not central to the research. However, it
takes time to become an expert at something, and those invested years are important
to individual personal and professional development. For that reason, CClI
participants are considered mid-life-aged adults.

How life-hood boundaries are established can be confusing and sometimes
inconsistent. Age-level distinctions are often imposed by governments, special
interest groups, and social and cultural practices, and often these determine how we
are treated under the law. In Canada, we are eligible for a driver’s licence, can leave
school and work full-time, are criminally liable for our social conduct, and have
reached the age of consent for sexual activity by the time we are 16 years old;
however, the federal age for military conscription is 18 years as is the legal age for
gambling, and the legal age for consumption of alcohol is generally either 18 or 19
years depending on the province. We are considered (emergent) adults (Arnett, 2000)
under the law into our mid-teens, but teenagers are not necessarily treated as adults by
family and society. So the question becomes, if we are legally and socially considered

adults by the end of our teens, when are we middle-aged?



If the onset of adulthood is blurry, the thresholds for subsequent adult
lifecourse periods are equally unclear. Age-and-stage theorists writing in the late
1950s to 1970s depicted the lifecourse as linear, progressive, and predictable
(Erikson, 1959; Knox, 1977; Levinson, 1986). We went to school, found a job, got
married, had children, retired, and later died. Looking through a 21* -century lens,
such theories appear to be the product of an idealized lifecourse, understood from the
authors’ own socio-cultural perspectives, and are often out-of-step in today’s world.
Main (1993) suggests “an adult is one who lives in the freedom-responsibility
continuum and paradox” (p. 3). Blatterer (2010) identifies three “classical markers of
adulthood” (p.47) found in the literature — a family, a full-time job, and a permanent
residence — all by age 26; but he challenges the tripartite age-achievement trajectory,
and asks, “Where does this figure come from?” (p. 47). Unfortunately, none of these
discussions makes determining an age boundary for mid-life any easier.

To further compound the issue, second-decade 21% -century census results
(Statistics Canada, 2018) indicate mid-life lifestyle changes (including diet, exercise
and wellness routines) have increased lifespans in the Canada over the last ten years
“reaching 19.3 years for men and 22.1 years for women” after age 65 compared to
“17.9 years for men and 21.0 years for women” in 2005/2007 (p. 6). If such
demographic lifespan shifts continue, it could extend how we perceive boundaries
around our mid-life years.

For the purpose of this research, | have drawn a porous and generalized
boundary around mid-life as 35 to 65 years of age. The rationale for this thirty-year
age span is four-fold. First, it acknowledges significant and prior life changes that
often (but not always) occur between ages 18 to 35 years, such as career/job,

marriage, and children (Erikson, 1959; Knox, 1977; Levinson, 1986). Second, through
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their life experience most adults have by this point generally acquired the life-skill
sets to manage and cope with daily events (Clark & Caffarella, 1999). Third, by age
35 most people are responsible for themselves, and possibly others (Lachman, 2004;
Moen & Wethington, 1999). Fourth, no one particular trait or behaviour ought to be
taken as indicative of one age-stage or another (Loevinger, 1987; Weathersby, 1976)
because the lifecourse is messy and unpredictable, and rarely runs according to plan
(Clark & Caffarella, 1999).
1.7.2 Definitions

The following terms come up frequently in the research, and thus require
specific definitions, criteria for selection, and/or acknowledgment of connections to
other, similar terms.

Transitions, Transformations & Shifts: These two words are often used

comparably, as in: I moved from here to there (transition), and now my world is
different (transformed). In adult education theories these two terms are differentiated
depending on their use, and thus need separate definitions. One other variable needs
consideration as well: both words can be used as nouns, verbs and adjectives, making
them utilitarian as words go, but complex when applied in a research investigation.
For the purpose of this research, transition (as noun, verb or adjective) represents a
change, movement, shift or passage from one position or state to another. For
example, cultural rites of passage often represent a transition from one recognized
position in society to another, such as a transition from childhood to adulthood.

Transformation is connected to transition as it represents the outcome of
change, movement, shift or passage, but not necessarily the final (i.e., terminal) result.
In any educational context one transition can be the catalyst to a single

transformation, but it can also lead to subsequent transformation and then yet another,
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and always represents personal growth. Once we learn something new, we cannot
return to a state of not knowing; for example, in learning to tie our own shoes, we no
longer depend on someone else to go outside. Transitions open doors, transformations
are what we become once we are through that door: for example, Dorothy’s
considerable and continuing transformations once she enters the Land of Oz.

Shifts represent the cognitive changes between transitions and transformations
in the context of this research. Considerable ‘newness’ exists for new CCls: for
example, a new workplace, new work colleagues, new work practice (i.e., teaching in
a classroom), and new professional and personal perspectives (e.g., teacher/new adult
learner). All of these newness issues need time to become normalized and that
requires critical reflection (Cranton, 2006; Dirkx, 2007; Kegan, 1980, 1982; Mezirow,
1991, 1997a) in order to make sense of shifts in perspective, context, and knowledge
application. Shifts are essentially the constructivist bricks in meaning making
acquisition. They can develop slowly as CCls integrate previous experience into
current practice, or surface swiftly as cumulative knowledge and experience abruptly
fall into place. No matter the speed of occurrence, new CCls build their new their new
professional roles and adapt to changes in personal perception. In this sense,
transitions open doors and transformations occur once we step through those doors,
but shifts carry us across those thresholds.

Lifecourse: The word lifecourse? was chosen over comparable terms, such as
lifespan or lifecycle, though these words do have overlap and are sometimes
interchangeable in the literature; therefore, distinctions are required. Lifecourse
(Heinz, Kelle, Witzel & Zinn, 1998) was chosen as it is a descriptive and concrete

term that follows “life in its evolution from beginning to end” (Levinson, 1986, p. 3),

2 This word can also be found written as life course and life-course (as both noun and adjective) in the
literature.
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making it the best term to meet the requirements of this research. On the other hand,
lifespan is the full extent of human life (Mott, 1999), and lifecycle refers to the
underlying fundamental sequences of events common to all human life but does not
include experiences unique to individuals (Levinson, 1986). For the purpose of this
paper, lifecourse refers to the events we experience as our lives move onward.

Community College: Community college, or college, is common term used to

denote post-secondary public institutions that run accredited work-readiness programs
in trades, technical, and other vocational disciplines, and have the power to confer
credentialed certification upon their graduates after successful completion of these
programs. However, not all community colleges are institutionally similar. For
example, community colleges in the U.S. are somewhat different than those in
Canada. Similar CCI training programs exist under different names on a global scale;
for example, training for VVocational Education and Training (VET) instructor
programs exist in some Europe countries and in Australia/New Zealand. For brevity
and clarity, all such post-secondary institutions that offer vocational training and
work-readiness programs will be referred to as community colleges in this research.

Professional Development and Workplace Learning: Professional

development and workplace learning are terms that are treated interchangeably in this
research project. The rationale for this congruence rests in the nature of the research.
An essential component of the investigation is the workplace learning programs (e.g.,
IDPs) for the professional in-service development of college instructors. IDP training
is administered during the first two summers for new CCls as in-coming collective
groups or cohorts, regardless of their content expertise (Carusetta & Cranton, 2009).

The research focus is on individual instructors, not the training cohorts to which they
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belong. However, the importance of learning cohorts, and their support and influence,
IS important to the research.

Professional development (PD) programs in general are structured, formal
learning opportunities, run by experienced and/or credentialed individuals or groups
who offer their services to other learners or learning groups (Czerniawski, 2013). PD
programs might be mandatory for employment or position advancement or be part of
ongoing employee qualification regulations for an institution, business, or
organization (Brancato, 2003). Programs vary depending on organizational need and
size; employees can be sent to the learning programs, or the developers can come to
the place of business (Meyer & Marsick, 2003). PD programs address all manner of
employment needs, such as improving existing work practices, assisting in
changeovers to new practices or routines, and broadening the general knowledgebase
of a company (Brancato, 2003).

PD programs can provide work-readiness for individuals who have lost a job
or are looking to make a change in employment (Marceau, 2003). Programs can be
run as internal workshops, mentoring and job shadowing, or as external events, such
as professional conferences, association meetings and retreats (Marceau, 2003; Meyer
& Marsick, 2003). PD programs can be incentive-based for individual initiatives, such
as reimbursement of tuition or fees for attending accredited programs outside the
workplace, and the promise of personal advancement within an organization.
Programs can also be brought back to the workplace from outside events, such as
conferences or workshops, and then shared with other employees. Whatever way PD
programs are delivered, wherever they are located, they are almost always formal,

structured programs.
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Formal and Informal Learning: Inquiry into formal and informal workplace

learning has been part of adult education since the 1960s (Bos, 2001; Tough, 1999),
and in some instances research into both types of learning has provided the basis for
community college instructors’ training programs (Bos, 2001; Carusetta & Cranton,
2009). A wealth of peer-reviewed literature on formal learning programs exists but
reading in that area depends on the learning context (Hansman, 2001). The IDP for
new CCls is a formal, structured program with particular learning objectives and
outcomes, and is designed for a particular learning group (Carusetta & Cranton,
2009).

Rogers and Horrocks (2010) define formal learning as: “courses or classes run
by schools, colleges, universities and other statutory and non-statutory agencies
making up the education system” (p.11). IDPs meet these criteria as standardized
adult learning programs designed for a specific topic based on a cumulative learning
process. Courses in the programs require the presence of a teacher or facilitator to
deliver course content and provide feedback and assessment.

Development of an adult learning program, such as an IDP, requires program
development and the preparation of courses and curriculum by invested educators and
content experts. Adult educators know how to build program activities appropriate for
adult learning, while content experts know what needs to be learned. Content experts
can include members of professional associations, representatives from local
businesses and industries, and elected members of municipal and/or provincial
governments.

Informal learning is another matter altogether. It is not the antithesis of formal
learning, but more its companion. Informal learning is flexible, ongoing, and

recognizes the learning that can take place during any type of social interaction
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(Eraut, 2004; Fenwick, 2008). Livingstone (2001) provides this definition: “Informal
learning includes anything we do outside of organized courses to gain significant
knowledge, skill or understanding... [and] occurs either on our own or with other
people” (p. 2). Informal learning and its relevance to workplace learning is a growing
area of adult education research (Eraut, 2004; Fenwick, 2008, M.C. Taylor, 2006). It
includes a much broader perspective of personal and interpersonal professional
development factors than formal learning, and often occurs concurrently during
formal learning or training (Eraut, 2004).

In 1998, Livingstone (2001) surveyed 1500 Canadian adults in an effort to
create a framework for understanding informal learning capacities in a general setting.
He concluded that informal learning was like an iceberg: “mostly invisible on the
surface and immense” (p.1). He continued his research for a further five years and still
could not extrapolate a workable framework for informal learning. While we cannot
schedule or control informal learning, recognizing both its existence and potential for
meaning-making opportunities are critical elements in the context and cohort theories
discussed in Chapter Two.

Postmodernism: The term carries a considerable amount of ambivalence,

depending on its application (for example, fine arts or other artistic practices), or its
use in an academic discipline (for example, its application to the study of history
versus its use in the field of anthropology). It also carries a great deal of
methodological weight, depending on how it is framed and how that framework is
applied. Contemplations on the application ambivalence and/or the methodological
framework have generated vast amounts of academic opinions, publications,
disagreements, and countless ‘postmodern’ research methods, making any attempt at a

definitive description difficult, and potentially provocative (Creswell, 2007). For my
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research, postmodernism is interpreted as a melting pot of social science theories and
analytical research designs that focus on and deconstruct multiple social and cultural
perspectives, including race, gender, sexual orientation, socio-economic status, and
any other types of social associations or affiliations. Research was conducted in full
acknowledgement of the researcher’s own place and voice within the study (Creswell,
2007). While such theoretical perspectives often call attention to disadvantaged or
marginalized social conditions, inequalities in social power and control, and other

social inconsistencies (Crotty, 2003), those situations were not part of my research.
1.8 Anticipated Research Findings

Anticipated findings for this investigation were determined by adult social
development and learning theories and follow a social constructivist model (Crotty,
2003; Merriam & Clark, 2006; Merriam & Heuer, 1996). Since CCls go through their
IDPs in groups, | expected to find aspects of cohort support (Schoon, 2010; Shaie &
Zanjani, 2006; Rosow, 1978) since new instructors become a common-purpose group
(Imel, 2002; Kegan, 1982) with the end result of program completion. Evidence of
personal growth was another anticipated element of the transition for research
participants, as their professional lives were re-situated from a level of competence
and expertise gained from previous employment to that of much ‘newness’: new
physical surroundings, new colleagues, and new employee status. These new contexts
can create significant shifts in personal social development (Schoon, 2010; Shaie &
Zanjani, 2006; Rosow, 1978).

Adult learning theories predict significant shifts in meaning making
throughout the lifecourse. Knowles’ (1978, 1980) theory of andragogy shed new light
on learning needs and characteristics of the adult learner, replacing standard

pedagogical approaches utilized to teach children. Contemporary learning theorists,
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such as Kolb (1984) and Freire (1972) reframed adult learning theories to focus on the
importance of life experience in meaning making and the personal empowerment
continued education can bring to workers. But it was Mezirow’s (1978, 1994) theory
of transformative learning (TL) that offered a structured, cognitive-based analysis on
how we interpret our self-perception in social roles and reinforced the power of
personal experience in self-evaluation during times of confusing or frustrating
personal experience, moments he called ‘disorienting dilemmas’. My research
anticipates instances of such disorientation during both the IDP experience and the
transition to new CCI, followed by perspective shifts that bring about personal
transformations.
1.8.1 Author’s Biases

I have been an instructor for UNB’s IDP since 2004. As I mentioned above, |
knew these transformative changes occurred; however, | did not know if the shift
happens for everyone, or if it did happen when that change would occur. My
assumption was that it did, and that if it did not happen CCls would likely not enjoy
their work as instructors. | wanted to be correct in my assumptions, but needed to be
vigilant about not leading participants toward the responses | anticipated, and not
forcing my truth onto the data to the exclusion of other possible results (Boyatzis,
1998; Creswell, 2007). I am new to this size of research project and to qualitative
research methods and have become accustomed to finding information to support
whatever position | take, while perhaps paying less attention to information that might
be less supportive. I am not accustomed to the idea of emergent data, or letting
information lead me rather than me leading it, thus rigour in analysis is paramount

(see Chapter Three).
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| have a passion for the English language, so needed to be mindful of finding
and then attaching meaning behind language used by participants that might not
actually be there (Braun & Clarke, 2006). Further, I needed to be mindful that my
interpretations of synonyms, metaphors, anecdotes, and other languaged data might
require requests for clarification during or after the interviews to ensure accuracy and
authenticity.

| sometimes encounter learners who have chosen to continue beyond the IDP
and complete a full Bachelor of Education (B.Ed.) at UNB, in which case there is a
likelihood some participants may have been students in courses | have taught
previously; however, familiarity was neither a problem nor conflict of interest. In fact,
those relationships made the interview process more relaxed since we already have a
positive place from which to start.

Last, | needed to watch for using leading questions in the interviews. Just as |
had to let the data lead me to the results, so too did | need to resist the temptation to
ask questions that steered participants toward the responses | wanted (Boyatzis, 1998;

Creswell, 2007).
1.9 Limitations and Delimitations of the Study

Several limitations (both certain and potential) exist within the study that
could render research findings to be considered only partial or perhaps even
incomplete. First, I do not work within the college system but teach courses in Adult
Education at UNB, so my sources for information regarding IDPs come from a time
when the department held a professional development contract with the college some
ten years ago. Since then NBCC’s IDP has become internalized, so current program
information comes from discussions with learners; therefore, my perspective could be

skewed by what I learned from them. Second, | only teach part-time in the Adult
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Education program so am not privy to any communication between UNB and NBCC
regarding any changes that directly affect cooperation between the institutions. Third,
| could only find twelve participants for the study. | partly attribute the low number to
a misunderstanding on my part regarding contact within the colleges themselves. My
experience with UNB’s practice of emailing and re-emailing every student and
employee at both NB campuses on a daily basis regarding this, that and everything in
between led me to assume college information sharing practices were comparable; but
it turns out they are not. While NBCCD is a single campus facility in Fredericton,
NBCC and NSCC have campuses spread throughout their respective provinces.
However, college contact people only had campus-wide (as opposed to college-wide)
ability to reach out to CCls with an initial invitation to participate. | did not realize
that at the time the invitation to participate was sent to the colleges. My rationale
stems from personal experience: | have never known a teacher, K-12 or adult
educator, who did not want to discuss his/her own personal experiences about

teaching.
1.10 Summary

In this chapter I have described the purpose, analytical framework and
significance of the research, and provided definitions for foundational terminology
used throughout the work. My research examines perspective shifts experienced by
research participants who were community college instructors at three Maritime
provincial colleges as they made the transition from content experts to professional
instructors. Research data were collected from semi-structured individual interviews
with current in-service community college instructors, and then analyzed using a
hybrid Narrative Inquiry-Thematic Analysis methodology. Data was evaluated

through a blended adult learning and development model that includes transformative
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learning theory, context and cohort theories, and mid-life social development theories,

all grounded in social constructivism.
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Chapter Two: Research Literature Review

2.1 Introduction

The extant academic literature relevant to my research covers multiple facets
of adult social development, adult learning, and workplace learning/professional
development theories. Each of these areas is discussed below in separate sections, but
they also have important areas of overlap. For example, theories on adult social
development and adult learning are approached as two distinct areas of study, making
for two distinct research perspectives; however, it is difficult to talk about one without
including the other: does development affect what individuals (or groups) learn, or
does learning affect how individuals (or groups) develop? Likewise, workplace
learning and professional development can be discussed separately: learning at work
can be both formal and informal and the term ‘workplace learning’ can be applied in
broad brushstrokes and include everything from virtual or other computer-based
individual training, to mentoring, to informal peer-to-peer interactions (Beaty, 1998;
Buck, 2004; Drago-Severson, Helsing, Kegan, Popp, Broderick & Portnow, 2001;
Eraut, 2004), all of which falls under the umbrella of training and development;
however, standardized training is a formal process, such as the IDP, is likewise a
component of professional development (Fenwick, 2008). Thus the breadth of what is
considered workplace learning is considerable. However, professional development
can go beyond job training and include areas far more specific to individual
development as well (Brancato, 2003 Caffarella, & Clark, 1999; Fenwick, 2006).

Areas covered in this chapter include: adult social development theories,
foundational adult learning theories, transformative learning theory, workplace
learning and professional development theories, professional identity development

theories, and include discussion on lifelong learning and reflective practice. Each
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section discussion below provides important elements relevant to an inquiry into the
professional transitions and personal transformations of Maritime community college
instructors (CCls). Overlaps exist between theoretical applications and these areas
could initially be interpreted as redundant, but when considered as an interwoven
construct those overlaps create the necessary overall theoretical foundation.

Adult development theories present ways to understand changes and shifts
throughout the adult lifecourse. In their theoretical infancy of the mid-20" century,
adult development theories tended to standardize how our adult lives develop across
the lifespan. Many of these theories suffered from a stunted perspective, however,
since the majority reflected the lives of their authors: Caucasian, middle-class males.
Such theories were often age-and-stage based (e.g., Erikson, 1959) and
diagrammatically depicted as having an upward trajectory. Those early theories gave
rise to early feminist critical theories (e.g., Belenky, Clinchy, Goldberger & Tarule,
1986) in the 1980s and 1990s. Feminist theories would challenge these male-centred
developmental ‘ideals’ in favour of lifecourse perspectives that were more inclusive
and realistic, turning instead to individual social experiences, such as personal
interactions between family, friends and/or workplace colleagues, that influence
overall adult development. These areas are broken down into context and cohort
theories in the discussions below.

Adult learning theories recognize adults as a distinct learning group with
different learning orientations than those of children. The adult learning discussion
section provides an overview of Knowles’ (1978) theory of andragogy, different adult
learning orientations, and an overview of adult learning theories that includes brief
summaries on the role of experience, critical consciousness and meaningful

transformation in learning construction. Each theory discusses the way in which self-
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perception is influenced by how we perceive the world around us, and how learning
can shift both perceptions.

The third section provides an in-depth examination of transformative learning
(TL) theory. TL holds a prominent place in the overall research and thus requires its
own in-depth discussion beyond a standard summary. Academic theories and debates
abound regarding TL theory and discussion examines the impact of TL on adult
education theories and practices, including: research and expository articles by its
adherents and allies that often go beyond Mezirowian interpretations, criticisms of the
Mezirowian theoretical construct and outright refutations of TL’s existence, and
alternative learning theories research that provides different paths to the same learning
outcomes.

Workplace learning and professional development (PD) were defined in
Chapter One as interchangeable ideas in this research project. Generally, they are
formal, structured work-readiness programs with pre-determined curricula run by
experienced and/or credentialed individuals or groups for specific skills-based
learning outcomes. On the surface, PD programs provide orientation for new
employees and skills upgrading for continuing employees; boxes are checked as each
person moves through each portion of the program, and successful program
completion means individuals and/or common-purpose groups possess skills desired
by employers. However, research into PD learning outcomes for new post-secondary
faculty (e.g., Billett & Sommerville, 2004; Carusetta & Cranton, 2009; Chappell,
1999; Fugate & Amey, 2000; Howard & Taber, 2010; Lawler, 2003) suggests
considerably more than skills development is afoot, and that these programs affect
individuals on a far more personal level in terms of individual professional identity

development. Academic discussion in this area is fundamental to understanding the
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professional transitions and personal transformations experienced by new CCIs as
they move from content expert to adult educator.

Each section of this review provides the theoretical building blocks used to
deconstruct and analyze interview data in Chapter Four and re-construct participants’
stories in Chapter Five. Only theories relevant to the research are addressed in the

sections below.
2.2 Adult Social Development Theory

Social developmental theories view individuals as products of their social and
cultural conditions (Knox, 1977). This area of adult development has its foundations
in early psychological (Erikson, 1959) and psychosocial (Fisher, 1993; Levinson,
1986; Reeves, 1999) theories that suggest individuals undergo common
developmental stages simply because they have reached a certain age or undergone a
common experience. Many attempts were made to identify ages-and-stages
throughout lifecourse development, each with its own foundational discipline and
age-stage vocabulary, but, with the exception of Loevinger (1987), all cited theorists
were Caucasian, male and middle-class; features that informed their considerations
regarding when and how people (men) progressed upward in their individual self-
development.

Adult social development theories germane to my research have a common
constructivist pattern (Kegan, 1982, 1994; Knox, 1977; Merriam & Clark, 2006;
Merriam & Heuer, 1996): new knowledge develops through social interaction based
on previous personal experiences. We build internal meanings based on how we
perceive external events, and these interpretations shape our own unique sense of

awareness. We continually construct new meanings atop old ones, building a new
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understanding of the world each time, and our individual development depends on
how we construe shared social interactions.

Social development theories often group people together by age ranges and
focus on typical, generalized and common experiences throughout lifecourse stages.
However, Knox (1977) thought that the nature of social interactions had the greatest
influence on individual development. He believed while social development had
common sequences or stages, such as getting married, having children and
employment, it was the cumulative effects of an individual’s everyday social
interactions and experiences that influenced development: who we marry is as
important as when the event takes place; what we do for employment is as influential
as where we work and with whom; where we have lived as children and choose to live
as independent adults likewise affects our unique individual social perspectives.
Knox’s theory on social development appreciates the psychosocial models but goes
further to create a more holistic model shaped by individual experience. Where age-
and-stage theories focus on general lifecourse changes believed to be common to all
individuals, Knox saw people as the products of their individual environs, and
examined how experience gained from social interactions (such as family, school, and
employment) shape the development of each individual as a unique person.

Social development theories that situate people at the centre of their own
unique experience-based understanding of the world provided promising foundations
for my research (e.g., Clark & Caffarella, 1999; Knox, 1977). New CClIs come to their
new jobs with a wealth of diverse professional expertise and unique life experience,
but that all changes when they enter their first college classroom to become a CCI.
Research into context and cohort theories suggests that change in physical

surroundings (context) brings a change to the people involved, and that unfamiliarity
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within the new context creates significant shifts in individual social development
(Rosow, 1978; Shaie & Zanjani, 2006; Schoon, 2010). Once the IDP program starts,
new CCls become part of a new working group at a new place of employment, and
these changes likely alter how they see themselves in the world (Cranton, 2006).
2.2.1 Context and Cohort Theories

Context theory and cohort theories suggest that we are the sum of our personal
experience, and that our unique contextual perspectives are shaped by the social
interactions (Knox, 1977; Moen & Wethington, 1999) within our cohort groups
(Rosow, 1978; Shaie & Zanjani, 2006; Schoon, 2010) we encounter throughout our
lifetime. Changes in contexts and cohorts occur on a daily basis, although we rarely
recognize the shifts. We take the same routes to the same places all the time (such as
work, school, grocery stores and leisure activities), and often with the same people.
Contexts and our cohorts in them usually remain steady comprising of the same
people in each specific situation; adaptations and adjustments to what constitutes a
cohort occur as the people in them can change. For example, when someone retires
from a work cohort, moves out of the neighbourhood or leaves a recreational activity
group, the faces that comprise our situation-specific cohorts can change; but a change
in a purpose-specific context can lead to a physical change in surroundings (e.g., a
change in employment, living in a new city, or interest in new recreational activities),
which often leads to a change in the people around us: i.e., our cohorts. Contexts and
cohorts reflect what we do, where we go, what we experience, and who we know.
Knox (1977) was one of the first adult education theorists to suggest that social
circumstances had a direct bearing on adult learning and development. He believed
community settings, such as family, socio-economic status (SES) and employment,

directly influenced all aspects of adult development.
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Spera and Matto (2007) developed a contextual-congruence model for child
socialization research, but their overall discussion emphasizes the significance of
context at all levels of human development. They argue that consistency of immediate
influences, such as parenting, education and SES, shape individual frameworks for
understanding social values from an early age. As children grow their interactions
with the world increase, which can test contextual-congruence validity: social values
ingrained from childhood either converge or conflict with social norms. Spera and
Matto’s (2007) social contextual-congruence model for children can be applied to
adult social developmental models. Maturity into adulthood brings new experiences,
some of which become normalized, which shape unique individual contextual social
perspectives.

Rossiter (1999) suggests that adult development be viewed as a process of
narrative construction grounded in individual, contextual ‘stories’; as we grow older,
our stories grow with us, and we impart our story through everyday communication
and interaction with the world: “When we understand that the process of human
meaning making takes a narrative form and that people understand the changes over
the course of their own lives narratively, we can appreciate the value of the narrative
orientation to the study of development” (Rossiter, 1999, p. 78). Our narratives situate
our contexts and indicate how we see ourselves in relation to others; stories told by
others regarding our behaviour provide context for how the world perceives us.

Knox’s (1977) work provides a second key element for understanding adult
development: our social cohorts. The importance of cohort is implicit in Knox (1977).
It is possible he did not realize the importance of this cohort sub-text since he and his
work are from the mid-twentieth century, a time when social development theorists

were focused on typifying ages and stages, and not exploring sub-texts. For this
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reason, the influence of contexts and cohorts is not specifically identified in the early
adult social development literature. The extrapolation of these two key elements could
only come from reflection over time.

Attention to cohorts translates across many contemporary social development
studies. Cohorts are defined as age-related groups (Schaie & Zanjani, 2006) or
common-purpose groups (Drago-Severson, Helsing, Kegan, Popp, Broderick &
Portnow, 2001). We are born into generational cohorts, groups that are delimited to a
specific age-range. Generational groups are often tagged with a social moniker, such
as Baby Boomers or GenXers (Sheehy, 1995). We usually enter K-12° education with
other children who live in the same catchment area for a local elementary school, and
that placement determines our first learning-group cohort in the education system. As
we grow into adulthood we move through a series of successive cohorts, often
bounded by a common purpose, such as work or leisure activities (Drago-Severson, et
al., 2001; Kegan, 1980, 1982).

Schoon (2010) sampled two separate birth cohorts of 16-year-olds born in
1958 and 1970, respectively, to study transitional pathways of young adults living in
the U.K. Those born in 1958 were born into a time of great economic prosperity,
while those born in 1970 came into a world where a human being had walked on the
moon but whose family SES might have been affected by the global Oil Crisis of
1973. While her work focuses on teenagers in transition to young adulthood, Schoon’s
(2010) study recognized developmental differences between the two age cohorts. She
concluded that when people are born (cohort) becomes just as important as where

they are born (context).

® | have omitted daycare and pre-school since child placement is decided by the parents.
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Rosow (1978) recognized the importance of establishing boundaries around
social groups for the purpose of cohort research, but felt some studies placed too
much emphasis on research methodology and sequencing techniques rather than
resulting theories and conceptual frameworks. While his work seems dated from a
21%-century perspective, it does draw attention to the problem of researchers’
assumptions regarding who should be included in a cohort. He revises the initial
standard for cohort boundaries from only those persons born in a specific year to
those who experienced shared social occurrences (e.g., Neil Armstrong’s walk on the
moon, Watergate, the FLQ Crisis). Rosow (1978) warns that using common events as
boundaries “presupposes [that] common experience probably results in common fate”
(p. 67).

Context and cohort theories are integral aspects of this research. New CCls
come to their new roles as content experts, but usually with little to no formal
teaching experience. Their expertise and experience suggest a high level of
competence and self-confidence in previous professional contexts, but as new CCls
they entered into uncertain, incongruous territory. Backgrounds, expertise, and
professional experiences were no longer their sole connections to the people sitting
beside them. The common connection in this situation is that all in their IDP group are
new CCls who find themselves back in the classroom to learn about adult education
theories and practices (Imel, 2002). Contexts and cohorts shifted to the unfamiliar.

Drago-Severson, et al. (2001) and Imel (2002) identify this type of cohort as a
common purpose group bounded in a holding environment that provides “a context for
growth processes of teaching and learning and contribute the support and challenge
needed for growth and development” (Imel, 2002, p. 3); research participants were all

at their respective IDPs to learn how to be adult educators. New connections were

30



established, and new relationships formed, and some individuals drew strength from
the group. In such tight groups, Rosow’s (1978) warning regarding presuppositions
about common fates requires deliberation in IDP planning. Failure to form
associations within the learning group could lead to individual discontentment, or
worse, a lack of cohesion within the cohort (Imel, 2002).
2.2.2 Summary of Adult Social Development

Social development theory is constructivist and dualistic psycho-socially yet
holistic theoretically (Knox, 1977), and is in continuous revision and re-interpretation
as new social circumstances arise. We understand the world through social
interactions and experiences, meanings we then integrate and interpret as our social
world. We are unique and individual, but we are also part of different social
collectives. Context and cohort theories place importance on where, when and with
whom we share different elements of our lifecourse experiences, and how those
influences shape individual development. IDPs help new CCls to make sense of their
new place of employment (context), and establish relationships with and draw support
from other members of their learning group (cohort) in order to make the successful

transition to college instructors and go through the transformation to adult educators.
2.3 Adult Learning Theories

In the 1960s, Malcolm Knowles (1978) helped re-evaluate adult education
practice by introducing the learner-centred theory of andragogy. He compiled his own
observations, reflections and deductions on adult learning, interlaced initially with the
experiential education learner-centred principles of John Dewey, and later the
emancipatory education practices of Paulo Freire. He declared that adults were not

just grown children, and therefore needed their own learning theory (Knowles, 1978).
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The teacher-centred pedagogical practices used to teach children were supplanted by
andragogical practices designed specifically for teaching adult learners.

Knowles’ (1978, 1980) theory addressed what he saw as practical assumptions
about adult learners: adults are mature and responsible for themselves in the world;
they bring wisdom and valuable life experience to the learning environment; and they
have a built-in readiness and motivation to learn based on need (such as upgrading
academic skills) making them self-directed autonomous learners. Consequently, adult
learning program content needs to be relevant, life-centred, learner-centred and
problem-based with readily identifiable results and applications. Learning needs to
have contextual value that demonstrates its connection to the overall learning
objective (Jarvis, 2004). Newton (1977) sums up the Knowlesian adult learner as: “an
autonomous, experience-laden, goal-seeking, 'now' oriented, problem-centered
individual” (p. 362). Knowles’ (1978, 1980) theory of andragogy hailed a new era of
adult education as a legitimate practice and prompted an upsurge of debate in the
literature.

2.3.1 Holes in Knowles

Knowles’ (1978) theory and its assumptions have not been without detractors,
nor has criticism been confined to only one area. Positioning andragogy as alternative
to pedagogy drew both accolades and consternation from other education theorists
(Clardy, 2005; Pratt, 1988; Spencer, 2006). The theory’s sceptics agreed that while
certain teaching situations, such as job re-education, did require an andragogical
teaching model, that was not always the case (Clardy, 2005; Jarvis, 2004; Pratt, 1988;
Spencer, 2006). Others opposed the philosophical differences between pedagogy and
andragogy, since mature critical thinking was a reasonable outcome of pedagogical

practice (Jarvis, 2004). Spencer (2006) points out that Knowles’ all-inclusive idea of
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adult education runs counter to the work of Knowles’ mentor, Eduard Lindeman
(1885-1953), who believed the primary purpose of adult education was to achieve
social change; otherwise it was just the education of adults.

The term andragogy itself sparked different critical debates on terminology:
arguments arose around the choice of andra as the prefix since it literally translates as
‘men’ in Greek, and is therefore gender exclusive (Jarvis, 2004). Other theorists
wanted to include geragogy as its own learning theory for older adults (Pratt, 1988),
and still others argued that all terminology be replaced by the inclusive humanagogy
(Jarvis, 2004).

Clardy (2005) provides an extensive critique on andragogy taking both
Knowles’ manipulation of the theoretical foundations and his empirical research
methods to task. Clardy’s (2005) condemnation of andragogy as a constructed theory
rests primarily in the disregard evident in Knowles’ assumptions, including: the
wrongness of oversimplifying learners’ motivations and their learning orientations;
the idea that self-direction is conditional based on interest, and is therefore not
universal; and the disinclination to consider that “Adults may seek to learn something
because it interests them or satisfies a pure joy of learning” (p. 16). Clardy (2005)
devalues the empirical methods used to confirm the need for andragogy as a distinct
teaching practice based on the exclusion of children from participant samples, the
quasi-experimental studies that manipulate and/or disregard unwanted data results,
and the overall sloppiness of Knowles’ (1978) research design.

Criticism aside, Knowles (1978, 1980) created a new, learner-centred model
for adult learning, and shed new light on adult learners themselves. While the term

andragogy has fallen out of use in North America, he engendered a model for
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teaching adults based on a foundation of respect and respectful treatment in adult
teaching and learning practice.
2.3.2 Adult Social Learning Theories

Adult social learning theories see experience as the foundation for meaning
making: our intake of information from the external world drives our internal meaning
construction. Four social learning theorists and their learning models are discussed in
this section: John Dewey and the role of experience in learning, Paulo Freire and
critical consciousness, and Jack Mezirow and transformative learning. All three social

learning theories are relevant to the research.

John Dewey (1859-1952) and the Role of Experience: Dewey’s work on the role
of experience in education re-shaped the direction of K-12 curricula in the early twentieth
century. Much of his work focused on criticism of the traditional American public education
system and its teaching practices, a system where knowledge was imposed, and students were
seen as passive consumers of the learning fed to them by teachers (Dewey, 1925, 1938).
Some challenges exist when reading Dewey in our contemporary setting, much of which
revolve around the definitions and social values of words such as education in an early
twentieth-century context. Jarvis (2004) suggests we substitute learning for Dewey’s use of
the word education, making his intent much clearer and the application of his theory to adult
learning more evident. | have made this substitution where appropriate.

Dewey’s (1925, 1938) learning theory was based entirely on social processes,
emphasizing that education needed to stress learners’ interrelationships with society
and that a shift in teaching disposition was needed (Darkenwald & Merriam, 1982).
He argued that curriculum needed to be learner-centred and problem-based rather than
imposed as a whole, and that solutions needed to be cooperative, democratic and

relevant (Jarvis, 2004). School-based learning needed to shape children into future

socially responsible adults in order to maintain a democratic society, and that could
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only be achieved by encouraging collaborative and experience-based learning in the
classroom (Kolb, 1984). His model for learning made extraordinary changes to the
traditional education system and to the value of learning in a civil society. While his
work focused on elementary school education, Dewey’s ideas are applicable to adult
learning. His focus on the role of experience as it relates to learning is fundamental to
the research presented here. New CCls come to their IDPs with significant experience
and expertise in their given areas and are encouraged to share their wealth of
knowledge with members of their common new profession. However, their
experiences as adult learners in an adult education setting, learning about how to share
their expertise to help other adults learn, are most often new.

Dewey’s (1925, 1938) theory on the importance of experience in learning
theory had far-reaching implications for social change, including the development of
pragmatism as a philosophical orientation and the introduction of the progressive
movement to not only education, but politics, social and economic reform, and the
introduction of functional psychology (Elias & Merriam, 2005; Selman, 2001). His
work also helps clarify the objectivity of the scientific method by deconstructing
research into a five-step process: clarify the inherent question; clearly state the
hypothesis; collect, analyze and interpret collected data as it relates to the hypothesis;
form conclusions derived from analysis; and use conclusions to verify or reject the
hypothesis (Mertler & Charles, 2011).

Dewey firmly believed in the importance of democracy as the cornerstone to
social reform, especially as it relates to education: “He believed that, if human beings
were given the freedom to pursue their own interests within a supportive environment,
human knowledge and understanding would flourish” (Selman, p. 55, 2001). In this

sense, Dewey’s (1925, 1938) premise that hands-on experience is pivotal to education
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(meaning making) makes his theory synonymous with personal growth, which is an
important focus of my own research. New CClIs need both opportunity in a supportive
environment and hands-on experience to make the shift from content expert to adult
educator.

New CCls are hired because of their experiential background. Their
accumulated experience is a large portion of why they are considered experts in their
particular content areas. Given their professional backgrounds, it is reasonable to
presume new CCIs bring a considerable amount of previous experience to their new
college learning environments. Their knowledge and practical expertise is to be
shared with content neophytes in the classrooms or other appropriate learning
environments. CCls supervise their new learners as they progress through their own
learning cycles as unfamiliarity with content is transformed into successful learning
outcomes.

Dewey’s work remains highly influential in all areas of social learning theory
and economic development. For example, Kolb (1984) took Dewey’s emphasis on the
role of experience in the learning process and sought to identify how our experiences
shape our individual learning styles. He determined that as individuals move through
the world, they are always interacting with and experiencing their environments,
whether through passive observation or active experimentation, and developed the
Learning Styles Inventory (LSI), a compound learning theory based on experience as
the best means for learning, organizational development, and constructive cognitive
development. While he had already concluded that learning was a social process and
that experience was the foundation of learning, Kolb hoped to trace how humans

translated experience (intake) into learning construction (meaning).
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Paulo Freire (1921-1997) and Conscientizaca (Critical Consciousness): Freire

(1972) observed the effects of social conditions on learning in his native Brazil. He
observed that education was “suffering from narration sickness” (Freire, 1972, p. 57);
as teachers talked, learners were expected to take in information. Education was used
as a political tool and an agency of social control (Kolb, 1984). The upper-class
oppressors taught the lower-class oppressed just enough to perform menial labour and
no more, a tactic that kept the poor in a continuous state of poverty and illiteracy
(Kolb, 1984). Freire (1972) called this the banking system, and likened learners to
piggy banks. This stagnant learning process left no hope for the oppressed to think
outside the bank, or to improve their social circumstances.

Freire (1972) believed social change was only possible through literacy
education, and that providing learning opportunities for all levels of society was
imperative, starting with impoverished illiterate adults. He saw education as the key to
social emancipation, and with it the creation of an equitable society (Vieira, 2007).
Freire (1972) called this conscientizaca, or critical consciousness (p. 19), a state that
could only be achieved by putting theory into practice. Educators needed to “design
experiential situations in which the learners were enabled to reflect upon their own
understandings of themselves in their socio-cultural milieu” (Jarvis, 2004, p. 119),
and to encourage continuous critical reflection in order to improve and maintain a
civil and just society (Dirkx, 1998).

Freire’s (1972) arguments on critical consciousness have been adopted,
adapted and co-opted by any number of political and social movements, not the least
of which is political Marxism. Jarvis (2004) believes the intent behind Freire’s
arguments has been misconstrued over the years to favour political Marxism rather

than social Marxism. At the heart of the matter is regaining cultural dominance of the
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indigenous populations (the oppressed) against that of the prevailing colonizers (the
oppressors). However, the central theme of Freire’s (1972) theory is social change,
not political revolution. In order to achieve this end, education needs to be offered in
the native language of the oppressed. Language is the key to cultural preservation,
which makes literacy the key component for social change.

Freire’s (1972) model for teaching adults was emancipatory and humanistic in
orientation. He encouraged adults to value their culture as a group and themselves as
individuals. Like Dewey (1925), Freire (1972) advocated for a shift from a neutral
and passive learning practice to a dynamic one designed to facilitate freedom through
literacy, an ideal that stood in direct opposition to the banking concept. His
philosophy of critical consciousness, or critical pedagogy, furthered the notion of
learning as an emancipatory social process, and contributed greatly to adult learning
by encouraging critical self-reflection (Dirkx, 1998). Like Dewey (1925) and
Knowles (1978), Freire (1972) believed education (learning) continued long after
childhood, that experience (praxis) was a fundamental part of the learning process,
and that their combination was the mechanism for social change (critical
CoNnsciousness).

While my research participants were in no way viewed as either an oppressed
or oppressive part of society, and they were not training for a role in cultural or
political overthrow, their IDP training and professional experiences did put them at
the forefront of teaching new learners to carry on in each of their specific areas of
expertise. One of Knowles’ (1978) primary assumptions about adult learners is that
they bring wisdom and valuable life experience to the learning environment. By
sharing their knowledge and experience with their students, CCls can provide realistic

and beneficial teaching and learning environments, opportunities for accurate and
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appropriate content practice, and the chance for critical reflection prior to employment
in the real world.

Jack Mezirow (1923-2014) and Transformative Learning Theory: Mezirow

(1978) first posited transformative learning theory in a series of studies he conducted
with 145 middle-aged, middle-class women attending re-entry programs at a
community college in Illinois. The women in Mezirow’s study were encouraged to re-
evaluate their self-perspectives and thus their assumptions about themselves in the
world, a feat that could only be achieved when “a painful reappraisal of our current
perspective [is] thrust upon us” (Mezirow, 1978, p. 12). These programs were
designed to assist under-or-unemployed mid-life-aged women to navigate critical self-
examinations and assessments of their gender-prescribed social roles, resulting in a
refined perception of their role expectations. The programs then helped the women
find new and positive ways to see themselves in the world through competence and
confidence-building classes, role experimentation, and planning work-force re-entry
action plans (Mezirow, 1978). By critically examining their social roles, these women
were transformed from housewives to career women, which shifted their individual
sense of self-perception and brought about a positive change in their sense of self-
worth and self-confidence, a transformational result Mezirow (1978) describes as
emancipation.

Mezirow (1978, 1981) wanted to understand how people resolved what he
called disorienting dilemmas, such as redefining self-perception, and what cognitive
actions were required to get there. He called these outcomes perspective
transformations (Mezirow, 1981, 1994, 1997a). Social values shape our frames of
reference about the world. These frames are created through our social interactions,

cultural and religious beliefs, SES, and all other life experiences and become our
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meaning schemas, or the lenses we use to interpret the world. When these values are
changed or challenged, we experience a disorienting dilemma, and undergo a
perspective transformation to our meaning schemas, thereby transforming our
previous way of knowing by constructing new meaning.

Meaning schemas are grounded in social and cultural constructs gathered
through interaction with the world (Mezirow, 1994, 1997a, 2009), include our
personal distortions, biases, and are individually created within our personally applied
social contexts (Cranton, 2006). Our beliefs are rational cognitive constructs built
from our unique frames of reference and meaning perspectives (Mezirow, 1994,
19974, 2012), and these frames influence how we construct meaning. The results of
Mezirow’s (1978) initial study with mid-life-aged women indicate that such
transformations are life changing, and he believed they could lead to self-
emancipation. However, transformational adult learning theories are not exclusive to
Mezirow’s (1978, 1991) work as extensive research has been done into the life-
changing meaningful experiences and how they happen, and not all adult learning
theorists agree with Mezirowian approaches or conclusions. Further discussion on
transformative learning (TL) and other transformational learning theories is provided
in a separate section below.

2.3.3 Section Summary

Adult learners are recognized as a learning group that has different learning
needs, traits, and orientations than children. Adult social learning theories examine
internal interpretations of intake from experiences in the external world. The theories
discussed here provide a framework for understanding adult learning as an active
agent in the meaning making process. Knowles’ (1978) theory of andragogy put adult

learners and their learning needs first and laid the foundation for a distinctive theory
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of adult learning. While his theory is somewhat flawed, his overall intent changed the
practice of adult education.

As new employees and new IDP adult learners, new CCls find themselves in
the dual roles of teacher and learner. On the one hand, they are in unfamiliar territory
as teachers of adult learners who have learning requirements of their own; on the
other hand, they are in equally unknown terrain as IDP participants who require the

recognition, value and respect from their own learning programs and activities.
2.4 Transformative Learning: An Adult Learning Theory Juggernaut

Transformative learning outcomes are integral to my research on new CCIs’
experience as they move from content experts to adult educators, so a comprehensive
theoretical delineation of its evolution is necessary here. Mezirow’s (1978) early
research is gender-based and can seem dated from a 21*-century social perspective.
His conception of how changes to meaning schemas can cause subsequent shifts in
self-perception sparked a cascade of derivative applications that continued to develop
and spread within not only Adult Education literature but across multi-disciplinary
lines over the decades. His work is influenced by Habermas' writings on social theory,
Kuhn's work on paradigm shifts, and Freire's conscientization theory (Mezirow, 1995,
1997a). In brief, TL is an individual’s ability to interpret and make meaning of an
experience and then use this interpretation as a guide to action: “To make meaning
means to make sense of an experience; we make an interpretation of it. When we
subsequently use this interpretation to guide decision making or action, then making
meaning becomes learning” (Mezirow, 19903, p. 1).

TL theory is a cognitive construct based on the rational belief and
understanding that each person holds about the world. This belief is a personal lens

through which each person views the world, and is a composite of "associations,
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concepts, values, feelings, and conditioned responses” (Mezirow, 1997, p. 5). These
rational beliefs are based on social and cultural constructs individuals have about the
world gathered through assimilated and intentional exposure to it (Mezirow, 1990a,
1990b, 1991, 1997a), including personal distortions, biases, and social context
(Cranton, 2006). Rational constructs are individual frames of reference and constitute
meaning perspectives (1981, 1991, 1995, 1997a). When these rational meaning
perspective constructs or meaning schemes are irreversibly changed or altered,
transformative learning occurs.

Mezirow (2012) breaks all learning into two areas or domains: instrumental
and communicative. Instrumental learning is often autonomous and includes our
abilities to control our environments and represents our task-oriented capacities to
solve problems. Communicative learning occurs during interactions with others and
greatly depends on the credibility we give to their words, what Mezirow (2012) refers
to as assumptions. We interpret the assumptions of others based on issues such as
intent of his/her words (e.g., whether s/he is being serious, joking or speculating),
whether the communication is to be taken literally or metaphorically, and the
relevance, context and timing of his/her words (Mezirow, 2012). For example, we
assume a medical diagnosis from a physician is far more credible than from someone
who simply looks up symptoms on the internet and deduces a medical opinion. Only
through critical reflection can we make our determinations about our own
assumptions and the assumptions of others.

Two aspects are central to Mezirow's (1990a, 1990b, 1995, 1997a) theory:
individual experience and critical reflection. If we do not critically question new
experiences, meaning perspectives cannot be transformed. For Mezirow (1991)

individual experience is central to meaning making (learning) and what and how we
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learn contributes to changes in self-identity. A transformative experience suggests a
significant change in an individual’s perspective, and therefore in personal self-
perception (Merriam, Cafarella & Baumgartner, 2007). As these experiences occur,
there can be small changes in self-perception, or a dramatic and fundamental
alteration to our worldview (Cranton, 2006; Merriam, Cafarella & Baumgartner,
2007).

Dramatic, fundamental changes are easier for us to imagine (and me to
describe) than smaller ones; for example: death of a loved one, birth of a child,
divorce, serious permanent injury, chronic illness, or sudden loss of full-time
employment in mid-life. All these examples bring a dramatic and fundamental
transformative experience (I cannot go back to who | was before the event), a
perspective change (I am now required to see the world differently), and thus a
change in self-perception (I am not the same person | was before the experience). The
size and nature of events are not at issue; what matters is the transformative
experience.

For an event to be transformative, critical reflection must follow the
experience. Taylor (2009) explains critical reflection in transformative learning theory
as “questioning the integrity of deeply held assumptions and beliefs based on prior
experience” (p. 7). However, critical self-reflection is not necessarily easy. Brookfield
(1998) writes,

To some extent, we are all prisoners trapped within the perceptual frameworks

that determine how we view our experience. A self-confirming cycle often

develops whereby our uncritically accepted assumptions shape actions that
then only serve to confirm the truth of those assumptions. We find it very

difficult to stand outside ourselves and see how some of our most deeply held
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values and beliefs lead us into distorted and constrained ways of being. (p.

197)

TL requires three different types of reflective practice: content reflection,
process refection, and premise reflection (Cranton, 2006; Imel, 1992). Content
reflection requires an examination and assessment of skills or knowledge at hand. For
example, adult learners bring an established sense of self with them to the learning
process (D. MacKeracher, 2004). When learners experience discomfort or
unfamiliarity with a new task, such as writing a term paper, they might feel anxious
about their lack of content skills (Carusetta & Cranton, 2009; D. MacKeracher, 2004).
Process reflection includes evaluating problem-solving strategies (Cranton, 2006). For
example, reviewing and editing a term paper for grammatical or spelling errors,
sufficient discussion, and consistent format. Premise reflection “takes place when the
problem itself is questioned” (Cranton, 2006, p. 50). For example, an adult learner
might ask: What is my assumption for this term paper? Which side of the discussion
makes sense to me?

Whatever the experience, critical reflection brings with it a new understanding
(learning) and a transformed sense of the self.

Over the decades, TL theory has been praised (Cranton, 2006; E. Taylor,
2009), revised and modified (Daloz, 2000, 2012; Dirkx, 1998), criticized (Collard &
Law, 1989; Dirkx, 1998, 2006; Illeris, 2014; Kegan, 2000), and outright refuted
(Newman, 1994, 2012). TL’s theoretical applications have also been co-opted by
disciplines and interests outside of education (e.g., Kovan & Dirkx, 2003). To further
complicate the matter, an overabundance of academic publications now exists
regarding TL theory (Gunnlaughson, 2008; Kitchenham, 2008), and its applications

have become so vast and complex they cannot all possibly be addressed here. Only
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materials relevant to the research are discussed in the review that follows. The
following sections provide an overview of TL models extrapolated from Mezirow’s
initial theory, unpacks criticisms and refutations from within the academic
community, and discusses comparable alternative learning theories that claim similar
learning outcomes.

2.4.1 First-Wave TL Adherents

Gunnlaugson (2005, 2008) refers to TL theorists as either first-or-second
wave: those who found merit in it from the beginning, and those whose work adapted
the basics of TL but tweaked it to their own research-specific needs. This section
offers brief discussion on three prominent first-wave theorists; the people whose
prolific published works have helped keep the premise and terminology of TL theory
current and relevant in the academic discourse for decades: Patricia Cranton, John
Dirkx, and Edward Taylor. It also provides a connection between TL theory and
social development theories.

Mezirow’s early writing style is often dense and his discussions on influential
theorists weighty and sometimes confusing. Much of my own initial understanding of
TL came from outside sources, such as Patricia Cranton’s 1994 edition of
Understanding and Promoting Transformative Learning. Cranton’s (1994, 1996)
unpacking of Mezirow’s (1978) initial theory shed light on the underpinnings and
applications of TL and its relevance to adult learning, especially in professional
development contexts. Where Mezirow’s (1978) writing style is dense and erudite,
Cranton’s (1994) style is straightforward and accessible. She championed TL theory
from the beginning and became a prolific author on its multi-faceted and meaningful

place in adult education literature.

45



John Dirkx (1998, 2001, 2006) became another adherent of TL theory,
recognizing it as “a powerful image for understanding how adults learn” (1998, p.1).
While he agreed with the significant and lasting impact of a TL experience, he came
to challenge Mezirow’s (1978, 1994, 1997a) insistence that such experiences were
rooted only in changes to rational beliefs. Instead, Dirkx (2001) proffered TL theory
also needed to include the emotional side of such substantial shifts in self-perception,
what he called ‘soul work’. He further tried to justify his arguments in 2006 by
situating TL in Jungian theory, something that went beyond Mezirow’s (1994, 199743,
1997b) theoretical incorporation of Habermas’ social theory, Kuhn's paradigm shifts,
and Freire's critical consciousness at its foundation.

Edward Taylor’s (1997, 1998, 2007, 2008, 2009) contributions to TL theory
are primarily expository, tracking its ever-expanding evolutions and iterations in the
academic discourse. Between 1988 and 2005 he investigated the pervasiveness of TL
in academic publications totaling more than 110 submissions ranging from
unpublished dissertations to peer-reviewed journals to film and art to experiential
activities to personal journals. His study provided many unresolved points of
contention found within the theory, including: individual change versus social change,
a decontextualized view of meaning making, a generalized model of adult learning, a
contextualized view of adult development as a shift versus a progression, an over-
emphasis on rationality versus emotionality, alternative ways of knowing, and the
Mezirowian model for perspective transformation.

Mezirow’s (1978) initial research observed the struggle women encounter
during re-entry to work force programs. His choice of words heightens the dramatic
nature of the transformation: the women became aware of the social conditions and

cultural functions “stamped” upon them, and came to see themselves “as the hapless
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player[s] of socially prescribed roles” (Mezirow, 1978, p. 11). Put into historical
context, his words provide some indication of the prevailing North American social
values in the 1970s. When adjoined with social development theory, the women in
Mezirow’s study are a common-purpose cohort sample (Drago-Severson, et al., 2001,
Rosow, 1978), depicted in a heightened state of anxiety. The women’s social
struggles were thus eradicated and self-identities (perspective shifts) altered by the
power of their individual transformative learning experiences.

All theorists and theories in this section lay the ground work for the ways in
which TL theory would pervade adult learning theory discourse for the next forty-odd
decades, but leaves a pristine image of its overall acceptance within the academic
community — something not entirely correct. TL theory also generated its critics and
caused considerable tension within the academic discourse, but Gunnlaugson (2005)
considers those opinions second-wave, so are not discussed in first-wave terms.

2.4.2 Second-Wave Challenges: Criticisms and Tensions in the Discourse

At first blush, TL theory presents as both a plausible and fully formed theory:
significant changes in life experience bring about meaningful perspective shifts. We
have all experienced these types of changes, and now that type of learning has its own
name; but these changes raise the first of many critical questions about TL and set the
stage for critical discussions that follow: for example, how did we typify such
experiences before Mezirow put a name to it? Returning to the list of dramatic
changes offered above, people have been born and have died since the dawn of
humanity; we lost jobs and many became homeless, especially after the Great
Depressions of 1929 and 2008 and myriad other economic setbacks; countless people
suffered life-changing injuries prior to the advent of union regulations, mandated

jobsite safety rules and improvements to safe farming/ranching practices while on-
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the-job, and/or extreme sports and other potential accident-causing activities. Such
experiences were transformational even then and, if we were lucky, we learned from
them and were able to move on with our lives, even though the experience left us
dramatically changed. In this light, does TL theory really offer anything new (e.g.,
Newman, 2014)?

E. Taylor (2009) discusses the differences between these two academic camps:
the first emphasizes individual “personal transformation and growth” but does not
often factor in context or social change, and the second views social change to be just
as important as individual transformation “where the individual and social change are
inherently linked” (2009, p. 5). While both groups remain in agreement regarding the
value of critical reflection, the second camp sees it as an ideological shift “where
learners develop an awareness of power and greater agency (political consciousness)
to transform society and their own reality” (E. Taylor, 2009, p. 5), rather than the first
group’s emphasis on a shift in personal perspective and growth in self-agency.

Educational academics challenged TL on several levels: the exclusion of the
emotional impact of such dramatic changes to the individual lifecourse (Daloz, 2000,
2012; Dirkx, 2001), a similar exclusion of gender-learning tendencies (Brooks, 2000;
English & Irving, 2012), and the link to an emancipatory experience (Hart & Imel,
1999). Others cited problems inherent in Habermas’ social theory (Collard & Law,
1989), the ambiguity between ‘normative’ psychological development and the
pronounced developmental shift implied in TL theory (Tennant, 1993, 1994), its
disregard for situational context (Clark & Wilson, 1991; Newman, 1994), the
semantics between ‘transformative’ and ‘good’ learning (Newman, 2012), and its

inability to establish what ‘form’ actually transforms (Kegan, 2009).
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Mezirow’s (1978) inattention to the emotional impact of a transformative
experience drew criticism from several adult learning theorists and is perhaps the
most inherent problem with TL theory as it is implicit yet pervasive throughout in the
majority of criticism. Dirkx (1998, 2001, 2006, 2007, 2012) has long argued that
emotion plays a significant role in TL theory and its learning outcomes. In brief, the
women in Mezirow’s (1978) study lived in a state of social privation that was then
lifted by their transformative experiences: how can that not include an emotional
element? The first emotion that comes to mind is the relief provided by an
emancipatory experience: | am no longer bound by pre-existing social conditions. The
second is a sense of joy: I am no longer deprived of a place in society. Such
transformations are self-empowering (e.g., Freire, 1972), so how can the emotional
aspect of such an experience be ignored (Dirkx, 1998, 2001)?

The exclusion of gender-learning differences from TL theory can be
considered an oversight mitigated by Mezirow’s 1978 publishing date since his
original research pre-dates the groundbreaking work on gender differences in meaning
making by Belenky, Clinchy, Goldberger and Tarule (1986) by a decade. However,
that does not mean it can be ignored. In the broadest of brushstrokes, the tension
between the two gender-learning theory camps rests in the application of the word
autonomous in the respective theories. The Mezirowian outcome for adult learning is
the creation of autonomous, morally responsible and civic-minded members of
society (Mezirow, 1997a); whereas, Belenky et al. (1986) view autonomous, or
separate self, learning as a predominantly male trait, but many women are relational,
or socially connected, learners, i.e., not autonomous-centred. The crux of the
difference between the two theories lies in two areas: when making meaning starts,

either as an autonomous or relational learner (Belenky, et al., 1986); and when
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learning experiences are considered transformative actions, thus affecting a more
autonomous self (Mezirow, 1978, 1994, 1997a).

Research and discussion in gender-learning differences is far more
complicated and complex than the application of a single word (Brooks, 2000;
English & Irving, 2012; D. MacKeracher, 2004), and beyond the scope of this project,
but it is an important distinction in a critique of transformative learning theory, and
therefore is worthy of acknowledgement; however, gender-based learning styles are
not germane to my research. Further studies into cognitive development and ways of
making meaning have led to an expanse in research approaches on learning processes,
such as spiritual, practical-personal, and physical ways of knowing (D. MacKeracher,
2004).

Transformative learning as an emancipatory experience is also called into
question (Hart, 1990; Imel, 1999), since the goal of Mezirow’s (1978, 1985) theory is
increased self-knowledge. Individual shifts in self-perception can be transformative
and life-changing but not linked to the greater need for social change, which is the
goal in Freire’s (1972) theory (Hart, 1990). Other scholars have criticized the lack of a
clearly developed transformative learning pedagogy (Dirkx, 1998), and still others
suggest the creation of a less murky qualitative research design (Merriam & Kim,
2012).

Collard and Law (1989) took issue with Mezirow’s (1981) use of Habermas’
social theory as a foundation for TL and the constant change in social dynamics:
“individualism of the 1950s was far removed from the collectivism of the ‘New Deal’
of the 1930s” (p.102). Further, Mezirow’s work from 1978 through 1985 focused on
changes in philosophical consciousness which “painted himself into a Habermas

corner” (p. 101). According to the authors, Mezirow discovered the same two
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theoretical inconsistencies regarding reflective practice that Habermas himself
encountered: “a) reflection on the subjective conditions of knowledge and b) self-
reflection on the way our own world view has been socially constructed” (p. 103).
The authors believe that in order to reconcile their theories both Habermas and
Mezirow conflated the two ideas into one significant reflective learning outcome: a
paradigm shift. Collard and Law (1989) believe Mezirow opted to make this shift start
in philosophical consciousness but end by being interwoven into the existing theories
of adult learning, with the shift ending in the emancipatory language of Freire and
ultimately a state of self-directed learning (Merriam, 2001).

Collard and Law’s (1989) several arguments are difficult to interpret fully
without an extensive background in philosophical theory. While they do not refute TL
as an adult learning theory, they insist that his theoretical construction is deeply
flawed. The takeaway from their work is Mezirow tried to create a balanced three-
sided theory but failed to see the bigger picture: first, that western society had evolved
to embrace individualism over collectivism, which included the idea that not everyone
learns or experiences life the same way; and second, that reflection and self-reflective
practice are not the same and collapsing them into one idea cannot simply be
explained away by a paradigm shift.

Tennant (1993, 1994) started a war of words with Mezirow (1994) when he
initially credited TL theory for “highlighting the social dimension of adult learning
and education” (1993, p. 34) while at the same time criticized its failure to provide a
social critique within its construction. While Tennant (1993) applauds the tension TL
creates between the individual and social development (i.e., a move away from the
ego-centric to the self-aware), he also believes it fails to examine TL outcomes

beyond the social impact on the individual. He further argues Mezirow does not
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consider the social origins of an individual’s lifecourse, which causes him to ignore
“‘normative’ psychological development” issues and rebrand them as disorienting
dilemmas that can only be resolved through perspective transformation. Tennant
(1993) insists that by not considering the greater social impact of the learning
transformation, Mezirow “shifts the onus for social analyses onto the learner” (p. 37)
rather than decontextualizing social theory for academic readers.

Clark and Wilson (1991) acknowledge academic criticisms of TL theory from
theoretical perspectives, but their issue stems from its overall difficulty in reconciling
something far more basic and relevant: its lack of attention to context. They argue
that the focus of transformational change is based on “our need to understand the
meaning of our experience” (Mezirow in Clark & Wilson, 1991, p. 76), but the theory
fails to recognize the importance of each learner’s individual context; a critical
element when it comes to reflection — be it social or self (re: Collard & Law, 1989).
By side-stepping the importance of context, TL theory fails to integrate social and
historical situation, gender differences, SES, race, culture, and all other manner of
social and individual aspects that comprise a single person’s outlook on and
understanding of the world.

Newman (1994) takes issue with the lack of action in TL theory. He argues if
Mezirow uses Freire’s conscientizaca as part of TL’s foundation, some type of action
must follow rather than just personal reflection, and this action amounts to individual
“readjustment” (Newman, 1994, p. 240) not necessarily internal self-emancipation.
Essentially, Mezirow has taken the element of social struggle so deeply embedded in
Freire’s work and instead reduced it to personal activity “effecting change in the more
personalized context of the family or personal relations” (p. 240). Newman (2014)

would later take on TL theory as a whole, recounting numerous theoretical and aspect
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errors identified in adult education literature and positing instead that such learning
outcomes ought to be called “just good learning” (p. 36) rather than transformative
experiences.

Kegan (2009) challenges the Mezirowian concept of transformative learning
from an epistemological stance. He states: “Some academic writing...uses obscure
language to hide the fact that nothing terribly original is being expressed” (p. 41), and
argues that, among other problems, Mezirow’s TL theory never actually identifies
what ‘form’ alters anywhere in his body of work: “if there is no form, there is no
transformation” (p. 41). If learning is about increasing knowledge, developing a
catalogue of skills, and building on previously established meaning making, it is
‘information’ as it brings “valuable new contents into the existing form of our way of
knowing” (p. 42). His argument, in brief, emphasizes that new information fills an
existing bucket, but transformation changes the nature of bucket itself. Further,
‘frames of reference’ is too vague a term as they can either be closely guarded or
casually regarded, so has emotional or affective considerations; can represent social or
familial links, so is interpersonal; can have external or internal locus of control, so has
ethical and moral dimensions; all of which suggest that ‘frames of reference’ is
merely a synonym for ‘a way of knowing’.

2.4.3 Section Summary

Flaws and criticisms aside, transformative learning theory remains an
influential model and sought-after goal in adult education as a way for learners to
understand themselves and their learning processes (Cranton, 2006; D. MacKeracher,
2004; E. Taylor, 2009). First-wave adherents did eventually convince Mezirow to
give some ground toward the emotional side of learning during a panel discussion

between he, Dirkx and Cranton, yet he insisted TL ought to remain as an educative
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experience, and not “reduced to a faith, prejudice, vision, or desire” in terms of
describing individual perspective shifts (Dirkx, Mezirow & Cranton, 2006, p. 133).
Initial TL theory has evolved over the decades to embrace multiple academic
disciplines, many of which recognize emotion and spirituality as important
dimensions in transformative learning (Dirkx, 1998, 2001, 2006).

The above discussion on Mezirow’s (1978, 2012) TL theory is extensive
because the idea of learning as a transformational experience provides part of the
foundation for my research — but it is just one potential framework for evaluating
research participants’ individual journeys from content expert to adult educator.
Employment transition is built into IDPs as new CCls are put through their paces as
novice instructors, but that does not necessarily make it a TL experience. However,
TL theory is an important element of the overall literature review and is a crucial part
of the overall discussion in Chapter Four.

The four section discussions that follow review several areas of professional
development, including the importance of professional relationships; managing
professional development; shifts in self-perception, which includes discussion on
professional identity changes and further theories on transformational learning;
lifelong learning, and reflective practice.

2.5 Professional Development in Adult Education

Professional development is an umbrella term for multiple areas of adult
education. It includes both formal learning as curriculum or organization-based
teaching and training; informal learning, such as mentoring and networking; and
institutional support, which can fall into both areas. Formal and informal learning
were discussed in broad brushstrokes earlier in this chapter, but it did not include

specific discussions regarding three particular areas necessary for CCIs’ professional
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development: mentoring, networking and institutional support. For the most part these
three areas can also be classified as key to the development of personal professional
relationships, areas intrinsic to not only professional development but also to
professional identity development.

Eraut (2004) writes: “[workplace learning theory] recognizes the social
significance of learning from other people, but implies greater scope for individual
agency than socialization” (p. 247). Livingstone’s (2000) research into informal
learning was discussed in Chapter One (1.7.2), but his determination that creating a
framework for it, and thus efforts to support its implementation in learning
environments, was tantamount to mapping an iceberg; therefore, theorizing, defining
and designing opportunities for it is somewhat problematic. Informal learning, then, is
understood as broader than just creating helpful relationships at work.

Eraut (2004) and Fenwick (2008) both discuss the importance of recognizing
informal learning in the workplace, if for no other reason than to build institutional
relationships between co-workers; whereas Murray (2002) and Welch (2002) both
acknowledge the need to provide collegial interaction, but the reasons for it do not
include opportunities for informal workplace learning. Cranton (2009) and Howard
and Taber (2010) provide first-hand accounts of teaching groups of new college
instructors, and while informal workplace learning is not directly addressed in either
article, its presence and its value in a peer-to-peer learning environment can be
extrapolated. In 1996, Cranton identified three types of learning groups: cooperative,
collaborative and transformative, and in 2009 discussed her work teaching new CCls
as a transformative learning exercise. Howard and Taber (2010) recognize their adult
learners/new instructors are in “a transitioning context” working toward “the

transformative process of change” (p. 39). Both articles suggest informal workplace
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learning is embedded in the professional transition and personal transformation when
skilled experts decide to become new CCls.

The following section reviews the importance of mentoring and networking
but does not include specific discussion on institutional support. While it is important
in the research findings, institutional support is difficult to review since every
institution and organization approaches employee support its own way, making details
internal and proprietary. That being said, all new CCls are assigned a mentor during
their first year of teaching, making institutional support an important factor but an
implicit one.

2.5.1 Mentorship, Networking and Institutional Support

Various types of work relationships played significant roles in professional
and personal development for research participants, and some connections continued
long after their IDP courses were over. Some relationships were delegated, such as in-
house mentoring programs; others developed based on mutual interests, such as
professional expertise, thus creating a network of personal and professional
relationships, while still others emerged through institutional support. This section
reviews the role of mentors, the importance of networking, and institutional
recognition for prior learning in the professional development for new CCls at the
start of their college employment.

Mentors play a significant role in professional development (Daloz, 2012),
even though defining mentoring from a theoretical perspective is somewhat lacking in
core concepts or theoretical framework (Anderson & Shannon, 1988; Bozeman &
Feeney, 2007). Who mentors are (or should be) and what they offer mentees are
decided based largely on which areas of employment likely need guidance and

oversight (Fairbanks, Freedman & Kahn, 2000). In general mentorship programs are
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established to assist incoming novices, who need advice, leadership and support, so
are paired with experienced veterans (Bozeman & Feeney, 2007; Daloz, 2012;
Fairbanks, Freedman & Kahn, 2000; Meyer & Marsick, 2003). Defining mentorship
beyond this generalization is challenging for two reasons: first, as an outsider | was
not privy to CCIs’ colleges’ pairing process; and second a full discussion on the topic
is not within the scope of this investigation — however, it has been the subject of
considerable academic discourse for several decades (Anderson & Shannon, 1988;
Bozeman & Feeney, 2007; Buck, 2004; Daloz, 2012; Fairbanks, Freedman & Kahn,
2000).

How mentors are perceived within respective employment contexts is just as
difficult to nail down, but several scholars have identified effective mentorship
programs as integral to initiating mentees’ professional identity development
(Anderson & Shannon, 1988; Fletcher, 2009). Establishing a time limit on mentoring
programs is an equally murky area as it depends on a) institutional policies, and b) the
relationship that develops between mentor and mentee (Anderson & Shannon, 1988;
Daloz, 2012). Positive relationships can continue for years (Daloz, 2012), whereas
uncomfortable pairings tend to peter out once orientation periods end (Anderson &
Shannon, 1988). Anderson and Shannon (1988) determined overall characteristics of
ideal mentors during their research into effective mentoring for student teachers:

First, mentors should have the dispositions of opening themselves to their

protéges by, for example, allowing their protégés opportunities to observe

them in action and conveying to them reasons and purposes behind their
decisions and performance. Second, mentors should have the disposition to

lead their protegés incrementally over time. Third, mentors should have the
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disposition to express care and concern about the personal and professional

welfare of their protégés. (p. 41)

Institutional criteria for becoming a CCI mentor was an unknown at the time of my
research, but several research participants went on to become mentors once their own
period as mentees had finished.

Networking likewise is essential to CCIs’ professional development; however,
it does not garner the same attention within the academic literature that mentoring
draws as a means of professional development. | would hazard a speculation that this
gap in the literature has to do with the multiple applications of the word itself. We
watch television shows broadcast on networks, our personal computerized devices are
comprised of networks of wires, processors, motherboards, and all other technical
applications, social media are networks, and email and e-learning platforms can also
be considered as network hubs, so defining networking as an important part of any
learning environment is a challenge. For example, Simone and Schmid (2004) see
networking as a vital strategy for meaningful learning, but they associate the term in
the same vein as concept mapping, relational mapping and knowledge mapping.
However, professional networking is different and requires greater attention in the
literature. For the purpose of my research, I would define it as a reliable personal
support system of friends and colleagues who provide both answers and feedback for
problem-solving at work.

Developing a network of professional relationships provides a different type of
learning support system from mentoring in various different capacities, such as
industry-related problem solving and peer-to-peer expertise-based cooperation (Imel,

2001; Meyer & Marsick, 2003). Networks help new employees to combat issues of
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isolation and job stress and stay abreast of changes to professional practice (Davis &
Warfield, 2011; Imel, 2001).

The importance of developing and maintaining a professional network cannot be
stressed enough as it pertains to this research project. Networking for many research
participants represented their path to employment, a method for problem-solving, a
means for tracking new trends within their fields of expertise, a way to combat
campus isolation, and a way to just stay in touch. All these elements give networking
not only a place of importance when it comes to professional development, but is
essential when it comes to relationship building, and maintaining a sense of personal
competence.

Prior learning assessment (PLA) is a well-established practice in adult
education. Students develop their prior learning portfolios (PLP) as a reflective
practice on the value of previous life experience that is then valuated by faculty
members/administrators toward potential academic credit for a degree program
(Klein-Collins & Wertheim, 2018; Snyman & van den Berg, 2018). Practical use of
PLA is widespread across post-secondary institutions in North America, the E.U.,
Australia and New Zealand, parts of Africa, and Scandinavia and goes under
alternative acronyms depending on the institutes, such as PLAR with the R
representing recognition, recognition of prior learning (RPL), assessment of prior
learning (APL), and validation of prior learning (VPL) (Harris, 2018). PLA applicants
are encouraged to write expository essays or other self-critical exercises that explain
problems or challenges they have overcome in their life experiences, processes that
require significant self-examination. PLPs are often “thesis-Sized document[s] in
which students describe and analyze their prior experiential learning” (Stevens,

Gerber & Hendra, 2010, p. 377). Preparation of PLPs is difficult to standardize since
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everyone’s experiences are different. UNB has addressed that challenge by creating
an academic course (ED5011: Preparing for Prior Learning Assessment) that helps

adult learners develop their PLPs prior to submitting them for assessment; a formal
learning experience that includes the benefit of course credit.

As a professional development strategy PLA is available for new CCls at all
three Maritime colleges, but NSCC participants remarked on how challenging their
college made the process and that they were offered little encouragement to undertake
developing a portfolio. Instances of regarding PLA and its value (or undervalue) are
identified in Chapter Four and discussed at some length in Chapter Five.

2.5.2 Section Summary

Mentoring is an acknowledged and well-researched area for professional
development in adult education. Pairing novice CCls with veterans means all manner
of answers are readily to hand, even if the question is as simple as ‘where does faculty
park’? The majority of research participants came to their positions as CCls without
much if any prior teaching experience, so most needed all the help they could get
when it came to standard college operating procedures, plus answers to the myriad of
questions content experts new to teaching would ask. However, a gap remains in
applicable peer-reviewed research on networking as a necessary professional
development tool, but perhaps understandable as no one person’s network or use of it
appear to be the same.
2.6 Managing Professional Development

IDPs are designed to outfit new CCls with adult education basics after their
first in-service academic year, but that can seem a long way off in those first days and
weeks as a new instructor. The problem comes down to two differing contexts during

that first semester: a) little to no teaching experience means no classroom context
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beyond memories of school, and b) no existing context or clarification for
professional development issues covered in IDP courses. In other words, new CCls
cannot anticipate what they do not yet know, nor can they conceive of deliverance yet
to come from those unknowns. New CCls undergo many layers of identity
transformation during their first years as teachers. Most have little to no classroom
management skills and nearly all participants experienced impostor syndrome as a
result.

Booth and Schwartz (2012) discuss the importance of understanding adult
learners in order to create a suitable learning environment. New CCls are well aware
of what students need to know in order to succeed in their particular fields, but few
have any background in creating learning environments conducive to learner
engagement. They are in a constant state of identity duality as both content experts
hired for their years of experience and new students thrust back into a classroom for
the IDP training.

The first two discussion sections below review issues of classroom
management and impostor syndrome as both are areas that can erode confidence for a
new CCI. Both are issues that arise again and again in other review sections and in the
research findings but require some initial background discussion. A much larger third
section launches an initial discussion into identity duality, which again is something
that comes up repeatedly throughout literature reviews, discussions, and research
findings. Professional identity confusion can likewise erode personal confidence in
new CCls, thus it too requires some cursory discussion prior to delving into the larger

issues.
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2.6.1 Classroom Management

Managing any classroom (face-to-face or otherwise) has its challenges, and for
novice instructors it can be a quagmire of confusion, frustration, self-deprecation and
potential job attrition (Borman & Dowling, 2008). Classroom management is seen as
both an art and a science, as some teachers appear born to it while for others it is a
class-by-class struggle (Clara & Solarte, 2018). New teachers at any educational level
can suddenly find themselves left on their own to ‘sink or swim’ as they face a room
full of strangers they are expected to edify (Ingersoll & Strong, 2011). Managing a
classroom is at best a multidimensional and complex process that requires
organizational skills, social skills, leadership skills and juggling skills, as new
instructors learn to sort through the many-faceted issues of learning diversities
(Borman & Dowling, 2008; Clara & Solarte, 2018; Ergin, 2019; Ingersoll & Strong,
2011; Macias, 2018).

Reluctant or disengaged adult learners often lack motivation to excel because
of a negative self-concept based on previous negative learning experiences (Sanacore,
2008; Quigley, 1993; Wallace, 2008). Disengaged learners are more likely to quit
their programs and can create disaffected tensions for other learners in their wake
(Quigley, 1993). Solutions for (re)engaging reluctant learners often rest on learning
relevance (Sanacore, 2008; Quigley, 1993; Wallace, 2008), something Knowles
(1978, 1980) espoused in the 1970s.

2.6.2 Imposter Syndrome (Perceived Fraudulence):

Characterizations of fraudulence are not exclusive to academics and have
likely existed for as long as people have been hired to work for others, but were not
really given a voice outside of psychiatry until the 1960s (Kolligian & Sternberg,

1991; Winnicott, 1965). Brookfield (2015) defined imposter syndrome after decades
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of watching students from undergraduates to PhDs enter new academic programs as
the belief that “they have entered a program under false pretenses and perceive
everyone else as being more capable and confident than themselves” (p. 44).

Imposter-hood is not limited to just students, as academics can likewise find
themselves feeling inadequate when called upon as ‘experts’ (Brookfield, 2015).
Bothello & Roulet (2019) discuss their own journeys through the academic ‘tunnel’
arriving as wholly unprepared tenure-track faculty members expected to know what is
expected of them, only to find themselves feeling like imposters. They write, “This
condition leads to a sense of anomie; in more severe cases, individuals live with the
constant fear that they will someday lose all credibility, either when they are exposed
as charlatans or when their occupation is revealed to be a sham” (p. 584). Cuddy
(2012) believes our sense of fraudulence stems from a perceived sense of competition
that might not actually exist but is created by our own sense of uncertainty in new
power situations. If we are unsure where power exists within a new culture, how can
we appear to belong? In other words, peer perception can undermine self-confidence
in new situations and makes us feel that we are impostors.
2.6.3 ldentity Duality

New CCls experience at least two identity dualities during their first few
years: they are teachers while adult learners in the IDP and are mentoring students
while being mentored by a more experienced colleague. Shifts in self-perception and
identity are discussed at length elsewhere in the research, but bear mentioning here as
part of the many managing and maintaining issues that arose from data analysis.
Chickering and Reisser (1993) discuss finding our vocation as, “discovering what we
love to do, what energizes and fulfils us, what uses our talents and challenges us to

develop new ones, and what actualizes all our potential for excellence” (p. 50).
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Beijaard, Verloop and Vermunt (2000, 2004) have studied teachers’ identity duality
for several years and concluded early on that “researchers still only minimally
understand teachers' processes of interpreting and personalizing theory and integrating
it into conceptual frameworks that guide their actions in practice” (2000, p. 749).

New CCls go through a teaching induction experience not found in any other
public educational institutions, often abruptly starting to teach mid-semester;
however, this is not standard practice for new teachers in any other capacity. Student-
teachers in the Canadian K-12 system engage in side-by-side work with more
experienced teacher-mentors during practicum placements as part of their B.Ed.
degree requirements, an experience that facilitates first-hand participation in
classroom learning activities and observations of classroom management techniques
(Clandinin & Connelly, 1998, 1994, 2000). Newly hired full-time professors at UNB
are encouraged (but not required) to take the Diploma in University Teaching (DUT)
during the summer prior to their first new academic year, a program that provides, “an
opportunity for you to really look at how you teach, and why, and to consider new
ways to engage students for more effective learning” (UNB DUT, n.d.). New CCls,
however, do not receive pre-service training prior to their first experiences as
instructors, so issues of identity duality are often present as they are content experts
but new teachers and new adult learners.
2.6.4 Section Summary

Managing professional development issues is often a double-edged sword.
Colleges usually need new instructors to start right away; even though administrators
are aware many new CClIs come to their first classrooms with little to no teaching
experience. Providing mentors is helpful outside the classroom after issues such as

classroom management difficulty have already occurred when feelings of guilt or
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incompetence can be assuaged. Networking can likewise help identify and solve
problems, but this again is after the fact. Teaching in the classroom is more often than
not a solitary job, and without appropriate training and tool sets, early negative

experiences can undermine new a CCI’s sense of self-confidence.
2.7 Shifts in Self-perception: Identity Change

Research into professional identity changes as endemic to workplace
transitions has become a burgeoning field over the last three decades (Billett &
Sommerville, 2004; Kondrup, 2015; Rhodes & Sheeres, 2004; Weerdt, Bouwen,
Corthouts & Marten, 2006), especially as it pertains to teachers (Beatty, 1998;
Beijaard, Verloop, & Vermunt, 2000, 2004; Chickering & Reisser, 1993; Clandinin &
Connelly, 1994, 2000; Fejes & Kopsén, 2014; Illeris, 2014; Maurice-Takerei &
Jesson, 2010; Mitchell, 1996; Nixon, 1996). Research results from such investigations
vary somewhat depending on 1) how the concept of professional identity is defined,
and 2) the focus of the inquiry: for example, are the changes psychological, cognitive,
or social in nature?

How ‘identity’ is defined is problematic within the academic discourse. One
difficulty in defining ‘professional identity’ rests on researchers’ perspectives: how
they affix their initial critical lens when it comes to identity development. A second
issue stems from a lack of its definition in much of the reviewed research: these
authors presume a mutual understanding of ‘identity’ with the reader (which often
seems to be synonymous with ‘self’), but little more criteria are offered. Beijaard et
al. (2004) provide an overview of early academic discussions on identity formation in
the social sciences. From a psychological approach, identity is not something we
‘have’, but something that develops depending on changing social environments over

our lifetime. From a symbolic or social perspective, identity formation can only occur
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from social interaction: “in communicating we learn to assume the roles of others and
monitor our actions accordingly” (Beijaard, et al., 2004, p. 107-108). Both definitions
view the social environment as integral to identity development, but the former sees
the self as the lone actor amidst others whereas the latter views identity formation as a
mutual social outcome between two or more people.

For the purpose of my research on the professional transitions and personal
transformations for new CCls, identity formation is defined as a socially constructed,
complex and dynamic concept that develops according to our life experiences and our
social interactions with others. Our identities are shaped according to the cumulative
effects of our social environments, starting from an early age (e.g., home life,
neighbourhood, school) and continue evolving according to our unique experience-
based understanding of the world throughout the lifecourse (Clark & Caffarella, 1999;
Knox, 1997; Kegan, 1982). Our sense of ‘self’ is determined by current social
interactions, which are often interpreted through the lens of our past experiences.

How new teachers develop their professional ‘teacher’ identity is the focus of
multiple research investigations, however the majority focus on K-12 teacher
induction. I have therefore limited the scope of the research review (where possible)
only to those that address both the adult education workplace and adult learner-new
faculty professional identity development.

Levels of emotional upheaval for new CCls cannot be underestimated as their
transitions from skilled professionals to novice instructors occur in conjunction with
the personal transformations. The cognitive side of skills development for new CCls
in their IDP learning groups (Carusetta & Cranton, 2009) is essential to their new
employment, but of equal importance is the shift in their individual emotional

constructs (Dirkx, 1999, 2006, 2007) as they try to balance a lifetime of vocational
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expertise and work/life experience in their new (and often incongruent) classroom
venue for their students and also for themselves during both formal and informal
professional development learning opportunities. Fejes and Kopsén (2014) call this
“identity formation through boundary crossing” (p. 265); the simultaneous and multi-
contextual convergence as new vocational instructors in Sweden try to find their way
through “the practice of occupation, the practice of teaching and the practice of
teacher training” (p. 267). According to Fejes and Képsén (2014) no mandatory IDPs
(or their equivalents) existed for new vocational instructors in Sweden at the time of
their publication, although such training is available as an option; a knowledge gap
that the authors would like to see change to compulsory professional development
training as they believe better-trained instructors lead to better-trained students.

Billett and Sommerville (2004) wrote a multi-lateral study on identity
formations in the workplace after years of their individual research efforts into
workplace learning in Australia. They propose working and learning identities are co-
constructed through workplace interaction and training, and offer four interrelated
aspects that are crucial to identity (trans)formation: individuals who socially interact
with co-workers create a relational interdependent co-constituency between
themselves and that social world; no separation exists between cognitive constructs
(skills development), meaning making (workplace learning) and workers’ identity
(trans)formation; recognizing the significance of an integration between individual
agency and employment purpose is essential for successful workplace identity
(trans)formation; and workplace identity (trans)formations are the product of
individuals intentionally re-making their employment practice.

Beijaard et al. (2004) compiled research data from 22 other studies on

teacher’s professional identity shifts, much of which focused on K-12 teachers;
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however, several of the publications used focused on teacher identity formation across

all professional contexts. These 22 research publications employed a variety of data

gathering methods and equally diverse approaches to data analysis, and varying
numbers of research participants (from one novice science teacher to forty-four retired
teachers). Beijaard et al. (2004) chose this research method for two reasons: First,
while initial studies were often methodologically dissimilar, they all focused on
describing the process of identity formation of either novice, foreign-trained or

untrained teachers (mostly K-12) in the United Kingdom (UK); and second, that all 22

studies focused on “the tension between person and context in the process of

professional identity formation” (p. 113). It is their latter purpose that is germane to
my own research.

Beijaard et al.’s (2004) review of these 22 diverse studies yielded decidedly
similar results when it came to the struggle new teachers experience as they re-shape
their professional identities and personal values to fit their new employment contexts.
They characterized the development of professional identity as having four essential
components:

e Professional identity is an on-going re-interpretive experiential process throughout
every teacher’s tenure, and that this critical aspect of professional development
never consciously stops is the cornerstone of lifelong learning;

e Professional identity “implies both person and context” (p. 122; italics theirs) as
teachers are expected to adopt appropriate behaviour as they adapt their thinking
within their particular teaching culture;

e Each teacher’s professional identity is comprised of multiple sub-identities that
harmonize over years of experience to become a balanced individual teaching

style; and
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e Self-agency is a critical component of teachers’ professional identities as they
need to be active participants in their own professional development.

Their conclusions shed further light on the intricacies of identity development for

teachers in all areas of individual professional development as they each struggle to

find their balance and rhythm in a new workplace culture.

The idea of ‘sub-identities’ is not necessarily a new one as psychology and
adult education theorists have been investigating a similar phenomenon under
‘possible selves’ since the 1980s (Fletcher, 2007; Markus & Nurius, 1986; Rossiter,
1999). The theory of possible selves suggests that we each carry multiple versions of
ourselves within us and work to develop these varying ideas of self across our
lifetimes. Markus and Nurius (1986) are considered pioneers in this field of inquiry
(Fletcher, 2007; Rossiter, 1999) and define the idea as deriving from “representations
of the self in the past and include representations of the self in the future” (p. 954).
Future possible selves are understood within the limitations of our past and current
selves: “An individual is free to create any variety of possible selves, yet the pool of
possible selves derives from the categories made salient by the individual’s particular
sociocultural and historical context and from the models, images and symbols
provided by the media and by the individual’s immediate social experiences” (Markus
& Nurius, 1986, p. 954). However, their work predates the pervasive influence of the
internet and our ability to indulge our curiosity and potentially increase learning
opportunities beyond the limitations of our sociocultural and historical backgrounds.

Rossiter (1999) sees possible selves as a construct offering “a useful and
largely unexplored framework for understanding adult learning as the medium
through which change, growth, and goal achievement occur throughout the

lifecourse” (p. 5). Fletcher (2007) likewise believes implementing possible selves as a

69



means to assimilate new experiences that create changes in self-identity is an under-
utilized process for understanding learning transformation, and discusses the benefits
of mentorship and self-mentoring as critical to her own journey to discover her many
selves. The concept of multiple sub-entities/possible selves is always linked with self-
agency: we cannot discover who we could be without taking some type of action that
gets us started toward those other potential identities.

2.7.1 Identity Change and Transformational Learning Theories

Mezirow’s (1978, 1994, 2009) theory of TL has been discussed at length in an
earlier section; however, his is not the only theory on the effects of transformational
learning experiences and his work does not delve into their importance to identity
development. Transformational learning experiences are central to my research into
the professional transitions and personal transformations of Maritime CCls, but
academic theories regarding how individuals or groups reach that perspective shift do
not all follow Mezirow’s (1978, 1991, 2009) TL construct or theoretical influences.
This section discusses several critical theories that examine the nature of
transformative learning and identity development from multiple vantage points, all of
which are germane to research into the professional development and personal
transformations of new CCls.

How people who teach develop their ‘teacher’ identities is a relatively new
area of research and has become the source of extensive and on-going investigation
(Akkerman & Meijer, 2011; Beijaard, Verloop, & Vermunt, 2000, 2004; Billett &
Sommerville, 2004; Chappell, 1999; Coldron & Smith, 1999; Fejes and K&psén,
2014; Maurice-Takerei & Jesson, 2010; Mitchell, 1997; Nixon, 1999), especially in
the area of professional development for faculty at higher-learning institutions

(Barabasch & Watt, 2013; Beaty, 1998; Camblin & Steger, 2000; Carusetta &
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Cranton, 2009; Fugate & Amey, 2000; Howard & Taber, 2010; Lawler, 2003; Lawler
& King, 2003a; Lawler & King, 2003b; Lawler, King & Kreber, 2002; Marceau,
2003; Warford, 2009).

How new CCls develop their ‘teacher’ identity is central to my research into
their professional transitions and personal transformations. Earlier discussion on
identity duality touched on the challenge of simultaneously being both content expert
and new adult learner CCls face as they make the transition from content expert to
novice instructor (e.g., classroom management and impostor syndrome), but identity
transformation has not yet been addressed in detail. This section examines four
separate non-TL theories regarding how education helps shape identity.

Chickering & Reisser and the Seven Vectors Theory: Arthur Chickering

(1969) began his research into his student development theory as part of his work in
student affairs for George Mason University. He interviewed sophomore and senior
students at 13 private liberal arts colleges in the U.S. from 1959 to 1969 and
developed his Seven Vectors theory from his data (Straub, 1982). His work was
initially met with “vitriolic attacks, scathing criticisms, [and] emotionally loaded
defensive reactions” (Chickering & Reisser, 1993, p. xiii) from university faculty and
administrators, but by the 1980s there was greater reception to and acceptance of his
findings. In 1993, Chickering revisited and updated in cooperation with Linda
Reisser, this time using an anonymous ‘developmental worksheet’ they had created
together. Over a three-year period they invited students in their classes and colleagues
at other presentations to complete the worksheets. In all they collected 120 completed
responses and used that data to reinforce the original theory, describing “the changing
patterns of thinking, feeling and behaving” (p. 1) as a cumulative experiential process

that takes place while adults learn and develop.
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In brief, Chickering and Reisser’s (1993) The Seven Vectors theory examines
college-aged” adult developmental learning patterns as follows:

1. Developing skills competencies in three major areas: Increased intellectual
capacities, physical and manual skills, and interpersonal competencies.

2. Managing emotional upheaval such as the fear, anxiety and frustration that are
often part of new learning situations in new learning environments.

3. Moving through personal autonomy toward interdependence as students learn
self-sufficiency, self-responsibility for learning goals, and emotional self-
confidence while also recognizing that they are interconnected to multiple
communities of family, friends, and the world at large.

4. Developing mature interpersonal connections as they learn to appreciate the value
of personal relationships and to tolerate social norms different from their own.

5. Establishing individual identity as students learn to reflect on their holistic sense
of self: influence of family, ethnic and religious origins; comfort with all aspects
of personal social appearance (including body, gender, personality/character, and
sexual orientation); and self-esteem, self-acceptance, and an integrated sense of
self-confidence.

6. Developing purpose involves learners’ intentionality as they begin to clarify and
integrate their personal interests, marketable skill sets and interpersonal
commitments out in the world.

7. Developing an integrated sense of self is all about finding balance as learners
refine 1) their sense of purpose alongside their ability to respect the needs of

others, 2) their personal core values while respecting the values of others, and 3)

* The authors acknowledge that the adjective ‘college-aged’ can be misleading as the framework is
applicable to adult learners of all ages.
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their personal congruence as they balance core values with social accountability
and responsible social conduct.
This framework for identity development reflects multiple personal transitions and
transformations for young adults as they develop and build their independent and
expanded sense of self during post-secondary training, but it has applications in
learning situations for adults of all ages and is fundamentally important in how we
view identity development for new college instructors.

Chickering and Reisser’s (1993) work on how education shapes identity for
learners provides a general context for understanding how meaning making affects the
development of professional identities, and includes important applications to
research findings discussed in Chapter Five. Their vectors theory identifies seven
transitions and subsequent individual transformations without using TL terminology
and makes important connections between the overall nature of education and
subsequent identity development. While their published work is somewhat dated,
Chickering and Reisser’s (1993) theory was ahead of its time in many ways. They
made the conscious choice to use gender-neutral language whenever possible and
believed that even though their theory focused on young adults it was equally
applicable to learners of all ages. Their theory is somewhat outmoded given all the
academic discourse on adult learning and development published since 1993, but it
holds up as a model for understanding how what we learn and how we apply
knowledge are indelibly linked to identity development.

Kovan & Dirkx and The Dark Night of the Soul: Kovan and Dirkx (2003)

examined how TL occurred for nine dedicated environmental activists as the
participants explored the depth of their vocation dedication. The authors concluded

the following:
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The kind of transformative learning described by the activists represents the
struggle for consciousness in a largely unconscious world, a process Jung
referred to as individuation. Their ongoing dialogue between the conscious
and the unconscious aspects of the self is embedded in the everydayness of
their work, as if they are dancing with an illusive, shadowy figure that they

can feel move with them but cannot discern its concrete features. (p. 107)

Kovan and Dirkx (2003), and later Dirkx (2006, 2012), determined
participants’ highly emotional dedication to environmental issues often led to ‘burn
out’ — a clash of cogent reasoning versus emotional upheaval reminiscent of the
struggles encountered by many new CCls — something the activists had to learn how
to work through and accept in order to move their work forward. Kovan and Dirkx
(2003) participants’ ability to survive their ‘dark night of the soul’ ultimately kept
them motivated to continue their work, and the authors argue vocational dedication
furthered not only a stronger sense of individuation but helped re-shape their sense of
self-identity: “the activists’ willingness to invest heart, head and spirit into their work
illuminates this integration of the self with the work, which feels like a natural
extension of their identity” (p. 110).

Kovan and Dirkx (2003) not only make a strong argument for the connection
between emotion and meaning making, but also indicate a positive outcome of
individuation and self-growth is possible if we learn from the inherent struggles in the
journey. Their work steps outside the Mezirowian idea of metacognition, critical
thinking and reflection as the singular way to alter our frames of reference, integrates
personal emotional reactions into the TL process, and suggests the challenge of dark
times when negative feelings overpower our ability to think clearly and test our ability

to thrive in our vocations are all part of positive emotional and cognitive growing
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pains. The essential link Kovan and Dirkx (2003) and Chickering and Reisser (1993)
establish between emotion and learning will become evident in all 12 accounts from
participants in my study (Chapter Four), as they each survived substantial emotional
challenges to their self-efficacy and self-esteem, only to later thrive in their new
vocation.

Boyd & Myers and Transformative Education: Boyd and Myers (1988) offer

an alternative perspective to the Mezirowian characterization of TL they call

transformative education. The authors write:

Education in an open society has the charge of promoting personal
transformations as one of its major aims...education must adopt the end-in-
view of helping individuals work towards acknowledging and understanding
the dynamics between their inner and outer worlds. For the learner this means
the expansion of consciousness and the working toward a meaningful
integrated life as evidenced in authentic relationships with self and others. (p.
261)

They organize the similarities and differences between TL and transformative

education around five conceptual ‘points of view’:

e The purposive point of view sees transformative education as a means to “help the
individual to develop workable differentiations in the first half of life and
meaningful integrations in the second half of life” (p. 263);

e The structural point of view goes beyond Mezirow’s position that the ego alone
recognizes paradigm shifts that, through reflection, bring about perspective shifts,
to acknowledge other dynamic components within the psyche, such as cultural
influences, that provide critical support with the ego to bring about individual

transformation.
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e The content point of view considers not only how the individual unconscious
(what is inhibited) effects personal behaviour, but includes the archetypes found in
the collective unconscious; behaviour patterns that have evolved throughout
human existence.

e The executive point of view emphasizes individual discernment, not critical
reflection, as the primary source of operation and orientation, what the authors call
‘grief work’ as individuals learn to cope with psycho-spiritual loss of distinction.

e The process point of view, closely tied to the executive view, recognizes more
fully the three aspects of grief work: receptivity, recognition, and grieving. Grief
is resolved through four phases: “numbness and panic”, “pining and protest”,
“disorganization and despair”, and finally “restabilization and reintegration” (p.
278-279).

Boyd and Myers’ (1988) transformative education theory provides an attractive

alternative to TL theory, and further underscores the link between cognition and

emotion through grief work when it comes to identity development.

M. Taylor and Phase Transitions: M. Taylor (1986) sought to understand

how adult learners become self-directed. She wanted to determine, “from the
learner’s perspective, common patterns in the experience of learning in a course
structured to promote responsibility-taking by students in their own learning” (p. 56).
She asked for 12 volunteers from her 13-week graduate course on Processing and
Facilitating Adult Learning and re-interviewed each participant at the end of each
week, compiling over 1600 pages of data. She shifted through the data first looking
for “individuals whose experience had been most productive and satisfying to them”

and then sought indications of an “optimal pattern of experience” (p. 58, italics
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Taylor’s). She detected four ‘seasons’ or phases in the learning experience occurring
in a consistent order.
M. Taylor (1986) determined four phase transitions in the learning cycle, each

followed by a critical point. She summarized these steps as follows:

e Disconfirmation (phase transition): the discrepancy between expectations and
experience.

e Disorientation (critical point): a period of confusion followed by a crisis of
confidence and withdrawal from the social group.

e Naming the Problem (phase transition): Identity the problem without assigning
blame.

e Exploration (critical point): a relaxed, open-ended exploration of issues while
gathering insights, confidence and satisfaction.

e Reflection (phase transition): personal, private review.

e Reorientation (critical point): a breakthrough experience occurring simultaneous
to a new approach to a learning (or teaching) task.

e Sharing Discovery (phase transition): testing new ideas with others.

e Equilibrium (critical point): a period during which new perspective and approach
are “elaborated, refined and applied” (p. 59).

M. Taylor (1986) believes that when learners reach a state of equilibrium they
undergo a “major psychosocial reorientation” (p. 69) that can lead to a sense of
greater self-knowledge and responsibility-taking; however, those more accustomed to
teacher-led formal learning environments often found themselves “in an intense
struggle to grapple with disorientation and to develop an understanding of and a way

to deal with this ‘new world’ of learning” (p. 69). The discrepancies required those
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learners to change their interpretive frameworks of the world in order to reconcile any
incongruities, a restructuring of their assumptive world view.

M. Taylor (1986) acknowledges similarities to other learning paradigms (e.g.,
Mezirow, Kolb), and believes these similarities suggest “a generic quality” (p. 70) to
learning patterns. Further, assessing quality of any learning experience is not based on
analytical terminology or a map of the terrain as these are always “inadequate to
communicate the variety and richness of personal experience” (p. 70); what matters
are the transitional experiences of self and world views, and the learning that it
entails.

Kegan and Adaptive Balance/Evolutionary Truce: A brief summary of

Kegan’s work (1980, 1982, 1994) follows but is perhaps best explained as a side-by-
side comparison to Mezirow’s (1978, 1994) TL theory. Kegan (1980, 1982) based his
adult constructive-developmental theory on the works of such writers as John Dewey
(1859- 1952) and Carl Rogers (1902-1987), but he describes his work in a “neo-
Piagetian” framework (1982, p 4). His (1980, 1982, 1994) work is heavily influenced
by Piaget’s concept of adaptive balance, or equilibration; terms he subsumes under his
own idea of evolutionary truce. While Kegan’s (1980, 1982, 1994) learning and
development model is still somewhat akin to the age-and-stage theories of old (e.g.,
Erikson, 1959; Loevinger 1987), each level is determined by an individual’s ego state
and not necessarily by his/her age. Kegan (1980, 1982) determined five distinct order-
of-consciousness sequences of transitional development:

e First order (Impulsive): we have little ability for abstract though or to control

impulsive behaviour.
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e Second order (Instrumental): we discover our own thoughts and feelings and
are aware others have them too, however we remain self-centred and without
empathy.

e Third Order (Socialized): we can internalize emotions but still lack self-esteem
as we are guided by prevailing external social conventions and/or institutional
normative behaviour.

e Fourth Order (Self-Authoring): we are able to define ourselves beyond our
relationships with others and develop our own value system.

e Fifth Order (Self-Transforming): we are able to identify flaws in our own
meaning-making systems, focus on similarities with the world rather than
differences, and value contrasts and contradictions.

The last three orders are of particular interest to research into the professional
transitions and personal transformations of CCls. Most adults manage to reach and
remain only within the socialized order, but by reaching self-authoring adults are able
to become self-directed, self-motivated and self-monitoring; less than 1% of adults
reach the self-transforming level (Bugenhagen & Barbuto, 2011).

Each specific subject-object (me-not me) order represents continuous
cognitive transitions of self-versus-other in the lifecourse: new experiences are either
assimilated under previous meaning constructs or accommodated through prior
experience (Kegan, 1980, 1982). Each transition order allows us to take on ever more
complex subject-object discrimination as our view of world beyond ourselves
evolves. Any unassimilated subject-object meaning constitutes an imbalance, which is
restored through what Kegan (1980) calls evolutionary truce: an instance of

adaptation “involving a balance between differentiation and integration” (p. 108). In
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short, the higher the order of consciousness the better we are able to adapt to new
situations and make meaning from them.

Kegan (1980, 1982, 1994) and Mezirow (1978, 1994) stand at odds when both
consider how we make sense of our experiential incongruities, and discussion in this
overall section indicates just how highly debatable and contentious any one theory on
how we take in information and perceive meaning making can be. It bears mentioning
that not all learning theorists take a social constructivist-developmental approach
(Hoare, 2006; Jarvis, 2004; D. MacKeracher, 2004), and not all social constructivists
use the same terminology (Crotty, 2003). That being stated, the similarities between
Mezirowian and Keganian theories and their processes for transformative learning
outcomes theories gave me reason to wonder about the differences between the two.

Descriptive language used by Kegan (1980, 1982) and Mezirow (1981, 1994)
put both squarely in the social constructivist camp. Kegan (1982, 1994) uses a
constructivist model that focuses on meaning making as the force that drives our
social development. We go through shifts in consciousness that make us capable of
creating and constructing meaning (through assimilation and accommodation) in more
complex ways as we gain life experience, and these affect our ego-state (subject-
object) stages of consciousness. Unassimilated subject-object meaning presents as an
imbalance, and balance is only restored through evolutionary truce. Mezirow (1997a,
2009) believes our social values shape our frames of reference and these frames shape
our meaning schemas, which are grounded in all the social constructs that represent
our experiences with and interactions in the world. When incongruities in our
schemas either change or challenge our individual world perceptions, a disorienting

dilemma follows. The only way to reconcile the dilemma is to amend our meaning
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schemas, thereby transforming our previous understanding (perspective shift) and
constructing new meaning schemes.

A brief itemization of both authors’ terminologies regarding the transcendent
reconciliation of learning growing-pains as we move toward a more positive
appreciation of self-worth and perception of the world indicates considerable overlap
exists; for example (italics mine): unassimilated imbalance vs. disorienting dilemma,
growth and loss during shifts in self-stages (orders of consciousness) vs. changes to
meaning schemas, and evolution in evolutionary truce vs. transformation in
transformative learning.

Differences between evolutionary truce and transformative learning are more
generalized. Kegan (1980, 1982; Drago-Severson, et al., 2001) is interested in adult
development on the whole and how individuals make sense of their places in the
world through learning experiences. While individuals form their meaning
construction separately, they are always part of some larger social (often common
purpose) interaction or group. Mezirow is not interested in human development on a
larger scale, just the effects of re-evaluating social distortion of individual self-worth
in order to re-situate a person’s sense of self into a positive framework by re-
positioning the social lens. His work focuses on how adults reconcile the incongruities
of individual personal events as a means of learning rather than development;
however, it could be argued that instances of transformative learning can (and do)
happen at any time during the entire lifecourse and are therefore developmental by
implication.

Academic discourse on use and outcomes of transformative learning is vast
and varied (Gunnlaughson, 2008; Kitchenham, 2008), whereas far less exists in the

discipline on evolutionary truce (Bugenhagen & Barbuto Jr., 2012; Tinberg &
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Weisberger, 1998). Why the disparity exists is unclear at present, but is in need of
further investigation, the extent of which is beyond the scope of the present research.
However, Malkki and Green’s (2014) article did offer some potential insight. They
suggest ‘evolutionary truce’ is part of the liminality of the overall transformative
journey since it is a temporary disambiguation between subject-object instability. The
truces we make are “border skirmishes between self and other” until new
incongruities arise (Malkki & Green, 2014, p. 8). They add: “We only give up that
truce when we’ve come to understand that its characteristic way of making sense is
inadequate” (p. 8). The distinction here is a semantic one, but an important one: a
truce is not peace, it is only a cessation of hostility that can be undone; but a learning
transformation brings substantial change that cannot be undone since previous
meaning schemas are now over-written.

At the core of both theories is re-framing our subject-object perceptions until
we can reach a state of acceptance, and how a substantial change (or shift) in external
perception compels a significant alteration to our learning constructs, thus both
address important aspects of my research. Every new CCI completes her/his IDP and
each form his/her individual learning constructions on how to become an adult
educator in that program, creating the potential for transformative learning to occur.
On the other hand, new CCls in their respective IDPs become part of a common-
purpose learning cohort as they make the transition from field expert to adult
educator, creating the potential for each to make an evolutionary truce in their new
subject-object environs.

Summary: Each transformational learning theory discussed here provides
equally persuasive alternatives to the Mezirowian rational-based theory of TL. While

Kovan and Dirkx (2003) try to stay within the TL framework, their work draws
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foremost attention to the crucial link between emotion and learning, and how a ‘dark
night of the soul’ can actually re-affirm personal and professional career dedications.
All five theories discussed here demonstrate the indelible role emotion and learning
play in transformational learning thereby countering Mezirow’s (1994, 2009)
insistence that such changes are based only in one’s rational thinking. The inclusion
of emotion in substantive learning experiences, then, must also be considered when
investigating how these transformations help build professional identity.
2.7.2 Transformative Learning and ldentity Development: Challenge and
Reconciliation

Academic applications of transformative learning (TL) have become more
diverse over time as its practice trends farther afield (Cranton & Roy, 2003; Dirkx,
1998, 2008; Illeris, 2014; Kovan & Dirkx, 2003). As a result, several scholars have
suggested we need a more unified and generalized TL theory (Cranton & E. Taylor,
2012; Gunnlaugson, 2005, 2008; Kitchenham, 2008) that encompasses any and all
adult learning activities while still focusing on individual adult learner needs.
Gunnlaugson (2005) sees this spread as a natural phenomenon of integration as other
researchers tend to adopt and adapt a theory and “move beyond traditional
disciplinary boundaries to communicate with colleagues from neighboring fields. This
leads to pooling knowledge from previously isolated or competing traditions,
subsequently creating patterns and relationships within or across disciplines” (p. 332).

Pervasiveness of theoretical applications has resulted in multiple perspectives
for TL’s functions, many of which suggested Mezirow’s (1978, 1991) original
premise that TL, as a rational process of re-assessing cognitive constructs, is actually
malleable and adaptive; suggestions that never sat well with Mezirow. The civil yet

adversarial panel discussion between Mezirow and Dirkx in 2005 (Dirkx, Mezirow &
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Cranton, 2006) further illustrates where these divisions perpetuated: Mezirow held
fast to his interpretation of TL as a “metacognitive application of critical thinking that
transforms an acquired frame of reference” (p. 124), while Dirkx argued that TL is
extra-rational as it includes reflective ‘soul work’, a way to “understand our senses of
self, our senses of identify, our subjectivity” (p. 125).

Part of the difficulty in establishing a solid link between TL and identity
development rests in the diversity of its application, as evinced in the more than 110
publications surveyed by E. Taylor (1998, 2007). Gunnlaugson (2008) suggests that
TL has become such a “complex mosaic of first- and second-wave theories” (p. 124)
that it now needs subfields of meta-inquiry. His idea is a persuasive one, but it could
also see the development of never-ending subfields as scholars apply their own
interpretations of TL to their specific area of work. For example, scholars such as
MacLeod and Egan (2009), Lawrence (2012), and de Roo (2016) all took the
Mezirowian TL framework and applied it to their own diverse areas of study:
including palliative care, artistic expression, and ex-patriate communities’ dreams of
returning to their homeland, respectively. Each of these publications could generate a
new sub-field of TL applications.

Illeris (2014) challenges the Mezirowian concept of transformative learning
from an epistemological position and centres his argument on the definition of
‘transformation’: if one type of learning is transformational, given its three areas of
application (instrumental, communicative, and emancipatory), it stands to reason
everything that falls outside those boundaries is considered non-transformative
learning — but who decides which is which? What is transformational for one person

might be patently obvious to someone else, making the TL experience subjective
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rather than mutual, therefore establishing a hard line on what is and is not
‘transformative’ is potentially impossible.

Illeris (2014) believes ‘identity’ is the better term to replace transformative for
two reasons: a) it embraces all connotations of the ‘self” (i.e., person, individual and
learner), the soul, and cognitive competence; and b) by redefining transformation as it
relates to identity, “it becomes possible to establish a direct connection to the current
conditions and frames of society that create both the growing need for and the
conditions of the transforming processes” (p. 153). Illeris’ (2014) argument makes
considerable sense in a discussion on identity development, along with similar
epistemological arguments made by Kegan (2009) — ‘what form transforms?” — and
Newman (2012) — ‘why can’t we just call it good learning?’ — when we talk about
‘transformative’ learning. What is transformative learning for Mezirow (1978, 1991)
and work that derives from his theory (e.g., Cranton, 2006, 2009; Dirkx, 2001, 2006;
E. Taylor, 2007, 2008, 2009), is adaptive balance for Kegan (1980, 1982, 19994),
transformative education for Boyd and Myers (1988), and plain old ‘good’ learning
for Newman (2012). Idioms aside, the importance of including emotional turbulence
in any TL model makes sustaining the Mezirowian construct untenable, especially as
it pertains to identity development for new CCls and their journeys from content
experts to novice instructors.

Cranton (2009) and Carusetta and Cranton (2009) both write about the IDP at
UNB and the development of the program over time, with Cranton writing from the
IDP instructor’s perspective in both articles and Carusetta from that of an
administrator. Both publications are expository and apply the Mezirowian TL theory
to how learners’ meaning schemas change as they move from content experts

(referred to as ‘tradespeople’) to novice instructors, i.e., the shift in learners’
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identities. Cranton (2009) writes: “They are in the midst of a transition from a life
working with their hands and bodies to a life of working with their minds and voice”
(p. 183), something she deems a transformative transition. Both articles discuss the
importance of creating learning activities that a) get learners to better understand their
potential as teachers, and b) take learners out of themselves in order to appreciate a
new or different perspective. Cranton (2009) recounts taking her class to the local art
gallery, in some ways to escape the summer heat in an air-conditioned facility, but
also as an opportunity for an arts-based activity since “most people in the group have
never been to an art gallery” (p. 186). Such activities facilitate greater self-
understanding (growth) and the importance of critical reflection: “the key to starting
the critical reflection process is to expose people to alternative perspectives”
(Cranton, 2009, p. 185).

Both articles provide first-hand insight into creating and teaching in IDPs and
both discuss the shift in identity from ‘tradesperson’ to ‘teacher’, and underscore the
importance of critical reflection to the transition process, but they also stop short of
making the link between emotion and learning. Carusetta and Cranton (2009) write,
“A tension always exists between the nature of their teaching (primarily in the trades
and technologies, instrumental knowledge) and my [Cranton’s] teaching about
teaching (communicative knowledge)” (p. 78), but offer no explanation on the nature
of that ‘tension’ or its connection to learning. Cranton (2009) sees patterns in her
courses themselves over time, including: patterns in context as all IDP learners are in
“the same place at the same time and for the same general reason” (p. 189); a pattern
in her learners as they are all CCls; a pattern in learners’ selection of course content; a
pattern in the overall ‘plot’ as learners become more confident in their teaching skills

and begin to think of themselves as ‘teachers’; and a pattern to her own teaching style;
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however she concludes: “Once the individuality of each group and each group’s
process is stripped away to find the common ground, the skeleton that is left is boring
— it is just another skeleton” (p. 190).

The problem with Carusetta and Cranton’s (2009) and Cranton’s (2009) TL
models in these articles is both continue to sidestep the importance of emotion in
transformational learning — even though Cranton had mediated the panel debate
between Dirkx and Mezirow on its inclusion in the theory’s framework four years
prior (Dirkx, Mezirow, Cranton, 2006) — which keeps their work with the first-wave
adherents. However, it is possible that since the authors of both articles opted to use
only the Mezirowian TL construct that this point became subsumed, thus is perhaps
overlooked, just as Mezirow did in his own work. If emotion is not integrated in the
TL model, it makes sense that it would be excluded from its processes and subsequent
conclusions. Yet all other research discussed on this point supports such a link both
from an adult education perspective (Boyd & Myers, 1988; Dirkx, 1998, 2008; Illeris,
2014; Kegan, 1980, 1982; Kovan & Dirkx, 2003; M. Taylor, 1986) and a general
education one (Chickering & Reisser, 1993).

Research data collected for this project, research reviewed in this chapter and
my own teaching experience in UNB’s IDP tell me emotional upheaval is the
Iynchpin to transformational learning experiences, and thus needs to be an
acknowledged part of the process. If the emotional element in this essential
transitional state — the “disorienting dilemma’ that causes us to reflect on the validity
of current frames of reference — is ignored or otherwise disregarded, it reduces the
transformational experience to one of pure rational exchange of one perspective for
another without examining the ‘grief work’ or ‘dark night of the soul’ that becomes

reconciled through reflective practice.
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2.7.3 ldentity Development at Work: A Matter of Faculty Development

Academic interest in how teachers develop their professional identities is a
relatively new pursuit (Akkerman & Meijer, 2011; Billett & Sommerville, 2004;
Chappell, 1999; Coldron & Smith, 1999; Fejes and Kdpsén, 2014). The groundwork
for a discussion on workplace identity development was laid out to some extent in
previous sections but requires more in-depth discussion as it pertains to CCls and
their professional development as college faculty members. Incidents of professional
development and workplace learning can be both formal and informal, and data
analysis suggests are both of equal importance when it comes to developing
workplace identity (e.g., cohort, common-purpose groups, and mentorship). New
CCls usually join an existing campus faculty and are assigned a mentor from within
that group, someone to help them through their ‘new job’ adjustment period.
However, joining a new faculty is not a simple task as all CCls carry considerable
weight on their shoulders. Community stakeholders, such as boards of directors,
professional agencies, community businesses, and students (and often their parents)
want educational programs that live up to college mission statements and produce job-
ready graduates for the labour market.

Communities and their colleges are co-dependent in market-driven economies:
employers need skilled workers, and colleges want to train those workers; but, little
attention is paid to developing competencies for new CCIs who need to teach
according to stakeholder-based curricula requirements while simultaneously focusing
on students’ marketable skills development in this relationship (Chappell, 1999; Fejes
and Kopsen, 2014; King & Lawler, 2003a). For close to five decades, academic
discourse asserted the need for contextually appropriate professional development

programs for teachers in higher education (Barabasch & Watt, 2013; Howard &

88



Taber, 2010; King & Lawler, 2003a, 2003b). However, the last two decades have seen
a turn from simply advocating for the need of such programs toward creating
comprehensive plans that are learner-centred, and include both academic and
experiential components (Bos, 2001; Grant & Keim, 2002; Howard & Taber, 2010;
King & Lawler, 2003b; Weimer, 2003).

Labour markets in Canada go through periods of shift and flux similar to other
global markets (Barabasch & Watt-Malcolm, 2013; Fejes & Kopsén, 2014; Heinz,
2002; Lawler & King, 2003a), but there is always a need for trained workers
(Bouchard, 2006; Braverman, 2013; Fenwick, 2006; Spencer & Lange, 2014).
According to Fejes and Kopsén (2014), the labour market situation in the European
Union (E.U.) reflects the same general sentiments as those in Canada: an increase in
the number of better vocationally-trained workers means a better prepared populace
as we all try to meet (and forecast) the needs of our ever-changing and developing
labour markets. In order to create this solution to market demands versus need for
employment, post-secondary institutions need better trained vocational instructors.
The authors see ‘better trained’ instructors as the path to better-trained vocational-
school graduates.

In terms of identity development for CCls, the pressure to be ‘better trained’
stems from global market demands for up-to-date professional development programs
(Barabasch & Watt-Malcolm, 2013; Chappell, 1999; Howard & Taber, 2010; Fejes &
KoOpsén, 2014). As industrialized countries compete in a global market the demand for
highly qualified vocational-education faculty only increases, not just in terms of their
content expertise but their teaching proficiencies as well. Throughout the E.U.,
Australia and New Zealand, these schools are centres of Vocational Education and

Training (VET), in Canada we call them community colleges, and in the U.S. they are
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often referred to as trade schools. Institutional identifiers aside, all such post-
secondary/higher education schools have the same fundamental need: appropriately
trained faculty in order to produce the highest calibre job-ready graduates.

Scholars have investigated the link between faculty development programs
(FDPs) and teacher identity development in the E.U. (Chappell, 1999; Fejes &
Kopsén, 2014), in the U.S. (Braverman, 2013; Fugate & Amey, 2000), in Canada
(Barabasch & Watt-Malcolm, 2013; Carusetta & Cranton, 2009; Howard & Taber,
2010), and across North America (Canada & U.S only) (King & Lawler, 2003a).
FDPs differ slightly from IDPs since administrative professional development
programs are often included in overall program perspectives. Where possible,
distinctions are made between the two since identity development for instructors is the
focus of the discussion; however, that is not always possible depending on the
academic publication. Educational programs offered in E.U. VETs and U.S.
vocational colleges are commensurate with those found in Canadian community
colleges, but gauging in-depth comparisons of FDPs or IDPs is not possible since few
institutions, if any, make their internal curricula public, and not all professional
development programs are mandatory (Fejes & Kdpsén, 2014).

Chappell (1999) discusses the increasing level of program re-structuring to
TAFE (Technical and Further Education) policies in the Australian VET system in the
1990s, and how these changes directly affected teachers’ abilities to teach. He cites
numerous studies directed at program quality and accountability, the majority of
which conclude that responsibility for implementing institutional policy changes to
programs often falls to TAFE instructors. He writes:

TAFE teachers have therefore experienced a set of policies and related

discourses that have not only changed their educational institution but have
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challenged their understanding of their educational roles, privileging new

pedagogical practices, new knowledges, new skills and new relationships with

students and employers. (p. 3)

Chappell (1999) argues that what such policy initiatives did was require TAFE
instructors to alter the nature of their work identities without consulting them first, not
just develop and update skill sets to meet those initiatives. He believes policy makers
need to realize that changes within institutional practices, such as those cited above,
mean disruptions to not only teaching practice, but have a direct effect on teachers’
workplace identities: “institutional practices of work and identity formation [are]
based on the acknowledgment in social theory that all social practices, including work
practices must be meaningful to the people involved” (p. 4). In short, making policy
changes that directly affect teachers’ practices without including their input can (and
likely will) have a damaging effect on instructors’ sense of workplace self-worth. He
argues once institutional changes were implemented at an administrative level, TAFE
teachers were left with feelings of ambiguity and contradiction as policies were thrust
upon them. Having had no say in the changes, instructors received directives to
implement said changes as they flowed down the hierarchical chain, leaving them
feeling powerless and outside the stakeholder circle.

While my research did not include CCIs’ reactions to any internal policy
changes for their colleges, Chappell’s (1999) research does resonate in a discussion
on workplace identity and professional development for CCls. Social development
theory indicates that our workplace identity is only one aspect of the holistic self, but
a significant one (Braverman, 2013; Chappell, 1999; Fletcher, 2007). What
Chappell’s (1999) argument raises is the potential detrimental effects of institutional

change on individuals’ self-identity. His work suggests that when an external operator
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(e.g., policy maker) demands substantial changes to workplace practice (e.g.,
teaching) without employees’ prior consultation, those deviations can become
incongruous, which makes assimilation to changes challenging (Chickering and
Reisser, 1993) and throws our sense of ‘self’ into a state of imbalance (Kegan, 1980,
1982).

Chappell’s (1999) research raises two important issues in a discussion on
CCIs’ workplace identity and professional development. First, that college policy
makers and administrators need to understand that directed changes to instructors’
practices have the potential to torpedo morale if employee representation is not
included in discussions regarding such changes. CCls are the front line of every
community college’s educational program and they are the people who develop
working relationships with a significant stakeholder group: their students. They work
directly with their students on a daily basis, are responsible for delivering curriculum
in a relatable and meaningful way, and, based on research data, are personally
invested in all aspects of their jobs and believe they are doing meaningful work.
Second, creating an ‘empowered’ workplace that recognizes instructors as vital
members of college stakeholder groups would be helpful when new policy initiatives
need to be implemented. Inclusion as stakeholders would have given Chappell’s
(1999) TAFE instructors ‘skin in the game’ as it were, thereby lessening ambiguity or
contradiction when it came to implementing changes in their workplace practice; in
other words, buy-in.

External directives that dictate changes to practice create too many
‘unknowns’ for practitioners, and this could only compound those ‘unknowns’ new
CCls experience in their first year of teaching. Emotional upheaval can create self-

doubt when it comes to maintaining a confident workplace identity (Akkerman &
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Meijer, 2011; Billett & Sommerville, 2004; Chappell, 1999; Coldron & Smith, 1999;
Kondrup, 2015), but changes to previously established workplace routines are
necessary if colleges and their faculties are to implement innovations. A sense of
ownership (stakeholder representation) would go a long way to presenting policy
changes to students from a ‘we have made changes’ perspective rather than a ‘they
have made changes’ one. Issues surrounding ownership point toward Maslow’s
(1943) sense of belonging on his hierarchy of needs, and such buy-in would help
avoid further workplace ambiguity and contradiction (i.e., identity confusion). CCIs’
self-confidence in the ‘teacher’ they have become is vital to continuing educational
programs’ successes and maintaining high morale in the workplace.

King and Lawler (2003a) examined professional development in higher
education across Canada and the U.S. by circulating nearly 1000 surveys to members
of the Professional and Organizational Development Network in Higher Education in
2002. The study’s purpose was to investigate goals and best practices for faculty
developers in terms of program goals; design, development and delivery of teaching
and learning initiatives; how faculty developers most identity with faculty members;
and what influences developers in terms of their own practice and programming. Of
the 249 respondents, 60% were directors or coordinators of FDPs, with the remainder
made up of professors, deans, provost-level administrators, and instructional
designers. Respondents were asked to rank best practices, goals for faculty
development, purposes for working with faculty, and influences on faculty developers
on a Likert Scale. What they ultimately hoped to discover was whether initiatives
such as shifting teachers’ focus from teaching to learning for their students was being

equally reflected in FDP practices.
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Their findings were mixed and diverse, with data providing several
conclusions applicable to my own research:

e Survey data indicated “systematic evaluation of faculty development in
respondents’ institution was not a priority or considered highest on the list of best
practices” (p. 33).

e While providing orientation information at the onset of CCIs’ careers was deemed
a best practice, “needs assessment and evaluation were not considered as
important” (p. 34).

e Improving teaching and learning was considered the highest goal in FDPs, but
those goals pertain to “student outcomes and institutional needs” (p. 34).

e Respondents categorized “working with faculty to help them develop their highest
potential” highest in term of FDP purpose; however, “the primary way they expect
to do this is through teaching skills” (p. 34).

e Professional organizations and professional relationships (e.g., mentoring and
colleagues) were ranked first and second when it came to influences; however,
most faculty developers come from a variety of backgrounds, with few having
“degrees in education, curriculum and instruction, or adult learning” (p. 34).

Implications for practice include 1) the need for more resources and tools for needs

assessment and evaluation for FDPs; 2) emphasis currently placed on students’

learning in the classroom needs to be applied correspondingly to new faculty “who

are learners themselves when they engage in faculty development initiatives” (p. 35),

and 3) emergent discrepancies and contradictions need to be reconciled by faculty

developers in future FDPs.
King and Lawler’s (2003a) research suggests faculty developers currently put

institutional needs ahead of providing actual tools and resources for new faculty, but
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need to give equal weight to the latter (e.g., new CCIs) in their capacity as adult
learners who are learning how to teach into future FDP initiatives. IDPs for CCls in
my research are internal programs, but NBCC and NBCCD participants have the
option to pick up elective courses at UNB for their certificate programs, and/or
continue on to a B.Ed. in Adult Education. Similar IDP transfer credits for CCls at
NSCC were an unknown at the time of this study and did not come up during
interviews; however, recognition for prior learning was raised and was discussed in
the previous section on professional development.

Take away applications from King and Lawler’s (2003a) research regarding
CCIs’ identity development in the workplace are considerable. Faculty developers
surveyed see CCls as a means to an institutional end, i.e., program graduates;
however, positioning new faculty in such a way makes them as integral to overall
operation as Chappell’s (1999) TAFE instructors. Consideration for CCIS’
professional self-development did not rank anywhere in respondents’ concerns for
King and Lawler’s (2003a) best practices, goals or purposes in FDPs, indicating by
implication that CCls are just the horses that pull the institutional cart, and not much
more. While the metaphor is somewhat dehumanizing, it does aptly depict how CCls
are often perceived when it comes to the respondent faculty developers in King and
Lawler’s (2003a) research. This type of practice undercuts Fejes and Képsén’s (2014)
syllogistic conclusion that if the institutional goal is to provide better-trained job-
ready graduates for a global market, it needs better-trained instructors. Brancato
(2003) writes: “faculty developers are ideally suited to assist faculty in transforming
their previous notions about teaching”, but if faculty developers themselves are not

trained to design FDP/IDP curricula in an adult education context, how can
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institutions hope to develop better-trained faculty in order to provide job-ready better
trained graduates for the global market?

Identity development theories and research indicate new CCls need the ability
to overcome the disorienting dilemmas, changes in discernment, or assimilative shift
experiences that provide the cognitive and emotional building blocks that drive
identity transformation theories. Christie, Carey, Robertson and Grainger (2015) used
case studies to apply action research and Mezirowian TL theory to professional
development programs for teachers in adult and higher education. They view the goal
of TL as: “to help individuals challenge the current assumptions on which they act
and, if they find them wanting, to change them. This includes a mental shift as well as
a behavioural one” (p. 10-11). Their work suggests triggering disorienting dilemmas
within the program helps to facilitate and resolve the emotional upheaval and
cognitive professional growth, and in effect enable behavioural change.

Christie et al.’s (2015) work re-conceptualizes Mezirowian TL theory to focus
only on dominant social paradigms (individual, group or institutional) and then work
to change them. The idea was for their student-teachers to understand the value of
what it takes to change socially internalized habits of mind (e.g., a woman’s place is
in the home), experience the dramatic and often painful emotions involved in
questioning and rejecting existing habits, and the positive shifts in social values and
personal integrity that result from those shifts. They concluded that triggering
dilemma-inducing exercises “helped students to acknowledge that no matter how
objective they endeavour to be in the classroom, differences in values exist, and those
differences, if they come to the surface, can help or hinder learning” (p. 21).

Christie et al.’s (2015) research situates their student-teachers as active

architects in facilitating TL experiences for their future students, enriched by their
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own participation in the process as adult learners. In order to understand how to
initiate behavioural TL changes in their future students, these student-teachers were
asked to reflect on their own existing behaviours (habits of mind) and emotional,
cognitive and behavioural challenges brought about by paradigm shifts. Their
research leads by example in facilitating teachers’ active roles in learners’ meaning-
making development. Their work implies that teachers in adult and higher education
(such as new CCls) play a pivotal role in learning and development within their own
classrooms, but that can only be fully appreciated when they experience those
transformative moments as learners themselves.

Lawler (2003) makes a similar argument for understanding teachers of adults
as adult learners. She acknowledges such recognition as a departure from a
standardized teacher-learner setting but adds “we bring with us our own backgrounds
and experiences as both educators and adult learners” (p. 19) every time we engage in
a learning environment. She suggests adult educators empower their adult-learner-
teachers by investing a similar sense of self into their individual teaching practices,
thereby creating a positive, dynamic and respectful learning environment and a
constructive example. Lawler’s (2003) argument is similar to Christie et al.’s (2015)
active participation in the TL experience. When it comes to workplace identity
development, Lawler (2003) and Christie et al. (2015) make strong arguments for
adult educators recognizing themselves as adult learners in every learning
environment. These articles advocate for adult education professional development as
a reciprocal learning process; instructors can best encourage adult teacher-learners in
their individual teaching roles when everyone assumes the role of learner; that is,

everyone has something to learn from the interactive experience.
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When applied as theory for my own research, it suggests anxiety, frustration
and confusion experienced by new CCls during their first year of teaching and
subsequent IDP training the following summer are a necessary part of the professional
development process; a point discussed at length in Chapter Four. Undertaking IDP
training without previous classroom experience means CCls would have no learning
context for that information (Hansman, 2001), so implications for individual teaching
practice would not exist. Further, strong and unwelcome emotional confusion is often
the precursor to a positive learning experience in identity development (Chickering &
Reisser, 1993; Kovan & Dirkx, 2003), so needs to be factored in when designing
FDPs/IDPs. Faculty developers who understand such intrinsic elements of adult
learning and professional identity development based on their own adult learning
experiences can provide a positive platform that fosters the ‘better trained’ instructors
posited in Fejes and Kopsén’s (2014) scenario for better trained graduates.

Carusetta and Cranton (2009) further this argument for teachers-as-learners by
including faculty members as the driving force behind not just better graduates, but
also innovations to industry practices:

Viewing college faculty as adult learners and engaging them in self-directed,

learner-centered, collaborative, and social and institutional change endeavors

is a good first step in working toward much-needed reform in higher education

(where traditionally educators transmit information to students and test them

on retention). If we want institutions of higher education to engage people in

critical thinking, creative leadership, and innovation—so important in our
current global social structures—then faculty need a deep understanding of

their roles as educators in moving in this direction. (p. 80)
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Their argument factors in both a global market perspective and the fundamental
importance of adult education-based FDPs/IDPs for new CCls.
2.7.4 Section Summary

This section focused on many paths to new CCIs’ identity development, i.e.,
how new teachers shape and re-shape their professional identity through on-the-job
experience. Research results from numerous studies have tried to nail down the exact
nature of such shifts in self-perceptions, such as boundary crossings (Fejes & Kdpsén,
2014), creating sub-identities (Markus & Nurius, 1986; Rossiter, 1996), or the
creation of possible selves (Fletcher, 2007). Some authors prefer adapting TL theory
into PD programs, hoping student- teachers recognize not only a shift in their own
self-perceptions but how it can also be used as an effective teaching tool in their own
classrooms. Other authors have created theories that are comparable to TL in their
learning outcomes but use different theoretical foundations to reach similar
transformational learning outcomes. Each of these ideas wants to reconcile the
tensions that arise for new teachers between pre-existing contexts (both personal and
professional) and new ones as they try to make sense of their new professional roles.
TL theory is one model for understanding these transitions, but it is not the only
theory.

Efforts to ease new teachers’ transitions rest in institutional awareness of
professional identity change and the transformational learning experiences that help
move them toward positive change in self-perception. Several researchers put the
onus on institutional administrators for creating faculty development programs, such
as the IDP, that recognize the tensions and trials new faculty experience as they adjust

to their new roles. For example, Illeris (2014) suggested one way to achieve that end
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is through re-branding TL theory as identity learning, drawing a straight line between
identity and learning in a transformative paradigm.

Essential takeaways from this section for my research are the need to
acknowledge the emotional impact of significant perspective shifts for each new CCl;
that professional identity development is a desired outcome, and thus needs to be
acknowledged as part of the transition process and integrated into professional
development programs; and that emotional inconsistencies and self-doubts are
indications of professional transitions and personal transformations CCls experience
as they try to find their way on a new career path. However we chose to recognize the
effects of such changes, whatever term we chose to identify CCIs’ transitional
experiences (e.g., grief work or boundary crossing), a personal and emotional impact
is very likely to be present, and therefore requires acknowledgement in PD programs.

Perhaps the most notable suggestions arose out of both Christie et al.’s (2015)
and Lawler’s (2003) research: that student-teachers are also adult learners and need to
be afforded the same considerations as all learners; and that all adult educators need to
recognize themselves as adult learners in every learning environment. If we value
self-directed and lifelong learning as both outcomes and assets to adult education
(e.g., Carusetta & Cranton, 2009; Knowles, 1978; Merriam, 2001, 2005), we all need
to recognize our dedicated roles as adult learners.

2.8 Lifelong Learning

Lifelong learning is a desired outcome for all adult education and professional
development training (Glastra, Hake & Schedler, 2004; Kili¢ & Yilmaz, 2019; Jarvis,
2004), and many research participants declared themselves lifelong learners.
However, similar to ‘transformative experience’ and ‘reflective learning’, ‘lifelong

learning’ too has become a widespread and often misapplied buzzword outside of
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adult education; opinion in the discourse suggests misuse of all three expressions (in
both definition and application) stems from overuse of the terminologies by those
eager to sound current and informed (Christie, Carey, Robertson & Grainger, 2015;
Derrick, 2003; Goh, 2019; Mezirow, 1997b; E. Taylor, 1997). This section of my
research investigation reviews the literature of lifelong learning as it applies to new
CCls and their transition toward competent and confident adult educators.

Defining lifelong learning in a field as broad as adult education can be
problematic as academics either contextually impart the idea according to their
particular practice or assign meaning that might appear far too vague; for example,
Djebbari & Djebbari (2018) define it as “learning that is pursued throughout life:
learning that is flexible, diverse and available at different times and in different
places” (p. 8-9). On the one hand, this definition is wonderful as it suggests lifelong
learning is available to anyone at any time; on the other, it seems hollow since it
provides no criteria or parameters. Applying their definition means anyone who surfs
the internet or uses a library card can be considered a self-directed lifelong learner as
s/he surfs and/or reads in order to gain knowledge according to a particular individual
interest. Tuncel (2019) believes two perspectives exist for defining lifelong learning
in an adult education context: first, as “the factor of increasing labor productivity in
macroeconomic terms, economic growth and economic competitiveness”, and second
as “an individual strategy against unqualification, and the human capital approach and
competitiveness, which include the renewal of professional qualifications through
continuous learning” (p. 128).

Derrick (2003) defines lifelong learning as “an essential goal of education as a
means to improve the quality of life for an individual, a culture, or a society” —

however she prefers the terms “sustained and enduring learning” or “conation” (p. 5)
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— that helps promote economic growth and social well-being, and safeguards
democracy. She believes that in order to cultivate lifelong learning, we need to
understand “[the] characteristics associated with persistence, resourcefulness, and
initiative in autonomous learning, coupled with self-efficacy beliefs that facilitate
learners who can endure and sustain their learning in any setting or medium” (p. 5).
This last quote suggests we need to provide positive and constructive learning
environments that encourage learners’ self-directedness as part of their on-going
(lifelong) practice.

The term lifelong learning was first coined by Basil Yeaxlee in 1929 (Kili¢ &
Yilmaz, 2019; Tezer & Aynas, 2018). The 1950s saw advanced research on lifelong
learning in Europe, culminating in 1996 when UNESCO declared it the “European
Year of Lifelong Learning”, a move that put a science-based and humanist face on
what was otherwise a growing need in economic sectors (Jarvis, 2004; Tezer &
Aynas, 2018; Tuncel, 2019; Walters, Borg, Mayo & Foley, 2004). Technological
advancements since then have greatly reduced previous barriers to learning and
increased globalization as the world has moved toward a knowledge-based economy.
Walters et al. (2004) write: “adult education is determined by economy” (p. 142), and
believe that capitalism and the looming threat of potential and continued economic
downturns mean nations and corporations are now free to exploit both technological
innovations and human capital as competition for profits has shifted beyond national
borders to a global arena.

Such multi-faceted viewpoints make Djebbari & Djebbari’s (2018) definition
a little more substantial: we learn every day from cradle to grave for a variety of
reasons. Lifelong learning, then, can be viewed as a two-pronged concept with both

socio-economic and personal applications. The socio-economic application sees
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lifelong learning as an intrinsic component of professional development, which
includes both formal and informal workplace learning, and focuses on the societal
need for ongoing work-related training and skills upgrades in order to sustain global
economics in this era of a knowledge-based economy (Derrick, 2003; Eraut, 2004;
Nesbitt, 2006; Spencer & Lange, 2014; Tezer & Aynas, 2018; Tuncel, 2019).

The personal application focuses on the self-directed individual’s motivation
to continuous learning. Technological advancements have provided unfettered access
to information whenever we want it, and (in its broadest application) searching the
internet just to satisfy personal curiosity can be considered a lifelong learning
opportunity. However for the purpose of this research (and to narrow the scope of the
second prong), the personal component of lifelong learning centres on individual
professional development that falls outside of formal learning opportunities; i.e., the
self-directed, work-oriented, sustained and enduring conation for new CClIs devoted
to furthering professional skills in teaching and to managing skills updates in content-
area expertise; or individually motivated self-sustained faculty development.

One other application for the application of lifelong learning needs to be
considered in this literature review, and it falls outside the parameters of corporate
for-profit or personal self-betterment ideologies. Aboriginal communities passed
down stories, cultural practices and language through generational storytelling long
before Jesuit missionaries or European settlers arrived in North America (Burton &
Point, 2006; Welton, 2005). This aspect of lifelong learning is not based on financial
gain or individual curiosity, but on the longevity of holistic practices that bound
people to the land. Stories handed down from one generation to the next held familiar,
ancient archetypes of cultural technologies, such as canoe building, plant and herb

drying, meat preservation and the preparation of animal hides; what Welton (2005)
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calls “the tribal wilderness learning system” (p. 103). All such knowledge is
considered adult education as it prepared younger community members to perpetuate
these practices across generations as meaning making and context were passed on
through storytelling and hands-on practice. Burton and Point (2006) write: “Any
human community capable of such technologies and the resource management to
create [them]...possesses educational systems” (p. 37).

Centuries of colonialism effectively put an end to the breadth of these cultural
practices for Indigenous Canadians as they were forced onto reservation lands, placed
in residential schools, and children and young adults were ripped from families during
the 1960s ‘round-up’. Encroaching settler nations eradicated this peaceful, communal,
holistic lifelong learning prosperity in the name of progress and profit.

2.8.1 Section Summary

The importance of fostering lifelong learning is a goal for all areas of adult
education, but is especially important to professional development; however, it is
never a guaranteed outcome of workplace training. Curiosity and some level of
connection to or engagement with an area or discipline are needed, and that impetus
rests with the learner. Engagement in learning can foster a desire to learn that spills
over into other areas of our lives, so its power to keep our minds open and immersed
cannot be underestimated. While it is a valuable component of professional
development, it also feeds our individual curiosities. Lifelong learning as both a term
and a state of mind comes up frequently in discussions on the research data in Chapter

Four.
2.9 Reflective Practice

Critical reflection is essential part of adult education practice (Boud, Keogh &

Walker, 1985; Brookfield, 1998, 2009, 2015; Ferraro, 2000; Goh, 2019; Kreber,
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2002;), is a critical component of TL theory (Cranton, 2002, 2006, 2009; Cranton &
King, 2003; Mezirow, 1981, 19974, E. Taylor, 2008), and is crucial to adult learning
and development (Boucouvalas & Krupp, 1989; Kegan, 1980, 1982; Merriam, 2005;
Merriam & Clark, 2006; Merriam & Heuer, 1996). Theories on how reflective
practice is achieved for both learners and practitioners abound within the broad
spectrum of the adult education discourse and are too numerous to discuss in detail
here, but Goh (2019) provides a brief synopsis of the applicable adult education
professions: teaching, allied health professionals, medicine (both physicians and
nurses), social work, and business management and development. What each field has
in common is that “successful learning requires the integration of practical and
theoretical knowledge” (Goh, 2019, 9. 1). In short, theory is manifested through
practice, and in order to combine the two successfully, reflection on the action is
required.

The idea for reflective practice goes back to Dewey (1925, 1938), but the
nexus for critical reflective practice and adult education is most often traced back to
Donald Schon (1930-1997) and his work on how we can review previous experience
when we encounter new or unique events in our lives to see them as different from
our initial experiential perspective:

The practitioner allows himself to experience surprise, puzzlement, or

confusion in a situation which he finds uncertain or unique. He reflects on the

phenomenon before him, and on the prior understandings which have been
implicit in his behaviour. He carries out an experiment which serves to
generate both a new understanding of the phenomenon and a change in the

situation. (Schon, 1983, p. 68)
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Gender-exclusive language aside, the idea that we need to think through new issues
based on our previous accumulated knowledge and experience is comparable to
‘thinking on our feet’ as we connect past (our repertoire) with present and then
determine action/s to resolve a new situation (i.e., learn from it). Schon (1983)
believed it was only through practice that we can be aware of our embedded
knowledge and learn from our experience, and through that action we become
reflective practitioners.

Further definitions vary slightly from Schon’s (1983) original determination.
Boud, Keogh and Walker (1985) see reflection as learning process based in our
individual life experiences whenever we encounter something new (often seen as a
‘problem’). They write: “Reflection is an important human activity in which people
recapture their experience, think about it, mull it over and evaluate it” (p. 19).
Brookfield (1998) defines critically reflective practice as:

...a process of inquiry involving practitioners in trying to discover, and

research, the assumptions that frame how they work... by seeing practice

through four complementary lenses: the lens of their own autobiographies as

learners of reflective practice, the lens of learners’ eyes, the lens of colleagues’

perceptions, and the lens of theoretical, philosophical, and research literature.

(p. 197)
Framing new situations (problems) according to what we already know (experience)
allows us to initiate action (problem solving) and follow-up with contemplation on the
multiple analyses of the outcome (critical reflection).

Three essential criticisms of Schon’s theory have to do with time,
accountability sustained through action, and lack of self-interrogation. First, reflective

process outlined by Schon takes time (Eraut, 1997); time we do not always have when
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a quick decision is required. Lack of time limits the extent of reflection in a given
stretch, so full evaluation is not necessarily possible in-the-moment. Second,
appropriate action is the desired outcome of critical reflection. Schon’s theory
separates ‘reflection-on-action’ and ‘reflection-in-action’, but leaves no room for
accountability to others: does personal reflective practice honestly interpret how the
‘action’ in question is interpreted by its recipients (Goh, 2019: M. Smith, 2011;
Usher, Bryant and Johnson, 1997)? Brookfield (1997, 2009, 2015) discusses the
multiple lenses through which we can view ‘action’ outcomes, but those lenses suffer
from subjective interpretation of feedback on the practitioner’s part. Third, Usher et
al. (1997) and M. Smith (2011) find no evidence that Schoén objectively questioned
his own method. These authors argue that further investigation into his methodology
would have identified gaps in the theory and identified questions about the extent to
which he “neglects the situatedness of practitioner experience” (Usher et al., 1997, p.
168).

The one element all the above theories share is personal introspection as an
approach to identifying professional problems and how to solve them. Creating the
appropriate ‘how to’ approach is challenging as the internal processes can be as
unique as the individual him/herself. All of the theories identified share one common
elements: taking time to identify a specific problem. Not many of us have that kind of
meditative time in the run of a workday, let alone time to gather colleagues together
for feedback sessions as Brookfield (1998) suggests. In K-12 student-teacher training
that feedback would be provided by the more experienced teachers who observe
trainees’ first forays into the classroom, but that is not part IDP training as new CClIs

teach a semester or two before heading into their first summer of their professional

107



development training. Instead, we read what others have published and try to get a
sense of what our own reflective practice will look like.

Defining critical reflective practice for this research is challenging for two
reasons: First, critical reflection is, by its nature, an objective exercise on our
subjective experiences; and second, we have no idea how it is integrated into IDPs
since internal programs are proprietary. The only certainty about professional
implementation of reflective practice is that it is an integral aspect of UNB’s adult
education courses for its certificate and B.Ed. programs. Our ability to reflect
critically is determined by our unique collection of social experiences and how we use
the past to assess our present in order to change how we do things in the future.

2.9.1 Section Summary

Critical reflective practice presents as multi-faceted, especially in the field of
adult education, and how we practice it can be equally as divergent. Collard and Law
(1989) cited two differing concepts of critical reflection in their critique on Mezirow’s
TL theory; one type of reflection revolves around subjective experiences, while the
other is a self-assessment on how we construct the world. Others see reflective
outcomes as an integration of what we know and how that changes what we do (e.g.,
Goh, 2019), while still others see it as prearranged debriefing amongst colleagues
(Brookfield, 1998).

The one consistent goal for any type of reflective practice is change, whether it
is a change in perspective based on a new experience, a change to practice based on
previous experience, a change in our social world view, or a change in how we see
ourselves. How we go about uncovering our revelations about ourselves and the world
around us is subjective, whether internal self-assessment or external worldview, so

inconsistencies between individual interpretations will always exist since we do not
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all see the world the same way. Central to reflective practice is that we make the time,
take the opportunity, to exercise it in order to move our own understanding of the

world and our place it in forward.
2.10 Chapter Summary

In this chapter, | have provided an overview of the literature on adult learning
and social development theories, reviewed key theories germane to my research,
explored TL theory and alternative transformational learning theories, and highlighted
other adult education concepts that are raised in the data analysis. The majority of
these discussions are somewhat cursory, but a boundary line had to be drawn
somewhere. The bigger picture is that curriculum content can be taught to all manner
of purpose groups, but the learning outcomes remain an individual experience;
however, that is not the only consideration. K. Taylor (2006) borrows a quote from
the Talmud that summarizes the importance of psychosocial considerations for
learning and development, and how those aspects shape individual perspectives: “We
do not see things as they are, we see them as we are” (p. 203). In this light, learning
and development all come back to the idea that we are shaped by what we do, who we
know, what we see, and what we experience.

Chapter Three provides a comprehensive review of the research method used
to collect and sift through the raw data (NITA) and how data was then coded for
analysis, and Chapter Four provides an in-depth analysis of the raw data regarding the
professional transitions and personal transformations of new CCls at Maritime

colleges.
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Chapter Three: Research Methodology
3.1 Introduction

Qualitative research looks for meaning perspectives developed by individuals
in response to shared temporal, cultural and social experiences or phenomena
(Creswell, 2007), and examines those phenomena from the recollections of research
participants (Butler-Kisber, 2010). This type of research is often inductive, first
deconstructing the unique accounts of a shared event to examine the intricacy of
individual interpretations, and then reconstructing these interpretations into a shared
meaning perspective (Clandinin & Connelly, 2000). Each qualitative research
methodology uses a variety of different methods (Creswell, 2007, 2009). The
applications of these methodologies arise, grow and change with each new research
project.

Qualitative research methodologies offer versatility in research design that
allows scholars to explore the depth and breadth of individual impressions on both
cognitive and emotional levels not typically present in quantitative research (Braun &
Clarke, 2006). Qualitative research methods are social explorations into individual
experiences using storied data for research interpretations (Butler-Kisber, 2010).
Narrative Inquiry (NI) provided the optimum method for gathering participant data on
professional transitions and personal transformations of Maritime community college
instructors (CClIs). Their shared transitional experiences provide a thread that
connects experiences. While participants came from three different post-secondary
institutions, an underlying assumption was that where and when they made their
employment transitions made little difference, since the research examined their

experiences as asynchronous events.
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While many applications of NI research discussed below are used as stand-
alone methods, | have opted to create a bricolage (Kincheloe, 2001) that includes
Thematic Analysis (TA) (Boyatzis, 1998) combined with elements of NI from
Polkinghorne (1988, 1996, 2000). This bricolage provides greater flexibility within
the analytical protocols (Braun & Clarke, 2006), allowing for the development of an a
priori template (Fereday & Muir-Cochrane, 2006) based on the adult learning and
development theories discussed in Chapter Two. This template created initial coding
practices that involved a ‘balance’ of deductive coding based on an existing
philosophical framework and inductive coding based on emergent themes (Boyatzis,
1998; Fereday & Muir-Cochrane, 2006).

The section discussion that immediately follows outlines first the rationale for
selecting both NI and TA as the co-methodological foundations for the research. Later
sections unpack details regarding data collection, including participant recruitment
and the rationale for choosing semi-structured interviews as a method to collect
participants’ stories, and ethical steps taken to secure consent from the various
institutions involved. Final discussion sections provide a detailed account regarding
how data were sorted and coded, how themes and patterns were identified, and

methods use to establish rigour within the method.
3.2 Narrative Inquiry as a Research Methodology

A review of several existing qualitative methodologies and their best practices
was undertaken to determine the initial method best suited to gathering data for this
research investigation. The following sections provide a brief discussion that defines
N1, its place in qualitative analysis, and the rationale for choosing NI as part of a
methodological bricolage (Kincheloe, 2001) for my investigation into professional

transitions and personal transformations of CCls.
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3.2.1 Definition of Narrative

The word ‘narrative’ has a variety of scholarly applications, and as such has an
assortment of definitions. For the purpose of this research (and the sake of brevity),
only social science applications are considered here. Altman (2008) provides two
broad yet distinct treatments of narrative in a research capacity: ‘a narrative’ is a
closed construct with a beginning, middle, and end; whereas ‘some narrative’ is an
open-ended concept, and is perhaps best illustrated by daytime soap operas: “no
matter how long we watch, we never reach closure” (p. 17). Polkinghorne (1988)
acknowledges the derivative nature of the word as it is used in academic research and
opts to confine his approach to narrative as a cognitive scheme used to “organize
elements of awareness into meaningful episodes” (p. 1). However, Chase (2005)
creates terminology distinctions for narrative (all information that is oral or written,
seen or heard, casual or formal), life history or life story (extensive autobiography),
and oral history (specific, meaningful events).

The versatile applications of the term narrative allow social science
researchers to define it as it applies to the specifics of their unique research
perspectives. Creswell (2007) points out that narrative can be understood as both the
research method and the phenomenon of the study. The advantages (and sometimes
disadvantages) of any narrative research take us back to Altman’s (2008) distinctions:
the research explores some narrative, since the human story is always on-going, but it
also examines a narrative as researchers study a fixed period in the life of a particular
individual or the lives of members of a small group. Clandinin and Connelly (2000)
explain that it is not possible to “look at one event or one time without seeing the
event or time nested within the wholeness” (p. 16) of the larger story. They added

inquiry to their narrative research methodology, explaining that this refinement
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allowed them to investigate specific life events without appearing to take a reductive
view toward individuals’ greater on-going life stories (Clandinin & Connelly, 2000;
Connelly & Clandinin, 1990).

Adding inquiry to narrative research terminology is sometimes described as
one of several ‘narrative turns’> (Atkinson, 1997; Butler-Kisber, 2010; Tobin &
Begley, 2004); while appreciating the continuity and wholeness of life experience,
social research is simply an inquiry into the narrative of a particular experience, and
not a fully realized expression of the individual’s entire life experience. Connelly and
Clandinin (1990) explain:

Narrative names the structured quality of experience to be studied, and it

names the patterns of inquiry for its study. To preserve this distinction we use

the reasonably well-established device of calling the phenomenon “story” and
the inquiry “narrative”. Thus, we say that people by nature lead storied lives
and tell stories of those lives, whereas the narrative researchers describe such

lives, collect and tell stories of them, and write narratives of experience. (p. 2)
If life story is viewed as an on-going autobiographical narrative, NI seeks only to
explore singular individual experiences up to one particular moment in that not-yet-
completed life. Clandinin and Connelly (2000) define NI as “a collaboration between
researchers and participants, over time, in a place or series of places, and in social
interaction with milieus” (p. 20). The broadness of their definition leaves considerable
room for interpretive application.

This research explores a bounded snapshot of the on-going professional and

personal growth of CCls, so it focuses on a narrative study that lies within some

> Denzin and Lincoln (2000) identify seven historical eras in the epistemological development of
qualitative research as ‘narrative turn’ events: Traditional (1900-WWII), Modernist (Post-WW]1I-
1970s, and still used today), Blurred genres (1970-1986), Crisis of representation (mid-1980s),
Postmodern late 1980s-1990s), Post-experimental (late 1990s-2000s), and the Future.
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narrative stories (Altman, 2008). NI, as it is discussed here, is applied as an
educational research methodology that focuses on the particular professional
development and personal transformation as a specific life experience event, inquiring
into CCIs’ stories as they move from content-specific practitioners to adult educators.
The inquiry focuses on the outcome of a particular individual life experience set in a
professional context: stories lived and told by research participants to the researcher
(me) about becoming a teacher.

3.2.2 Why Narrative Inquiry?

NI has been selected as an appropriate methodology for analyzing research
data for three reasons. First, while CCI participant accounts of their professional
transition are unique in themselves, their stories establish a common thread that sets
the boundary for them as a common-purpose group (Drago-Severson et al., 2001;
Kegan, 1980, 1982; Rosow, 1978): all have completed the IDP for their respective
colleges (Carusetta & Cranton, 2009) and are current in-service instructors. This
common thread creates what Polkinghorne (1988, 1995) refers to as the emplotted
narrative in narrative research, the shared event from which all participants’
individual stories evolve. His research focuses on the meaning each participant creates
from his/her personal experience, and ultimately how that meaning affects self-
identity.

Polkinghorne’s (1988, 1996, 2000) research and practice are rooted in
psychotherapy. However, his use of NI for data collection and analyses are relevant
for this educational research into CCIs’ professional and personal growth, since the
research investigates how experiential changes shape new professional meanings that
create shifts in self-identity. His research evolves from participants’ linguistic

descriptions of a shared event (plot), although the event is not necessarily experienced
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in shared time. Data (stories) can be asynchronous, gathered from individuals and/or
common purpose groups, and collected by the researcher over time. Consistency of
experience is the foundation of the research, and meanings made from it provide data
for the investigation (Polkinghorne, 1996, 2005, 2010).

Second, data are not necessarily bound by synchronous temporality in NI
(Polkinghorne, 1995), but by mutual experience. For example, a travelling circus
might visit several towns in the same province. People living in that province might
visit the circus at different times on different days in different towns, but they all
share the similar individual experiences of attending the ‘same’ circus. While the
experience (‘what”) can be seen as shared, temporality (‘when’) is not. Polkinghorne’s
(1988, 1995) approach to research gathering means participants in his narrative
investigations do not even need to be known to each other. They are bound, perhaps
unwittingly, by a single shared experience, such as attending the circus.

The third reason is personal: | have always been drawn to stories. My first two
degrees are in English Literature and Classics, and my professional hope then was to
work in stories left behind by ancient civilizations and to explore their cultural and
spiritual effects on human development, the eventuality being that | would teach in
that area at the post-secondary level (hence my B.Ed. in Adult Education at that time).
That path was not realized. However, my love of exploring and deconstructing
narratives as oral/personal stories or as common text has stayed with me. How
temporality, experience and context shape personal meaning (and thus perspective)
has always fascinated me, and those interests have brought me to this research into the

professional transitions and personal transformations of Maritime CCls.
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3.3 Thematic Analysis as a Research Methodology

Thematic Analysis (TA) is a way of perceiving patterns in what otherwise
might be considered random information (Boyatzis, 1998; Braun & Clarke, 2006;
Fereday & Muir-Cochrane, 2006). Boyatzis (1998) describes the application of TA as
a recognition of themes (patterns) by the researcher that are not always readily
apparent: “Often what one sees through thematic analysis does not appear to others,
even if they are observing the same information, events and situations” (p.1).While
such an approach might seem problematic at first (i.e., seeing things others do not),
there is considerable merit to the idea once it is unpacked as an applied research
method.

Boyatzis’ (1998) work on TA as a method for interpreting, coding and
analyzing qualitative information was considered ground-breaking in its time and has
subsequently become the cornerstone for much of the discourse on its applications in
research (e.g., Braun & Clarke, 2006; Fereday & Muir-Cochrane, 2006; Joffe &
Yardley, 2004; Tuckett, 2005a). He views specific life situations as ‘codable
moments’, with each ‘moment’ an instance that informs the observer through previous
experience about the significance of an unfolding phenomenon.

3.3.1 Definition of Thematic Analysis

Boyatzis (1998) sees TA as a process for organizing and encoding qualitative
material into “a complex model with themes, indicators, and qualifications that are
causally related” (p. 4). A theme is a “pattern found in the information that at
minimum describes and organizes the possible observations and at maximum
interprets aspects of the phenomenon” (p. 4). Distinguishing themes or patterns in raw
data is at the foundation of most qualitative research methods and is therefore the

essential first tool in any research toolkit (Attride-Stirling, 2001; Boyatzis, 1998;
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Braun & Clark, 2006). Methodological applications between TA and NI rest in the
boundary NI draws around a specific event or point in time shared by each research
participant, whereas TA can cast a much wider net. According to Boyatzis (1998), TA
methodology looks beyond time, space and even events shared by research
participants to find common patterns to participants’ stories: TA is about finding “a
pattern, or theme, in seemingly random information” (p. 3).

Identification of shared themes is the first step in understanding the
complexity of ideas that lie within the data (Creswell, 2007), and therefore is part of
all initial qualitative research coding. TA provides flexibility for researchers to: a)
find patterns (i.e., what is seen or heard), and b) establish initial data sets (Fereday &
Muir-Cochrane, 2006). Braun and Clarke (2006) suggest the flexibility of applying
TA is its primary advantage as a stand-alone research methodology; however, they
also caution against assuming an ‘anything goes’ analysis of information without first
establishing clear theoretical and methodological protocols.

Attride-Stirling (2001) suggests TA is a research methodology essential to
qualitative work in the social sciences, but cautions those new to it or those new to
TA to create their own rigorous protocols, which she finds are often lacking within
the academic discourse. She advises creating thematic networks that map out and
summarize core themes and using that network to systematically organize and
prioritize key patterns. Using networks (or mapping) is not new to social science
research and is comparable to data dissemination used, for example, in Grounded
Theory and Hermeneutical Phenomenology (Creswell, 2007).

3.3.2 Why Thematic Analysis?
TA is included in my methodological bricolage for three reasons. First, TA

allows for the development of an a priori template (Fereday & Muir-Cochrane, 2006)
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to establish initial coding. A deductive template based on the literature of adult
learning and development theories provides me with the context | need to start
identifying initial themes within the data. Second, TA provides flexibility within
analytical protocols (Braun & Clarke, 2006). In order for me to code raw data
gathered from semi-structured interviews, | need some pliancy in interpretive values
(Fereday & Muir-Cochrane, 2006; MclIntosh & Morse, 2015). Third, a bricolage of
Polkinghorne’s (1988, 1996, 2000) temporality and emplotted narrative with the TA
a priori template based on adult learning and development theories provides a
‘balance’ of deductive coding based on existing theoretical and philosophical
frameworks and inductive coding based on emergent themes (Boyatzis, 1998; Fereday

& Muir-Cochrane, 2006).

3.4 Data Collection: Participant Recruitment and Semi-Structured

Interviews

Data for my research into the professional transitions and personal
transformations of CCls as they move from content expert to novice instructor was
collected from voluntary participants during one-on-one semi-structured interview.
The following sections outline the details regarding participant recruitment, efforts
taken to comply with established research ethics procedures and regulations, followed
by a brief biography of each participant, and finally the rationale for choosing a semi-
structured interview format.

3.4.1 Participant Recruitment

Recruitment of research participants likewise involves some ethical
considerations, including participant screening. Qualitative research is usually
situation-specific to an individual or group with a particular life experience (e.g.,

climate change effects of spring flooding on Maritime homeowners). Fontana and
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Frey (2005) provide a list of recruitment criteria, including how best to access the
desired research setting and locating informants. My own recruitment process is
discussed in more detail below.

Once my ethics applications had been approved, | sent an email to Human
Resources (HR) departments at the specific campuses. My emails to HR offices
included the research question, a short description of the nature of the study, a draft of
my guided interview questions, academic references (when requested), my name and
contact information, and contact information for my supervisor at UNB (see
Appendix 1). From there, my message was then forwarded to campus faculty (see
Appendix 2).

| thought a forwarded email with my address attached would make it easy for
anyone interested to simply click on my email address, and it all worked out well with
one exception: one NBCC campus decided instead to convey the invitation to
participate in the study through its internal newsletter. However, | did make one error
in judgement. | made the mistaken assumption that the HR office was centralized for
each college, thus it would be a simple thing to send the invitation college-wide; that
turns out not to be the case for any of the colleges included in this study. The
consequence of my assumption meant the emails were only distributed campus-wide,
so the invitation did not reach the entire college. The result was a reduction in the
catchment for potential research participants, which limited the content expertise
backgrounds to whatever programs were run on a specific campus. While this likely
made little difference in the long run, a widespread invitation would have been
preferable. However, | decided not to press the issue with the college or campus
contacts as | encountered resistance to requests to re-send invitations for any further

faculty members to join the project.
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Twelve participants self-selected to become part of the study. Every
participant worked at one of three Maritime community colleges (NBCC, NBCCD,
NSCC), had completed their respective IDPs, and was working full-time as CCls at
the time of her/his individual interview. | selected these three colleges because they
were within reasonable driving distances, no matter where the campus was located. |
had originally intended to include Holland College in Prince Edward Island as |
wanted representation from all three Maritime provinces, but the lack of travel
funding made its inclusion unrealistic when Confederation Bridge tolls were factored
into my budget. | responded to every email received and accepted every applicant
whose situation met the criteria. | had hoped for eighteen participants, ideally six from
each campus, but that is not how circumstances evolved.

Participants came from a range of professional backgrounds, such as: nursing,
fashion, academic upgrading, computer programming, and master trades. Pseudonyms
were used to protect the identity of each participant and everyone was asked to select
his/her own ‘special’ name, and I asked them all to think carefully about their new
name, i.e., not to use a nickname or the name of a loved one as that might render them
identifiable to anyone who knows them (Dearnly, 2005). Several participants asked
why anonymity was required and/or important to the study and were perfectly happy
with the idea of using their real names. | was taken aback the first time someone
asked me that question as | imagined that since it was research about them in their
employment capacity, no one would want their employer to know who they were.
While 1 did not want to deny participants their identity in the study (Kite, 1999), | was
equally determined to protect their confidentiality (Dearnly, 2005). | explained that
once the research was complete anyone could access the manuscript; | did not ever

want their participation to be used against them for any reason, nor did | want them
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open to contact from anyone other than me regarding their participation, therefore
pseudonyms were required. Once they each understood the rationale, finding their
individual pseudonyms became a bit of a game; for example: Who should | be? Can |
choose the name of my personal hero? Can | be my favourite colour? Can | honour
one of my parents by using his/her name? This last was discouraged as it would have
rendered participants’ real identity too easily identified.

3.4.2 Research Ethics

Research ethics is often considered an administrative hurdle on the path to
doing any sanctioned research (Booth, Colomb & Williams, 2008). | needed approval
from not just my own institution (UNB), but from the community college ethics
review boards (NBCC, NBCCD, and NSCC) as well. However, | believe there is
more to ethics than simply filling out a form and complying with regulations.
Researchers take an ethical position before, during and after the course any research
project, whether they know it or not. Our personal ethics determine how we treat
society as a whole, not just research participants, so need to be acknowledged at the
outset.

Ethical boundaries were significant considerations both for the research
participants and the research itself. Confidentiality for the participants were
paramount, as was adhering to ethical regulations set out by the Tri-Council’s® 2010
Policy on Ethical Conduct for Research Involving Humans. My research (including
me as researcher) was also bound by the policies that govern research involving

humans at UNB’, NBCC?8, and NSCC®: however, NBCCD did not have a

® The Tri-Council is comprised of Canada Institutes of Health Research, National Sciences and
Engineering Council of Canada, and the Social Sciences and Humanities Research Council of Canada:
www.pre-ethics.gc.ca.

" https://www.unb.ca/research/vp/ethics.html

8 https://nbcc.ca/applied-research/research-ethics

® https://www.nscc.ca/about_nscc/applied_research/ethics.asp
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standardized research ethics policy in place at the time | interviewed faculty there.
Once I received approval from UNB’s Research Ethics Board, I was likewise required
to file ethics review applications with both NBCC and NSCC, both of which were
approved.

Booth, Colomb and Williams (2008) believe the same maxim that governs
medicine ought to govern research involving human participants: “Do no harm...
Jumping through [administrative] hoops may feel like bureaucratic make-work, but if
you don’t, you could harm those who help you and may even damage your
institution” (p. 83). However, for me ethics is more than just jumping through those
hoops. | have been teaching a course on ethics and philosophy in adult education** at
UNB for over a decade, so believe | have an intrinsic investment in these ideals. |
would be a hypocrite if I did not govern my own work according to the same
principles | expect from my students. More than one participant was a former student
from one course or another, and I did initially worry that our familiarity could skew
their responses (i.e., ‘what do you want me to say?’); however, the last time | met any
of my students face-to-face was in 2010; after that UNB began offering adult
education undergraduate courses solely through online access. In essence, we knew
each other but had never actually met. | also took care to craft guiding questions as
solicitations for participants to tell their stories as they recollected certain incidents,
making our meetings purposeful discussions rather than informal chats over coffee
(Kvale, 2004).

Merriam and Simpson (2000) believe an ethical dilemma is inherent when
undertaking human-involved research: “At the heart of the issue is a society’s right to

know and an investigator’s right to inquire versus a person’s right to safety and

19 did have the go-ahead from then college director Harriet Taylor who holds an M.Ed from UNB
1 ED 3011: Professional Ethics for Practitioners of Adult Education
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privacy” (p. 198). Their quote suggests researchers need to be aware of the potential
for such polarity, but | believe research ethics need to go beyond that. One of the
questions | asked myself during every interview was: Is my inquiry creating
vulnerability where none existed before? Even with the endorsement of both my
institution and theirs, participants needed to trust that | would not divulge anything to
their employers that could in any way discredit them. As such, | made five things
clear at the onset of each interview: a) that reading and signing the Letter of Informed
Consent (Appendix 3) allowed me to use interview information as part of my research;
b) that each person would be emailed a transcript of our conversation, which could
then be edited for sober-second-thought regarding its content or discarded in its
entirety at his/her request; c) that anyone wishing to withdraw from the study could do
so at any time; d) that each participant was free to pass on answering any questions
that caused discomfort or that s/he felt might jeopardize her/his continued
employment; and e) that the way | would use their information meant it could not be
traced back to them.

Qualitative research almost always involves human emotional reactions to a
specific personal situation (Creswell, 2007), and thus asks a lot of its participants.
Post-positivist researchers delve into the human nature of life’s struggles, challenges
and accomplishments from various perspectives. Research of this type is usually
undertaken in an attempt to help both research participants and specialized
practitioners understand (and appreciate) the value of human experience in a given
condition. Qualitative researchers look for honest emotional responses from
participants, and that means we need to tread carefully when asking personal

questions.
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3.4.3 Research Participant Condensed Professional Biographies

Participants came from three different community colleges around the
Maritimes: NBCC, NBCCD, and NSCC. Some are from the same college, but work
on different campuses. Each participant either signed or verbally agreed to the Letter
of Informed Consent (Appendix 3), and a transcript of our conversation was emailed
to each person for verification and any requests for amendments. | have provided a
brief biography for each participant below indicating their pseudonym, particular area
of expertise and years of experience, and each person’s employment start time within
the academic year for her/his position within their respective colleges.

What became apparent early in the interviews was very few participants were
hired prior to the start of a new academic year, which meant most experienced
‘baptism by fire’ as they were given a syllabus or course outline and/or textbook, and
were then shown to their classrooms and expected to start teaching. This type of
situation arose from several different circumstances, including previous instructors
quitting in mid-term; institutional lack of planning; and, in one instance, death of the
predecessor. | opted for face-to-face contact whenever possible to conduct interviews
and used Skype and the telephone with the remaining participants. Biographies are
listed in no particular order:

LM is a nurse, and one of the few participants actually hired during the
summer months to start her CCI position in September. She has worked in her area of
expertise for over 40 years before coming to the college, and those years of
experience were diverse and complex in nature. She applied for the position after
overhearing that the college was looking for instructors for a new nursing program.

She spoke with me over Skype.
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Julie had been a nurse for 27 years before coming to her campus and did have
some prior experience teaching at the post-secondary level before she applied. She
was hired over the Christmas break, so faced some challenges getting started. She
spoke with me over Skype.

Iris is a psychologist who worked in the mental health and wellness sector for
approximately 30 years, and still maintains a private practice on the side. She started
her position after Thanksgiving, stepping into a program that was in development but
had lost its program head abruptly and unexpectedly, leaving its students briefly
without an instructor. We spoke over the phone.

Cindy had over 30 years of experience in Business Administration and
Human Resources before she applied to become an instructor. She was a completing
her B.Ed. in adult education. We spoke over the phone.

Heather taught for several years in the K-12 system and at the college part-
time before applying for a full-time position. She holds a B.Ed. and a Master’s in
Education, and now teaches in the School of Access in the post-secondary preparation
program. She spoke with me over Skype.

Madison worked in child and youth care for 13 years before becoming a
community college instructor. She had just finished three summer courses toward her
B.Ed. in adult education when we spoke about her experiences. We spoke over the
phone.

Serena has a substantial background in both Business Administration and
Human Services. She started out working part-time for her college and did that for
several years before being asked to apply when a full-time position became open. We

met face-to-face.
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Leland acquired considerable background as an IT analyst before coming to
the college. He had been looking for a way out of his previous job as he felt his
“upward mobility wasn’t happening”, so applied to an opening at the college. He was
hired late summer, so is the only other participant besides LM who started his new job
at the beginning of a new academic year. We met face-to-face.

Anne Munroe (henceforth, Anne) had extensive experience in fashion design
and textiles before she came to work for the college. She worked part-time for the
college while she completed her graduate-level (advanced) certification in fashion
design and was asked to teach part-time after her graduation. She started her teaching
career in January with one course but was quickly asked to fill in for colleagues who
were out sick and to take over a course taught by one of administrators, and soon
became a full-time instructor. We were able to chat face-to-face in her office, which is
covered in fabric samples, photographs, sketches, hats, costume pieces, pin cushions,
and the odd mannequin.

Chris holds a PhD in one of the hard sciences and wound up working as a
part-time lab instructor, part-time researcher, and part-time instructor right after
graduation before taking a full-time position in the private sector. A company merger
saw him laid-off at the same time as a position with the college became open. He
started teaching mid-winter for several courses already underway, some in which he
had little to no experience. He now works at the School of Access teaching academic
upgrading. We spoke over Skype.

Bentley is a trained psychologist who also holds a Master’s degree in
Education. His background is in counselling and he still maintains a practice in his
spare time, but teaches full-time in the Human Services program. We spoke over the

phone.
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Sophie is a software developer who specializes in embedded systems. She has
an extensive background working for the Canadian government in a variety of
capacities. She describes herself as “a bit of an anarchist” with a fascination for the
power of language and a passion for continuing her professional development in all
areas of her work. We talked over Skype.

3.4.3 Use of Semi-Structured Interviews

Strategies for gathering research data are best determined by the nature of the
research itself. Qualitative researchers have several options for gathering data from
participants, such as: collecting answers to open gquestions from anonymous surveys,
running focus groups, or interviewing people from specific demographics one-on-one
(Fontana & Frey, 2005). | opted for semi-structured, one-on-one interviews with
volunteer participants as | wanted a flexible method for asking open-ended questions,
but needed structure from a list of guiding questions to keep information flowing
along a particular path in keeping with the research question (Dearnly, 2006;
Mclntosh & Morse, 2015). | also took several steps to determine the credibility of
those questions.

My research investigation asked participants to reflect on their experiences as
CCls and answer questions about themselves they might not have previously
considered. | had originally intended to interview all participants face-to-face, but that
became impossible when travel funding fell through. Instead I interviewed those |
could in person and chose to use Skype or telephone for the remainder, whichever
worked best for each participant. The discussion that follows outlines the nature of
semi-structured interviews, my own various rationales for using semi-structured

interviews, and how the integrity of the interview questions was tested.
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Mclntosh and Morse (2015) believe semi-structured interviews are “designed
to ascertain subjective responses from persons regarding a particular situation or
phenomenon they have experienced” (p. 1). Burnard (2005) provides a broader
definition: “A semi-structured interview is one in which either a) the interviewer
refers to a sheet of key areas to be covered in the interview or b) uses a set of
questions but is prepared to insert other questions into the interview in order to
capture elaborations” (p.5). Dearnly (2005) believes that while interview questions
ought to be kept the same in semi-structured interviews, they can be a loose set with
no defined order.

My own semi-structured interviews followed Burnard’s (2005) latter concept,
using a set of guiding questions that followed what I believed would be the
chronology of the CCI experience but left room for our conversations to go where
they would. I chose a chronological approach (Fontana & Frey, 2005) to developing
the guiding questions for three reasons. First, | wanted to establish both the emplotted
narrative and temporal anchor for each participant’s story (Polkinghorne, 1988, 1995).
Second, | wanted interviews to follow the natural progression of participants’
experiential events as best they could, while still leaving room for flexibility within
each recounting. Participants needed the freedom to recollect their stories in whatever
order struck them at the time, but I needed to reconstruct those stories along a
timeline; i.e., a beginning, middle and an end. Third, I had a strong hunch most
participants would not have been given an opportunity to reflect on and give voice to
their experience becoming a new CCI, so keeping the questions in a timeline flow
might help keep their stories relatively sequenced.

Extant literature on qualitative interview practice is nearly boundless. Finding

helpful information became a process of sifting through researchers’ (mostly)
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personal accounts and cherry-picking what was contextually useful to my own work.
Burnard’s (2005) earlier definitions aside, as many opinions on ‘how-to’ construct
such interviews exist as there are publications on it. Terminology varies, and part of
that discussion rests not only on research methodology but a position on power
dynamics between interviewer-interviewee (Rapley, 2001). Ellis and Berger (2003)
explain such undercurrents as “an ongoing relationship where the personal and social
identities of both interviewers and interviewees are important factors” (p. 159). In
other words, any perception of power within the interview construct rests on several
factors: for example, contextual social roles, gender, and role of collected data.

Contextualized social roles as a power dynamic during the interview process
(who has it, and who does not) is not necessarily stable and can float back-and-forth
between interviewer and participant (Creswell, 2007; Kvale, 2006). Rapley (2001)
draws attention to “the interview as an artefact, a joint accomplishment of interviewer
and respondent” (p. 304) and is quick to point out that data from interviews is the
central source for qualitative social science inquiries. He believes creating a
collaborative rapport is best practice for researchers, accomplished through a
facilitative and neutral presence: “interviewers should encourage talk in a non-leading
way” (p. 304) while still keeping ‘talk’ on topic. For my own purposes, I can see how
a participant might see me as holding ‘the power’ in the conversation: I teach in the
IDP at UNB and some of the participants are former students, | am working on a PhD
in adult education where all participants hold an accredited certificate in the same
discipline, and I hold the interview questions; however, if | have the questions, they
have the answers | need, and that actually made me beholden to them.

The issue of gender has come under specific scrutiny in interview dynamics

(Fontana, 2003; Gunzenhauser, 2006; Reinharz & Chase, 2003). Feminist academic
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influences have sought to reclaim the missing voices of women throughout history
(Reinharz & Chase, 2003), and have left their mark on how we perceive the social
disparity between the powerful and the marginalized. Gunzenhauser (2006) sees the
dynamic between interviewer and participant as relational and believes researchers
have a moral responsibility to “take gender seriously as an aspect of subjectivity” (p.
623). He believes a caring relationship between interviewer-interviewee is essential:
“Through progressively closer contact with research participants, deeper engagement,
and empathetic questioning, qualitative researchers immerse themselves in the lives of
their participants” (p. 624). Further, it is only through such relationships that true
‘knowing’ occurs.

While Gunzenhauser’s (2006) arguments regarding the role of gender in semi-
structured interviews are passionate and persuasive, | could not find a context for his
work beyond that he is a critical ethnographer focused on issues of social justice and
K-12 educational reform in the U.S. This gap was of critical importance to me as |
considered my approach to interviewing participants since my research did not seem
as personally immersive by comparison: his focus is on K-12 systems in the U.S.
while mine is adult education in the Canadian community college system; while |
wanted personal stories from my participants, 1 did not foresee becoming deeply
involved in their lives on the level of engagement he describes; and gender was
neither a consideration or mitigating factor in recruitment of participants, framing the
interview questions, or analyzing the data.

Conversely, Holstein and Gubrium (2005) stress: “While most researchers
acknowledge the interactional character of the interview, the technical literature on
interviewing stresses the need to keep that interaction in check” (p. 67). They eschew

the idea of emotional involvement on the part of the researcher no matter how
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sympathetic, empathetic or other emotional attachment the researcher might feel on a
personal level. From their perspective emotional attachment on the part of the
researcher is dangerous from the outset, since it can easily lead to corruption in data
analysis. Emotional attachment could sway the researcher to take a position rather
than remain objective, running the risk emphasized by both Creswell (2007) and
Boyatzis (1998) of not maintaining an unflinching grip on the data but letting the data
drive the analysis. Similarly, Fontana (2005) points out that it is essential for the
gender of both interviewer and interviewee to be considered “faceless and invisible”
for data to retain its gender-value neutral (p. 710).

Gender played no part in developing the research method whatsoever; but it
could be argued that gender bias plays a role in any social interaction no matter what.
My response is positioned around three features of my approach to the project. First,
gender played no role in participant selection: everyone who sent a response to the
recruitment email got a positive response from me inviting her or him to provide a
best time and, in some cases, place for us to talk. For those I could not meet face-to-
face, we conducted our conversations over Skype; and when Skype was not available,
| spoke to people over the phone, a circumstance that rendered both of us ‘faceless
and invisible’ (re: Fontanta, 2005). Second, gender did not play any part in the
guiding questions I created or the way | asked questions to participants. At times | did
change the order of questions and backtracked on the order asked or even skipped
over a couple, but that was only because of the way certain stories flowed during
individual interviews. Third, gender-orientation and/or gender-identity played no part
in any interviews. | spoke with people who were homosexual, heterosexual and
transgendered, and these personal details were self-disclosed during individual

interviews and were in no way solicited by me. Given the nature of my research,
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gender of participants was never a consideration. Given the nature of my research
method, participants’ genders have no effect on how the data was analyzed or how
research findings were determined.

The role of data in the overall investigation is another consideration for semi-
structured interviews. Gunzenhauser (2006) sees the dynamic between interviewer
and participant as relational, and how that relationship develops is contingent on what
type of knowledge the interview is expected to produce. Rapley (2001) believes all
manner of interviews generate two types of information: a) data as resource when
“interview data collected are seen as (more or less) reflecting the interviewees reality
outside the interview”, or data as the interview topic, when “interview data collected
are seen as (more or less) reflecting a reality jointly constructed by the interviewee
and interviewer” (p. 304). He acknowledges these choices are perhaps an over-
simplification given the diversity of qualitative research methods available but is
more focused on the sensitivity with which interviewers treat data during the post-
interview analytical process than why it is collected. Kvale (2006) believes referring
to semi-structured interviews as ‘dialogues’ is misleading and rather ought to be
considered as “a meeting with another person to achieve a specific goal, and more
generally, as a conversation with a purpose” (p. 483) for the following reasons:
interviewers rule the conversation, interviews are a one-way dialogue, interviews are
instrumental dialogues, and interview dialogues can be manipulated as the interviewer
has a monopoly on how information is interpreted. | also needed to establish a clear
idea on how | would treat and respond to my participants.

My review of the literature on semi-structured interviews uncovered different
academic positions based on who was interviewed and why (e.g., cultural, racial or

gender representation), how differentiated interviews should be conducted and why,
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and a few inconsistencies in terminology used to describe it. It was the differences in
terminology that caught my attention. Rapley (2001) sees interviews as either
positivistic, i.e., survey questions where answers are generated into statistics, or open-
ended. Kvale (2006) emphasizes ‘caring interview dialogues’ that focus on “close
personal interaction, and on reciprocity of researcher and the researched” (p. 481).
Holstein and Gubrium (2003) espouse ‘active interviewing’ in postmodern research
that engage “an interpersonal drama with a developing plot” that is a snapshot of a
much larger version of reality (p. 73). Fontana and Frey (2005) look at interviews as
either focus groups led by the interviewer or as unstructured one-one-one contact with
the researcher. They characterize unstructured interviews as having a setting and an
informant within that setting, with whom the interviewer needs to develop a sense of
trust and rapport. They offer two other types of unstructured interviews: the oral
history approach, and creative interviewing. Since my guiding interview questions
follow the chronology of new CCIs’ experiences, I like to think my work falls under
the category of a semi-structured oral history path, but one that does not follow the
entire biography of my participants’ life stories. It is a snapshot centred on a specific
but asynchronous shared prior event (emplotted narrative) that compares individual
experiences on becoming a new CCI.

| submitted a draft version of my guiding questions to each of the community
college campuses for their feedback as part of the ethics review package. However, |
asked that they remain undisclosed to any other faculty prior to the interviews. This
was a tactical measure on my part as | wanted authentic responses from each
participant; disclosure of any sample questions beforehand could leave room for

predetermined answers. This measure remained in place for all interviews, save one®?.

12 Reasons for making the exception remain confidential.
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3.5 A Hybrid Narrative Inquiry-Thematic Analysis Research

Methodology

An investigation into the professional transitions and personal transformations
of Maritime CCls requires a research model that can de-construct individual stories
around particular shared events (NI) and identify themes common to them, and then
re-construct those stories according to the identified commonalities. All participant
interviews focused on both the shared transitional experience of becoming a CCl and
the individual transformative experience that change entails. Their transcribed stories
were coded initially based on adult learning and development theories, then further
deconstructed looking for collective indicators, such as words, phrases and metaphors
(themes) within the languaged data, which could identify instances of new meaning
making, cohort interaction, or disorienting dilemmas.

Data were analyzed using a hybrid method that includes Polkinghorne’s
(1988, 1995, 1996, 2005) use of temporality and emplotted narrative in NI to trace
changes in behaviour that denote shifts in self-understanding, Kegan’s (1980, 1982)
constructive-developmental meaning forged, through a series of evolutionary truces,
and TA to generate an a priori coding template; hence, NITA. Finally, data were re-
storied according to individual accounts of collective thematic indicators based on
adult learning and development theories reviewed in Chapter Two.

A detailed discussion on the NITA model follows but needs some
clarification before it is delineated. The methodology was untested prior to this
research. It relies heavily on decades of work by other scholars, some of which has

been modified to suit the needs of my research.

134



3.5.1 Logistics of NITA: A Deductive-Inductive Research Model

According to both Creswell (2007) and Boyatzis (1998), it is imperative to let
the collected qualitative data drive the research design rather than maintaining an
unflinching grip on prescribed methods and preferred results. The following sections
delineate the logistics of the NITA research methodology starting with a deductive a
priori template to establish basic initial thematic analysis (TA); using emplotted
narrative to further support the initial deductive framework, and both NI and TA to
begin organizing the inductive emergent themes; and finally, incorporating Kegan’s
(1980, 1982) Evolutionary Truce (equilibration discussed in Chapter Two). | needed
to find a way to analyze the data without imposing an ‘unflinching grip’ (Boyatzis,
1998; Creswell, 2007) while establishing rigorous protocols at the same time (Attride-
Stirling, 2001); however, | also needed an uncomplicated methodological approach
that allowed the complexities within the data to emerge. While | ran the potential risk
of creating a deductive-inductive circular discussion that went where | wanted it to go,
| believe emergent data found within the interviews and field notes bears out the
integrity and validity of my NITA methodology™.

A brief word is necessary here to explain the unpacking method that follows.
Although the acronym is NITA, the methodological discussion starts with the
application of TA with an NI discussion to follow. While the deconstruction might
appear to run contrary to the acronym, I have three reasons for this approach. First, NI
is the overarching methodology that bounds the data. It is where I first started my
initial investigation and is the method I find best applicable to my research (see
Section 3.2.2). Second, TA provides both the foundation for my initial data coding

and was integrated into the NI methodology as | moved forward with my data

13 See Section 3.4.3 Establishing Rigour within NITA: Issues of Validity within the Analytical Research
Method
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investigation. Last, TANI did not look or sound right; NITA is much better on both
counts.
3.5.1.1 Initial Data Coding: The Cautionary Tales

As a nascent scholar, I initially struggled to figure out how to approach the
raw data. My research is based in adult learning and development theories and these
are the foundation for the research question, therefore | needed to find a way to work
within the theoretical constructs | knew while I looked for unfamiliar emergent data.
In a search to find a place from which to start | read extensive helpful ‘how-to’
information, but I also found plenty of cautionary advice along the way.

Boyatzis (1998) advises against using a “theory-driven approach” to TA as it
can lead to “projection on the part of the researcher” (p. 35), which can create lower
probabilities of data validity. | found his warning somewhat daunting: how do | begin
to make sense of my data in an honest and ethical way without first situating myself
and my data in an adult learning and development context, i.e., a theory-driven
approach? | needed that philosophical framework in order to begin the initial coding
process that would keep the interpretive focus on adult education practices, or else |
would just be plugging narrative data where | wanted them to go (Boyatzis, 1998,
Creswell, 2007).

Tuckett (2005a) suggests a literature review is required for practical reasons,
but also advises that it could “expose the research to a criticism of influence (bias)
and a shutting down of the author’s openness to themes emergent from the data” (p.
78-79). Tuckett’s (2005a) words echo the advice against maintaining an unflinching
grip on preferred results posited by Boyatzis (1998) and Creswell (2007), and
Boyatzis’ (1998) further advice against a theory-driven approach. From a pragmatic

perspective, bricolage makes me free to choose my own methods for approaching the
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data (Creswell, 2009, Kincheloe, 2001), but too much reading about it (Tuckett,
2005a) could predispose me to undue influence, thereby creating author bias, and thus
compromising outcome validity and integrity.

Vaughn and Turner (2016) suggest decoding qualitative text through thematic
coding, and that the only steps necessary from start to finish are to identify categories,
map relationships, and set exclusionary criteria. They performed 21 semi-structured
interviews with representatives from different research centres at the University of
Houston to determine whether the university’s libraries were capable of supporting an
increase in big-data research projects. They used Survey Monkey software to enter
their interview data and create positivist percentiles, used those numbered results to
determine descending priorities of participants’ answers, and finally exported the
results to MS Excel in order to enter information gathered from field notes. However,
I do not feel their research required similar substantive theoretical background for a
study such as mine. They were looking for projected use of library resources and
possible re-allocation for university funding, whereas my research examines the effect
of professional changes on individual people. What I took away from their article was
the importance of setting exclusionary criteria to further reduce the raw data.

Boyatzis (1998) recommends a three-stage analytical process to developing
codes and themes: first, determining research sample and design; second, developing
themes (what is seen by the researcher) and subsequent codes; and third, determining
validity of the codes. He writes: “Within the second stage, there are three different
ways to develop a thematic code: (a) theory driven, (b) prior data or prior research
driven, and (c¢) inductive (i.e., from the raw data) or data driven” (Boyatzis 1998, p.
29). He believes these three options form a continuum of theory-to-data-driven

methods that “move the researcher toward theory development” (p. 29), the only
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difference being whether s/he decides to start from a theory or a data-driven approach.
He provides a specific caution for new researchers opting for a data-driven method:
“[they] must have a great deal of faith that they will arrive at the desired destination,
especially because they do not know where it will be, what it will look like once they
are there, and how long it will take” (p. 29).

To further complicate the issue of qualitative coding, Atkinson (1997) warns
of the narrative ‘blind alley’, a place that “too often includes inappropriate
assumptions concerning human actors and social action” (p. 325). His work focuses
on clinical physicians and their reliance on patients’ illness narratives in prognosis
procedures, thus he cautions researchers to be mindful of the potential for
exaggeration between the initial exchange of information (a patient’s narrative to a
physician) and subsequent re-telling of the patient’s ailments and treatments (the
physician’s account) amongst colleagues. What I take away from Atkinson (1997) is
the importance of staying true to what is found within the raw data, and being mindful
of any exaggeration on my part that could persuade me to misinterpret data as what |
want it to be rather than what it truly indicates.

| was all-at-once relieved, stymied and wary: a way to code my data existed,
but I could only determine the best ‘how to’ method by somewhat ignoring Tuckett’s
(2005a) caution against the continued reading of relevant literature prior to making
initial coding decisions. Principle points taken away from this review are: that my
research is more complex than some other exemplars found in the discourse, that
setting exclusionary criteria is helpful in reducing the raw data into data sets, and that
the instincts built up from my academic background will both maintain the prescribed

context of the study while still leaving me open to the ‘truths’ that lie within the data.

138



3.5.1.2 An A Priori Thematic Template for Initial Coding

Fereday and Muir-Cochrane (2006) recommend using an a priori template for
initial data coding: in my case, a deductive initial model based on existing adult
learning and development theories allowed me to start with broad constructs. This
seemed like a logical first step to me based on what | found in the literature (Attride-
Sterling, 2001; Creswell, 2007; Fereday & Muir-Cochrane, 2006) as it would delimit
data sets within an adult learning and development framework. Initializing what is
otherwise considered an inductive research method from a deductive onset provided
me with a bounded viewpoint that allowed the data to speak to me within the specific
context of my investigation.

An a priori template based in adult learning and development theories helped
me to begin organizing raw data (Fereday & Muir-Cochrane, 2006) according to
ordered constructs based on subjective meaning (Kegan, 1980, 1982; Jarvis 2004). As
a first step it not only established basic themes but helped establish rigour within the
method later on (Attride-Stirling, 2001; Fereday & Cochrane-Muir, 2006). By
creating an a priori template (Fereday & Muir-Cochrane, 2006) based on those adult
learning and development theories (general) and participants’ responses to the
interview questions (specific), | constructed a deductive theory-driven model sorted
and coded by anticipated themes (Tuckett, 2005a). The initially coded data set an
interpretive boundary for the emergent data found in subsequent investigative steps
(Attride-Stirling, 2001; Creswell, 2007).

My template construction was based on ‘We’ social interactions and ‘I’
subjective interpretations found within the data when | was looking for indications of
professional transitions and personal transformations, similar to the ‘We-Thou-They’

example provided by Fereday and Muir-Cochrane (2006, pp. 4-5). The authors based

139



their analytical method on Alfred Schiitz’s (1899-1959) work in Social
Phenomenology, which uses first-and-second ordered constructs to investigate social
relationships: the first being the process by which people make sense of their
everyday surroundings, and the second being the ‘ideal types’ individuals use to
interpret a specific phenomenon. Where their work investigates basic and emergent
themes found in individual responses to performance evaluation for nurses, my
application looks for basic and emergent themes in the transitions and transformations
of CCls. ‘We’-data indicate relationships based on adult social development theories,
including: cohort theory (Knox, 1977; Moen & Wethington, 1999; Rosow, 1978;
Shaie & Zanjani, 2006; Schoon, 2010), context theory of common-purpose groups
(Drago-Severson et al., 2001; Imel, 2002), and contextual narrative stories (Rossiter,
1999). ‘I -data are coded by identifying personal struggles and transitions (Kegan,
1982; Mezirow 1978, 1981), experiential learning (Dewey, 1925, 1938; Dirkx, 1998;
Kolb, 1984; Jarvis, 2004), and changes to meaning making and perspective shifts
(Cranton, 1994, 2006; Dirkx, 1998; Kegan, 1982; Mezirow 1978, 1981; E. Taylor,
2009).
The following excerpts provide an example of how the coding works. The first
is from Sophie who works in the trades, the second from Julie who works in nursing:
Sophie: It was a mistake for me to do it, and I think it was a mistake, perhaps
an accidental one, they may not have realized that’s what was happening, but I
think that was the effect that CCEDP had. No one failed. The criteria by
which you pass or fail were obscure. The rubrics for assignments never made
it fully clear what was going to be unacceptable, and if it was unacceptable
what was going to happen to you. | think that caused tremendous anxiety, and

panic. Like, borderline drama, particularly for the people who had had bad
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experiences in schools all along, who are disproportionately represented
among community college faculty.
(Call dropped and reconnected)
One of the things that really prepared me for my job was the laboratory of my
classmates. Being students together really was informative, because many of
us stayed in the residence of the Truro campus when we took those courses.
That’s when people would do their homework, right? And people who had
gone into the trades because they had been streamed in high school, because
they had never really gotten comfortable with reading and writing, but were
genius plumbers, were like crying in their dorm rooms over this one paragraph
“reflection” that they had to write. Like, what even is a reflection? Is it a thing
in a mirror?! Because that’s what I think a reflection is.

Sophie and I experienced several call drops during the interview, and each time she

tried to pick up where her thoughts had abruptly ended, so the excerpt above picks up

in the middle of her thoughts regarding her IDP experience.
Julie: Yeah. There are a few things. | remember being really scared [Laugh].
Feeling very vulnerable in a sense. | find, you leave a job where you feel like
you’re competent and you can do your work, and you feel like you’re on top
of your game, you feel like you’re where you should be, and you have the
knowledge you should have, and you can work competently and all that stuff
in your nursing field, in your area. And then you’re in front of this group,
teaching a course that’s not necessarily in your specialty, and then they’re
asking you ..., I remember being scared that [ wouldn’t be able to answer
questions. Or, being asked questions, and I’m thinking, I don’t know that. You

feel completely useless, like oh my gosh, maybe I’m not qualified to teach
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this. What are they going to think of me? You kind of feel like you have to
earn, not the respect of the students, but the confidence of the students that you
can teach this. And not being sure yourself if you can. [Laugh]

Several ‘7" and ‘We’ issues stand out from these two excerpts:

‘I’ Issues ‘We’ issues

e Fear, confusion, anxiety, Fear, confusion, anxiety,

frustration frustration
e Professional content competence e Lack of context for IDP course
e Lack of teaching competence work

(fraudulence) e Academic unpreparedness
e Classroom management skills (streamed in high school)

e Cohort support/camaraderie

While these two examples do not represent all issues discussed in Chapter Two,
several ideas are captured here. Sophie and Julie might appear to have had very
different IDP experiences on the surface, but more commonality exists when aspects
such as emotional insecurity, gaps in their learning (fraudulence/academic
unpreparedness), and difficulty navigating their overall initial experiences are
considered.

Several read-throughs were required to uncover the ‘I/We’ issues, but once
they were identified it was possible to separate and render the data according to the
pronouns. Once the initial pronoun-based data were identified, it became easier to
group the two areas into recurrent themes; and once that step was completed,
recurrent themes could be organized according to adult learning and social

development theories. The first round of results is expressed in Table 1:
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Table 1: A Priori Template

Code | Pronoun Theme Theories
1 We Relationships Cohort, Social Development
2 We Struggles (shift in Cohort, Common-purpose
common purpose) context, Experiential Learning
3 We Accomplishments Cohort, Common-purpose
context, Social Development
4 I Struggles (shifts in Disorienting Dilemma,
personal values, Unassimilated Imbalance
professional purpose)
5 I Perspective Shifts Transformative Learning,
Evolutionary Truce
6 I Achievements New Meaning Schemas, Adaptive
Balance

The template follows a deductive social-constructivist adult learning and
development paradigm (Crotty, 2003; Merriam & Caffarella, 1999; Yilmaz, 2008):
new meaning is formed based on social interactions and experiences with the world,
and these new blocks of meaning are then integrated into our social world. Our
interactions as part of a “We’ social collective are unique and individual, and the
individualized meaning we make from those connections is likewise distinct for the
‘I’ constructs. The model includes a built-in flexibility, hence the broken lines.

Coded data-sets (‘We’1-3 and ‘I’ 4-6) could now be investigated for emergent
themes, presenting an opportunity to explore any overlaps or other commonalities
between coded pronoun sets, and the template’s flexible framework left room for
further We-I constructs to arise. New emergent themes were once again clustered by
common emergent ground (no matter if they were ‘We’ or ‘I’). Since each set had
already been coded according to the template, all were readily identifiable to avoid
any confusion. Clusters were searched again to discover common themes but were
later separated again into their specific pronoun groups. For example, a) the theme of

‘struggle’ is present in both We-2 and 1-4; are there any deeper overlaps, and, if so,
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what do the overlaps tell me?, and b) when these new data sub-sets are again re-
defined by pronoun group, what new themes emerge?

Initial exclusionary criteria were determined here according to what was of
value to the research and what was not. For example, participants’ private information
regarding family (including pets), sexual orientation, religious practice, social rituals,
or ventures on personal time were set aside as non-pertinent, and that practice
continued throughout the inductive process. Some personal events are unavoidable
and life-altering (e.g., a death in the family or a life-changing accident), but the
question then became whether a private experience had an impact on an individual’s
professional practice, and here participants were protected by their pseudonyms if that
information remained within the data sets. Only subjective information germane to the
research was investigated as participants’ privacy was paramount.

Viewed this way TA can be used both deductively and inductively, depending
on how the method is applied (Fereday & Muir-Cochrane, 2006; Tuckett, 2005a). The
template is a deductive construction to organize data a priori based on adult learning
and development theories (deductive); however, further analyses of the data needed to
be inductive if I were to let the data do the driving (Boyatzis, 1998; Creswell, 2007).
The TA template in this instance was an organizational tool, and not necessarily an
outcome indicator.
3.5.1.3 Incorporating Narrative Inquiry (NI): Temporality and Emplotted Narrative

Creating the framework for an emergent research model for the project
required two components: first, theoretical guidance and academic support from
existing methodologists, borrowing and expanding on some components, while
excluding others; and second, built-in flexibility for any unanticipated changes or

shifts that arose from the data that might require modifications to the research design
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(Creswell, 2007, 2009; Fereday & Muir-Cochrane, 2006). My TA template provided
the basic themes to begin the research analyses, but I also needed a comprehensive
research model to address emergent themes. I relied primarily on the NI investigative
model proposed by Donald E. Polkinghorne (1995, 1988, 2010). He uses a temporal
anchor to situate his participant-patients’ stories and emplotted narrative to search for
the more-ness amongst words and phrases used to describe a specific event. His
method knits with the TA process described by Boyatzis (1998) regarding organizing
and encoding themes and other indicators that are causally related, both of which look
for the secondary meanings below the surface (more-ness) that convey greater affect
behind storied experiences. While these two methods might sound somewhat
redundant on their face, | believe I can make the case that they are actually
complementary.

A bricolage approach (Kincheloe, 2001) allows the researcher to cherry-pick
modalities from proven research methods to best suit data under investigation without
incorporating either the existing methodological approach in its entirety or elements
that are rejected for whatever reason; for example, redundancies. The following
discussions summarize the constructs | have borrowed from the two theories and why
those elements are crucial to my design. | have limited the scope only to what | have
borrowed and why; rationales for excluding other elements essentially boil down to
redundancies and/or applications that do not fall within an adult learning and
development philosophical framework (e.g., psychotherapy, biochemistry and/or
nursing).

Temporality: Polkinghorne’s 1988 work, Narrative Knowing and the Human
Sciences, provides extensive discussion on how participant narratives can be gathered

and then categorized into a languaged database. It is a dense and complex read that
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requires readers to bear in mind its germinal place in establishing Narrative as a valid
qualitative research methodology in the social sciences, the context for his work
(Psychotherapy), and his fondness of neologisms. According to Polkinghorne (1995),
lifecourse narratives are stories, and every story has a plot that consists of purposeful,
temporally situated human action and the language used to describe it. This realm of
action and language integrates all experiences, thoughts and feelings on a continuous
basis, configuring and re-configuring meaning constructs according to new
experience-based intake. His research traces stories of shared individual events;
however, these events are not necessarily bound by shared linear time or known
associations, but rather by mutual situational experiences. Take, for example, the
analogy of the travelling circus used earlier. All those who go to it share the similar
individual experience of attending the ‘same’ circus. While the experience (‘what”)
can be seen as shared, temporality (‘when”) is not. Polkinghorne’s (1988, 1995)
approach to research gathering means participants in his narrative investigations do
not need to be known to each other. They are bound, perhaps unwittingly, by a single
shared experience (such as attending the circus).

Two temporal aspects of Polkinghorne’s (1995, 1996, 2005, 2007) design are
useful for my research. First, his model allows storied data to be collected one-on-one
(or sometimes in groups), but research participants are not necessarily required to
share the event concurrently. The experiential asynchronicity of his method provided
the temporal fluidity needed for gathering and unpacking storied data about
professional transitions and personal transformations of CCls as they move from
content experts to adult teachers. Participants in the research share two relevant life
events, the first being the completion of their respective IDPs and the second working

as current CCls. Using both events provided two temporally-situated experiential
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anchors for the data, both past and present. | find evidence for use of one temporally-
situated anchor in Polkinghorne’s (1988, 1995, 2005) model, but not the use of two.
Lack of evidence does not necessarily mean that two anchors (or more) cannot be
identified; it just means he does not use two, possibly because he focuses on the
before-and-after, cause-and-effect of clients’ experiences in his psychotherapeutic
practice.

Second, the two temporally-situated anchors were specific to each participant,
but all were considered shared experiences in the research investigation. Length of
time employed as a CCI was not a consideration, nor was the length of time at a
previous professional position. It needs to be noted that the second anchor in the
‘present’ was not tethered, as such, but on-going, and therefore is open-ended. It
serves only as a second temporal boundary for the CCIs’ recollections and, therefore,
the data. Collected stories create different temporal boundaries for each transition-
transformation story, but the participants did not necessarily have to share either time-
marker (Polkinghorne, 1988).

Emplotted Narrative: The second element lifted from Polkinghorne (1988,
1995) is his use of emplotted narrative as a means for gathering data and finding
subsequent evidence of meaning making. Once gathered, Polkinghorne (1995) treats
narrative data as “texts that are thematically organized by plots” (p. 1). These
collections consist of stories forged in our meaning-making realm, a non-material
sphere of memories where meaning is constructed from our experiences and
interactions with the world, that integrates all experiences, thoughts and feelings on a
continuous basis, reconfiguring meaning constructs according to new experience-

based intake (Polkinghorne, 1988). The emplotted narrative for my research situated
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participant accounts into a thematically organized collection and shared meaning
making experience.

Common events recollected by participants described asynchronous but
mutually shared experiences, which further reduced extraneous data within the ‘We-I’
constructs of the a priori template. Data could be refined according to common
experiential themes that included similar individual historical action, which could
then compare meaning making experiences during CCIs’ first two years of teaching
and professional development training.

Emplotted narrative shares distinctive commonalities with a TA approach:
both organize data according to common threads (stories) shared by each participant
(Fereday & Muir-Cochrane, 2006; Polkinghorne, 1995, 2007; Tuckett, 2005a); both
use mutual experiences as temporal anchors, i.e., ‘what’ occurred, but not ‘when’
(Boyatzis, 1998; Polkinghorne, 1995); both utilize inductive reasoning to organize
and then unpack individual stories thematically (Fereday & Muir-Cochrane, 2006;
Polkinghorne, 1995); and both look for indicators of transformative self-information
(Polkinghorne, 1996; Sandelowski, 1997, 2002). While | can see how these overlaps
could be considered problematic or redundant, | believe they provide the balance
needed within the NITA method to establish rigour and validity.
3.5.1.4 Incorporating Evolutionary Truce

Creating a three-dimensional (3-D) research model is not uncommon in
qualitative research (Boyatzis, 1998; Clandinin & Connelly, 2000; Polkinghorne,
2005; Tobin & Begley, 2004). Establishing a three-point convergence bounds the data
within applied research theories, builds tension within to provide balance and support
the top, and creates depth to the research lens that uncovers and identifies indicators

of more-ness in the data’s vertical depth (Boyatzis, 1998; Clandinin & Connelly,
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2000; Polkinghorne, 2005). For the purpose of my research, the TA template bounded
the data in adult learning and development theories and NITA created a temporal
anchor for each participant narrative and provided a way to determine common
themes within their shared experiences (Fereday & Muir-Cochrane, 2006;
Polkinghorne, 1996, Tobin & Begley 2004). What the model needed now was the
third leg to establish modality, validity and rigour: evolutionary truce (Kegan, 1980,
1982).

I selected aspects of Kegan’s (1980, 1984, 1994) work for three reasons. First,
his work is adult learner-centred, constructivist and context-driven, all areas that are
critical to my research. Second, his work on cohorts and common-purpose groups is
crucial to my investigation on CCIs’ professional transitions and personal
transformations (Drago-Severson et al., 2001; Imel, 2002). Third, the idea that
experiences in the external world can cause internal imbalance as information that can
neither be assimilated nor accommodated requires some agent of internal restoration
is comparable to both Mezirow’s (1994, 2009) theory that transformative learning is
initiated by disorienting dilemmas and Merriam and Heuer’s (1996) connective
learning model.

3.5.2 Summary of NITA Logistics

I have described in this chapter how NITA’s logistics allow me to code data
initially based on relevant adult learning and development theories, to implement a
bricolage of existing analytical tools in both Narrative Inquiry (NI) and Thematic
Analysis (TA) that have been tailored to fit my research in order to unearth the more-
ness within the data, and to look for indications of evolutionary truce (and
transformative learning) along the way. Each NITA element allowed themes specific

to the professional development and personal transformations of the journey from
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field expert to adult educator to emerge. While the application of NITA creates a
likelihood of intersections within the data, | prefer to see areas of overlap as

confirmation of validity, reliability and ‘goodness’ within the method.

3.6 Establishing Rigour within NITA: Issues of Validity in the

Analytical Research Method

Existing diversity within qualitative research methods, and the opposition
these methods pose to traditional positivism, has given rise to much debate around the
legitimacy of research results and the terminology used to establish it. Scholars raise
issues such as reliability, generalizability, authenticity, plausibility, transparency and
‘goodness’ within any qualitative method (Boréus & Bergstrom, 2017; Boyatzis,
1998; Braun & Clarke, 2006; Creswell, 2007; Denzin & Lincoln, 2000; Guba, 1981,
Guba & Lincoln, 1982; Koch, 1994; Polkinghorne, 1995, 2006; Tobin & Begley,
2004).

The most recurrent advice cautions new researchers to be wary of projection
(Boyatzis, 1998; Creswell, 2007; Denzin & Lincoln, 2000; Polkinghorne, 1995, 2006;
Tobin & Begley, 2004). Fereday & Muir-Cochrane (2006) write: “Fabricating
evidence can be a common problem in the process of interpreting data, even though
this is not an intentional process but constitutes the unintentional, unconscious
‘seeing’ of data that researchers expect to find” (p. 7). Their warning created a
challenge for me: Boyatzis’s (1998) work on TA advocates for the validity of “seeing
something that had not been evident to others” (p.3), a perceived pattern or theme
within languaged data that can be coded and analysed for greater depth of meaning;
however, | had to be mindful of not ‘seeing’ what I wanted to see if | were to stay true

to what is found in the data.
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Fereday and Muir-Cochrane (2006) offer a different warning. They
determined that their method, while credible, lacked depth since results were
discussed only between the doctoral candidate and the supervisor. While their data
interpretation on performance feedback within nursing was extensive, the themes
identified needed “multiple perspectives from a variety of people with differing
expertise” for them to provide sound recommendations for future practice (p. 9).
However, their resolution provided a further challenge: rarely do two people interpret
(see) the same thing the same way, so where do we draw the line on ‘multiple
perspectives’?

Braun and Clarke (2006) discuss several ‘pitfalls’ to avoid in TA, all of which
centre around how data is analysed. They caution against weak and/or unconvincing
analysis based on either too much overlap between themes or a breakdown of
coherence in the method, and mismatches between data and analytical claims or
between theory and analytic claims, both of which can present contradictory
conclusions. They suggest the value of TA lies in its flexibility since it can be adapted
to suit individual project needs. In order to maintain rigour, the relationship between
theory and analysis needs to be clear, and this can be achieved by generating a concise
evaluation criteria checklist.

Terminology used to discuss rigour in qualitative research is equally murky.
Scholars wishing to substantiate postmodern qualitative research results yet separate
all of its disciplines of inquiry from the standardized positivistic quantitative method
use synonyms and other substitutes as stand-ins for validity. Since many qualitative
methods do not require statistical or other numeric means to quantify results,
researchers needed to find other means to determine the authoritative weight of

research findings.
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Creswell (2007) provides extensive discussion on qualitative scholars’ desire
to move away from the traditional terminologies of validity and objectivity, opting
instead for expressions such as trustworthiness, transferability, and confirmability. For
example, Boréus and Bergstrom (2018) prefer the term “reliability” confirmed
through either “intersubjectivity” (comparisons between similar studies) or
“intrasubjectivity” (similar results from the same type of analyses borne out over
time) (pp. 18-19). Much of Creswell’s (2007) discussion boils down to how research
results are to be used; in other words, research purpose dictates each criterion of how
‘truth’ is exemplified.

Tobin and Begley (2004) likewise discuss the rejection of positivist terms such
as validity and reliability, and the problems inherent in transferring terminology
across paradigms. Instead they propose the idea of ‘goodness’ as an indication of
rigour. They posit goodness as not just demonstrated within the research method but
reflected throughout the entire study. Six elements characteristic of goodness are
listed: epistemology and theory (foundation of the study); methodology (is the
approach logical?); method of data collection (clarity of its management); clarity of
voice (participant vs researcher); interpretation and demonstration of new meaning
making; and further recommendations for professional practice.

Emden and Sandelowski (1998) too believe that no one research method (i.e.,
positivism) holds sway over credibility in research methods, and discuss the critical
‘contemporary’ move in the late 1990s toward sustainable qualitative criteria and its
growing prevalence in social science research. They discuss translating (and
potentially exiling) positivist ideas of reliability and validity into ‘goodness’ in the
new naturalist qualitative paradigm. In place of the old terminology, they suggest the

following alternative criteria: “credibility, dependability, transferability and
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confirmability” (p. 208). To further establish rigour, the authors offer the six
‘standards’ for determining ‘goodness’: qualitative research needs to be “thorough,
informed, well written, balanced, useful, and educative” (p. 208).

Merriam and Simpson (2000) suggest “The degree to which a study is valid is
important in that it indicates to the research consumer how accurately cause was
established and future events can be predicted” (p. 58). They believe a study is
deemed valid based on the internal and external threats to its validity. Internal threats
include errors in observation and/or a biased selection of participants, while external
threats can stem from randomness of participant selection and/or pretesting
participants.

In 1991, Polkinghorne published an appeal for methodological reform to
research methods for not only counselling psychology but all the human sciences. He
believed the diversity of ‘new paradigm’ research methods “provide warrant for
requiring that human disciplines adopt a diverse set of methods to build their bodies
of knowledge” (p. 104). However, he does not necessarily value contemporary
qualitative research methods as ‘new and improved’ or better than traditional
positivism, rather as an appropriate alternative that wholly depends on the nature of
investigation in question: “no single system of knowledge acquisition has cognitive
privilege” (p. 106). Rather than positing a proof for truth, Polkinghorne (1995) insists
issues of credibility and accuracy in NI are evident in “the generated story’s
production of coherence among the situated, contextual, and particular elements of the
data, that is, on its explanatory power and plausibility” (p. 20).

Koch (1994) makes the argument for establishing ‘trustworthiness’ in
Hermeneutics, a qualitative research method that bridges the researcher-interpreter

with the historical conditions of a given project. Her research focuses on the concerns
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of elderly patients in acute care, but her method for establishing rigour
(trustworthiness) in her research method are applicable to any qualitative
investigation. She, like so many other authors in the review above, argues for
alternatives to positivist terminology (i.e., validity and reliability), and, like Emden
and Sandelowski (1998), she prefers credibility, transferability, and dependability as
legitimate substitutes in the new research paradigm.

Creswell (2007) writes about the ‘good’ nature of research, but he focuses on
the author’s responsibilities. The writer needs to: focus on one-to-three individuals,
collect stories about a significant event in a person’s life, develop the timeline that
connects each phase of the story, re-story the individual’s story, write a persuasive
literary-style story, include themes from the data that build toward broader analysis,
and reflexively includes herself in the study.

Authenticity, credibility (Emden & Sandelowski, 1998; Fade, 2003; James &
Busher, 2006; Johnson & Rasulova, 2017) and trustworthiness (Guba, 1981; Guba &
Lincoln, 1982; Koch, 1994) as means for detecting rigour are the three methods that
seemed most appropriate for what my research hopes to achieve. All suggestions from
the above literature review provide helpful ideas and terminologies, but the goal is to
let the participants’ voices be heard and their experiences understood. The section that
follows discusses these ideas as they pertain to this research project.

3.6.1 Authenticity, Trustworthiness and Credibility: Evaluation Criteria

While such terms as dependability, transferability, plausibility, generalizability
and confirmability each have merit in demonstrating rigour, they do not fully
represent what | want NITA to achieve. Ultimately the test for validity, veracity,
and/or reliability comes down to the reader: do the purpose statement, literature

review, and research method make the research findings and discussions credible? As
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such, authenticity, trustworthiness, and credibility are the high watermarks to achieve
this end. However, issues of terminology still remain somewhat vague, even though
ideas are here whittled down to three.

Authenticity is a common enough term found in peer-reviewed literature; for
example: in publications on teaching styles (Cranton & Carusetta, 2004a, 2004b),
anthropological cultural constructs (Handler, 1986), and tourism experiences (Cohen,
1988). However, its application to credibility (validity, dependability) in qualitative
research methods represents something much different. Authenticity in “naturalistic
inquires” (Guba, 1981, p. 75) is often seen as a response to positivistic dismissal of all
research methods deemed unstructured and non-numerical in their approach to finding
truth, since truth can only be confirmed if testing results can be duplicated by other
researchers (Johnson & Rasulova, 2017).

Validity issues between positivistic and naturalistic research boil down to one
problem area: how reality is interpreted. According to Guba (1981) and Guba and
Lincoln (1982), positivists believe in one reality (one truth) that governs our world
(for example, gravity), while naturalists believe in multiple realities (more than one
truth) and use human instruments to demonstrate such diversities (for example,
political beliefs). In an effort to compare methodological research practices, Guba
(1981) and Guba and Lincoln (1982) introduced trustworthiness as evaluation criteria
for naturalistic research in four analogous value areas:

e Truth value: since testing validity of an isomorphism depends on quantitative
researchers ruling out plausible explanations for test results to arrive at the
most likely explanation, naturalists can make the same claim by testing

credibility of their findings using member checks: “testing the data with
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members of the relevant human data source groups” (Guba, 1981, p. 80) to
determine if research interpretation is accurate.

Applicability: Generalizability is taken as enduring truth in quantitative
research, but naturalists argue that generalizations naturally decay since
phenomena are interpreted during a specific time and context, making them
governed by existing social circumstances, thus conclusions might not be
stable over time given changing social perspectives.

Consistency: Quantitative research must produce consistent results in order to
be considered valid, and any change in results is due to instrument error
(trackable variance). Whereas qualitative research relies on the human
experience; what is ‘real’ for participants in the moment of initial exchange
could change later for any number of reasons (e.g., fatigue or ongoing
personal distractions), which can also viewed as trackable variance.
Neutrality: In positivist terms, this is the objectivity demonstrated in the
research method: complete disclosure of steps taken need to include full
explications, public scrutiny, duplicability, and “at least one Step removed
from direct investigator-subject contact” (p. 81). However, naturalists shift the
burden of neutrality to the data rather than the researcher, and focus more on

the confirmability of the data collected.

Their list would later expand to include a fifth criterion: authenticity (Guba &

Lincoln, 1989 cited in Johnson & Rasalova, 2017). According to Fade (2003),

authenticity is “the extent to which the research reflects the experience of the

respondents as they lived and perceived them” (p. 144). Researchers need to portray

powerful images of the human experience including enough excerpts from raw data
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“to convey a vivid picture and support each of the points they are making from the
analysis” (p. 144).

Emden and Sandelowski (1998) provide their own critique of Guba and
Lincoln’s work on reliability and validity in qualitative research, and see authenticity
as the demonstration of changes in learning for both participant and researcher. They
introduce two other ideas into the validity discussion: first, the idea of data saturation;
and second, the idea of emerging criteria. Data saturation indicts a point at which
researchers realize no new information is forthcoming from collected data and that its
collection can stop, thus indicating further collection will only yield more of the same
or similar results. Emerging criteria is indicative of the expanding applications and
procedure involved in qualitative research since the field itself is still emerging. This
last was important to my own research method, since, as far as | can tell, no one has
used NITA before. The authors suggest researchers need to determine their approach
to evaluation criteria based on what is appropriate for each individual project.

Johnson and Rasulova (2017) provide an overview of Guba and Lincoln’s
extensive work on the creation of comparable research evaluation terminology and
validity checks, and add the following: “the authenticity principle recognises that
inquiry and understanding are a process of learning, changing, negotiating, and
ultimately acting. Qualitative research affects the consciousness of the researcher and
the research participants to the extent that it can change the way they understand
truth(s)” (p. 269). They also identify the need for the researcher to understand
people’s (researchers and participants) value systems change over time as their
constructive worlds are constantly changing based on interactions with one another.

The authors’ concerns reflect the need for researchers to identify their own place in
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the research being done to avoid any appearance of irregularity, such as personal bias
or coercion from funders, which can lead to probity, validity and credibility issues.

James and Busher (2006) suggest researchers need to use the iterative process
(constant critical reflection) to ensure authenticity and faithfulness to participants’
stories, safeguard against unwittingly falling short of maintaining rigorous standards
and guard against missing any ideas inherent in the data, thus leaving them remaining
underdeveloped. However, they use email as their data collection medium rather than
real-time interviews, which means a) their raw material comes fully transcribed, and
b) their data lacks vocal inflection. Vocal emphasis in participants’ stories was an
essential part of my own data analysis. While I had never met most of my participants
before our interviews and had to conduct some interviews over the phone, how they
said what they said mattered: were they angry, happy, frustrated, contemplative,
halting, or matter-of-fact in their responses?

Establishing credibility in qualitative research is a daunting task since
researchers hope to find multiple truths. However, truth is a subjective construct as
are our own versions of life events (Owen, McRae, Adams & Vitale, 2009). This
represents a quandary for first-time researchers like me: if there is always more ‘truth’
out there, how do | know when | have hit a saturation point? Equally distressing is the
idea that if I can hit a point of saturation in my data analysis, perhaps I did not recruit
enough participants. Added to that, Owen et al. (2009) use the 2005 stand-off between
James Frey and Oprah Winfrey regarding his somewhat fictionalized memoir to
demonstrate how easily qualitative researchers can cross this line when writing about
life events research. Frey’s 2003 book A Million Little Pieces was an international
bestseller recounting his trouble with substance abuse and, while wholly engaging,

included fictionalized accounts of conversations and personal experiences. Owen et
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al. (2009) believe all qualitative researchers are guilty of this action to some degree as
we are trained from a young age to construct enjoyable and engaging stories. It is an
easy idea for most of us to grasp since storytelling and story reading are a prominent
part of our formative education; however, now | have a new problem: how do |
separate myself from a deeply engrained love of the story motif to depict a true
account of CCls transitional and transformational experiences that are credible,
reliable and authentic, while not breaking with the traditional story arc of beginning,
middle and end?

Fade (2003) suggest qualitative researchers need to lay bare all their biases,
personal perspectives, and research expectations “and demonstrate that these have
been taken into account during analysis” (p. 141). The author suggests five ways to
maintain credibility:

e Keep field notes and a reflective diary throughout the research process.

e Use triangulation to enhance credibility by using more than one method of

data collection and/or more than one data analyst.

e Use member checks to determine accuracy.

e Keep detailed records of rationale for analyses.

e Collect audio/video tapes of each interview.

As | check my own practice against this list, | come up with the following: I kept field
notes but not a diary; I did not use more than one method of data collection: just the
interviews, which were fleshed out in field notes; I did conduct member checks to
determine accuracy; | did not keep a detailed record of the rationale behind my
analysis as such, but what | did do was go back into the literature every time I found
something in the data | had not anticipated; and | did have recorded versions of each

interview alongside the transcripts. Fade (2003) also raises the matter of saturation or
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informational redundancy as a termination point in the research collection; however, |
had already collected the 12 interviews and decided overlap between participants’
stories was an indication of commonality for the overall CCI experience and felt | had
reached the point of saturation.

Each of the above discussions has some applicable merit for my research, but
none entirely address how | can demonstrate rigour in my NITA method. To
accomplish that, | needed to create an adapted set of criteria and figure out where my
reflective practice and my own philosophical orientations fit into the process.

3.6.2 To Mine Own Self Be True: Full Disclosure and Steps toward Rigour

In Chapter 1 I identified my initial biases going into this research: | am a
graduate of UNB’s undergraduate program in Adult Education and have taught in the
certificate and undergraduate program since 2004. | also disclosed that | had
witnessed CCIs’ personal transformational understanding (learning) as they knit their
own experiences together with the course literature and group discussions. While
biased in one sense, these are also the building blocks that initially set me on the path
to examine CCls’ professional transitions and personal transformations as they go
from content expert to college instructor. | needed the accumulated deductive adult
education background to posit my theory and begin decoding the data (Table 1). |
went into my research with an idea of what I might find, but was careful not to let the
literature or my experience lead me to a pre-determined result, yet also had to being
mindful that my background and experience would have an effect on how |
interpreted what | found.

Reviewing the literature on establishing rigour within my research method
convinced me | needed to establish rigorous NITA evaluation criteria to be certain |

was not heading down blind alleys or trying to force my right foot into my left shoe
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(i.e., making the data to go where I want it, even if it didn’t quite fit), or worse not
plumbing enough depth from the data. To this end, | generated two lists below: the
first is the cherry-picked criteria | have selected, and in some instances adapted, from
the literature review above that | feel are best suited to my own work; the second is a
list of reflective practices and indications of similarity within the data that situate the
truth as | found it to be.

Criteria:

e Analytic findings need a beginning, middle, and an end within the emplotted
narrative; these are the central tenets of good storytelling and help establish
authenticity and credibility.

e Authenticity: Representing the voice of my research participants was the most
important criterion for my research since it is their voices that need to be
heard.

e Credibility: My assumption going into this project was that participants’
stories would share indications of transformative learning/evolutionary truce;
however, | also needed to be mindful of my assumptions in the data analysis
lest | try to force the data to go where | wanted it.

e Trustworthiness: | needed to be ever mindful of whose voices | wanted to
represent. Only by setting comparable excerpts from interviews side-by-side
could I be sure the stories were theirs.

e Experiences needed to be shared by two or more participants to be considered
probative. While this could mean the exclusion of some themes, | believe my

current skills as a nascent researcher limit my ability to analyze one-offs.
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Reflective Practice for Me during Analysis:
e Did I bring anything into the participants’ stories that was not there from the
beginning (i.e., did fictionalize the analysis) in order to tell a good story?
e | am at heart a social constructivist, which is probably why I chose the
constructivist path to meaning making. Is there another way to interpret what |
find?
e | see overlap between participant accounts as a persuasive indication of
common ‘truth’ within CCIs’ transitional and transformational processes. IS
there more behind these commonalities?
This second list is perhaps more important than the first, since these questions force
me to ask if | am reading more or less into the data than is really there.
Personal Philosophical Mindset:

My own philosophical orientation to learning is another consideration in the
data analysis. Considerations include the following:

e | have always looked at learning (meaning making) as a building process that
is constantly being reshaped by my experiences; for example: | love to cook
and like to think I am good at it. However, if | reflect on how | developed (and
keep developing) those skills it has been a constant effort of trial and error, the
reliance on dependable previous experience to achieve desired outcomes, and
a willingness to continue experimenting as my foundational skills continue to
expand.

e | see knowledge as cumulative; for example, in order to go outside on my own
when | was little, | had to learn to tie my own shoes if | wanted my

independence. How did | learn to do that? It is a reflexive response now, but at
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some point | had to build those fine motor skills and remember the sequence
of steps.
e | have a tendency to see life skills simply (even if I do tend to over-think
things): either I can do something proficiently through practice, or I still
struggle because of a lack of experience or some inability to adapt; for
example, I have tried to learn to play chess many times, but have come to the
conclusion | cannot apply my strategic or tactical skillsets to the game.
A review of the criteria for rigour, and my reflective questions and philosophical
orientation takes me to one final question: how does my own philosophical orientation
play out in my research findings?

| stated in Chapter 1 that the research follows a social constructivist model (re:
(Crotty, 2003; Merriam & Clark, 2006; Merriam & Heuer, 1996); it is the foundation
for my analytical understanding of meaning making and | have chosen to go with my
strengths in this area. The five value areas outlined toward rigour in my NITA method
ensure | stay focused on the voices of the participants and their experiences, which are
double-checked through reflective practice. Disclosing my philosophical orientation
to learning provides the basis for the way | understand what I find in the raw data. The
question that gnaws at me is could someone else read the listen to the interviews, read
the transcripts and determine alternative research findings? It remains a possibility,
but here | fall back on Boyatzis’ (1998) description of TA as the recognition of
themes (patterns) by researchers that are not always readily apparent to others.

The focus of my research is to identify the professional transitions and
personal transformations new CClIs experience as they made the shift from content
expert to college instructor. In order to achieve that end, | need to let their voices be

my guide.

163



3.7 Field Notes

My field notes maintained specific details for each interview. | had conducted
research interviews prior to my dissertation, but never before had so much been on the
line. Since | was new to expansive research, notes from my first interview were
perhaps overly detailed as | did not want to miss anything that could be important;
something I quickly learned could distract me from being fully present during those
conversations. | decided instead to keep short, in-the-moment notes, such as follow-up
questions, as all interviews were digitally recorded (thus | would have access to a
verbatim record of what was said) and record any post-interview impressions after the
fact. | made certain to tell each participant | would be taking these notes during the
interview before it commenced.

Initial field note data included dates, manner of contact (i.e., face-to-face,
Skype or phone), pseudonyms, areas of content expertise, colleges and campuses,
each person’s years of content area experience prior to becoming a CCl, and any
follow-up questions that occurred during our conversations. Post-interview notes
covered other particulars, such as where interviews took place and any other
impressions or details | felt could be important to the research, and | made sure to
describe any feelings experienced either during or after those conversations. | felt that
by noting such impressions immediately after the interviews | would be able to ensure
better objectivity: only by owning my feelings could I subtract them from the data

analyses.
3.8 Chapter Summary

NITA provided me with an initial boundary for my theoretical framework
(adult learning and development theories), a sound place from which to begin data

reduction (deductive a priori template), strategies for detecting emergent themes

164



within the reduced date (inductive mapping), and suggestions for evaluation criteria. |
tell my students, ‘context and perspective are everything’ when they consider our
course discussion questions, and consideration of these two aspects are essential to
my own research. Without considering them, | cannot consider various ways in which
information is interpreted by others.

Rossiter (1999) identifies the importance of understanding meaning making
through personal narratives as a valuable component in the study of adult
development, as it provides indications for how we interpret our interactions with the
world. These deductions situate our unique personal contexts and indicate how we see
ourselves in relation to others (Kegan, 1980; Polkinghorne, 1988). An inductive
thematic mapping approach (Attride-Sterling, 2001) that originates from a deductive
template (Fereday & Muir-Cochrane, 2006) provides me with a bounded viewpoint
that in turn allows the data to speak to me within the specific context of my
investigation.

Establishing an ethical foundation for my research was an integral part of each
aspect of the project. Every phase required some level of ethical consideration, such
as: institutional research ethics applications and review board approvals (UNB,
NBCC, and NSCC), participant recruitment (i.e., no discrimination beyond initial
criteria for participation), considerations for interview strategies, and integrity of the
sample research guiding questions.

A semi-structured interview format was chosen because of its flexibility and
diversity. | wanted to establish trust and rapport with participants, and the best way
for me to do that was to ask open-ended questions that would encourage them to just
talk about their experiences. The project is a collection of oral history accounts, after a

fashion, focused on individual experiences as new CCIs.
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Chapter Four: Research Findings

4.1 Introduction

Results from interviews with participants amassed more data than | had
initially expected. | went into this research project looking for indications of
substantial personal transformations and professional transitions CCI participants
experienced when they went from content experts to novice teachers. What emerged
from the data were overlapping accounts of individual struggles and accomplishments
over the initial two-year teaching induction-IDP experience that painted a complex
collage of personal and professional, individual and group, and foundational and
collective comprehensive themes.

Data wrangling and determination of data sets was a three-phase procedure.
First, initial thematic data sets were determined by working from specific issues
identified from interview transcripts. Participant narratives were broken down using
the a priori template (Table 1). Several supportive themes likewise emerged from
phase one: ‘We’ relationships, including cohorts, common-purpose groups,
mentorship, and networking; and thematic sets indicating ‘7’ personal struggles
identified problem areas such as classroom management issues, impostorship, and
identity duality. Data sets also revealed important overlap in motivations for career
change, an area not considered prior to the interviews.

Phase two examined thematic a priori data sets identified through further
evaluation and re-grouping according to adult learning and development theories.
This second round of analysis grouped interview data into collective teaching-as-
learning themes, such as development of teaching skills and competencies,
transformative teaching for transformative learning, students’ skills acquisition, shifts

in self-perception, critical reflection, and professional development issues. Themes
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centred on areas participants identified as positive experiences and problem areas,
which were analyzed according to existing adult education theories.

Phase three assembled all data sets and sorted them into two overarching
thematic areas of discussion: identity transformation development, and professional
development practices. Discussion on these thematic sets can be found in Chapter 5.
All coding was done manually and recorded as part of my research field notes.
Results from phases one and two are captured in Table 2: Codes, Data Sets, and
Thematic Specifics; and Table 3: Adult Learning and Development Issues and
Theories alongside relevant discussions.

4.1.1 Thematic Patterns

The breadth of thematic patterns determined from each round of analysis
indicated extensive overlaps in consistent areas and encompassed everything from
critical social interactions to skills acquisitions and competencies to identity and
perspective shifts. Research findings are divided into two major areas in this chapter:
foundational themes common to individual experiences, and collective themes of
participant narratives according to adult learning and development themes. Breaking
down analytical results discussions into two initial categories follows Attride-
Sterling’s (2001) thematic mapping model starting with basic specific themes that are
shared but small in scope and organizing themes that incorporated those basic themes
into more generalized issues. Foundational themes reveal shared personal concerns
during participants’ early years on the job, while collective themes capture overall
adult learning and development theoretical constructs.

Foundational themes are characterized by one-on-one relationships between
individual participants and others, such as: cohorts and common-purpose groups, and

mentoring and networking groups; motivations for making the career change to
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college instructor; and issues around managing new professional challenges (such as
classroom management issues) and maintaining their personal sense of self-efficacy
during identity development shifts, all of which arose around participants’
inexperience as new CCls. Collective organizing themes likewise capture personal
concerns expressed by research participants, but are analyzed through an adult
education lens in areas of learning and development, including: formal and informal
learning, skills-based learning, teaching for transformation, transformative learning,
students’ skills acquisitions, shifts in self-perception, lifelong learning, and reflective
learning.

Where necessary, very brief but relevant literature reviews are included for
each theoretical construct prior to discussions introducing excerpts from participants’
narratives; they are included for the sake of context in the discourse. Analytical
discussions in the two research findings areas are derived directly from narrative data
sets. | have made every effort to keep quotes from participants’ narratives in their
entirety according to each set of discussions, but some had to be reduced either for the
sake of anonymity, brevity within the document, or both as consideration was given to
both privacy and space allotment.

4.2 Research Findings

The a priori template (Table 1) provided several emergent data sets and
significantly reduced total data volume. | was able to comb through data sets using
NITA and organize common emergent themes from interviews (Attride-Sterling,
2001; Boyatzis, 1998; Polkinghorne, 1988, 1995). Emergent data from participants’
stories provided considerable overlap in several areas that suggested thematic patterns

in their individual experiences. These shared patterns between individual narratives
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are indications of what Creswell (2007) suggested are first steps in understanding the
complexity of ideas that lie within the data.

Any information that could identify individual participants has been omitted
from direct quotes, and those omissions are indicated within the text. However, some
stories could stand out as unique undertakings and/or accomplishments, and there |
have had to omit substantial chunks of the data while still trying to maintain the
integrity of each particular story. Where information in the data is integral to
individual stories, | have tried to paraphrase without doing disservice to either the data
or the participant’s anonymity.

Table 1: A Priori Template

Code | Pronoun Theme Theories
1 We Relationships Cohort, Social Development
2 We Struggles (shift in Cohort, Common-purpose
common purpose) context, Experiential Learning
3 We Accomplishments Cohort, Common-purpose
context, Social Development
4 I Struggles (shifts in Disorienting Dilemma,
personal values, Unassimilated Imbalance
professional purpose)
5 I Perspective Shifts Transformative Learning,
Evolutionary Truce
6 I Achievements New Meaning Schemas, Adaptive
Balance

4.2.1 Foundational Themes

Participants’ individual stories revealed several areas of commonality.
Foundational themes common to participant narratives captured issues of a more
personal nature and uncovered their own particular struggles and achievements
throughout their first few years as CCls. Overlap between data sets indicated
considerable commonality in the following areas: diversity of professional
relationships, motivations for career change, managing and maintaining

professionalism throughout personal struggles, and identity duality. Table 2 illustrates
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general overlapping areas and how those were coded, different data sets derived from

interview texts, and specific themes that emerged from those sets.

Table 2: Codes, Data Grouping, and Recurrent Themes

Codes Data Grouping Specific Recurrent Themes
Motivations for » Why? e Career ceiling
Career Change e Happenstance

e Vocational dedication
Relationships » Cohorts e IDP (positive and negative)

> Common-purpose
groups

¢ Diversity of cohort
populations

¢ Inconsistency in delivery
methods (learning
environments)

¢ Institutional expectations

e Academic misapprehension

» Mentorship

e Help ease transition struggles,
esp. for mid-term start
e Help build overall confidence

» Networking

e |solation
e Keeping pace with market
changes/skills decline

» Institutional Support

e Maslow re-imagined
e Employee Engagement
e Prior Learning Assessment

Managing and
Maintaining:
Personal Struggles

» Imposter
Syndrome/Perceived
Fraudulence

e Not for content but as teacher
e Not self but students

» Classroom
Management

e Taming the unruly
e Student meltdowns
e | earner Engagement

Struggles with
Professional Identity

» ldentity Dualities
> Discrimination within
the Ranks

e Teacher while learner

e Mentoring while being
mentored

e Academic discrimination

4.2.1.1 Motivations for Career Change

Research participants became CCls for a variety of reasons, some small details

of which are provided in participants’ biographies (see 3.4.3); however, a shift from

for-profit or not-for-profit employment to college instructor is more than just a job
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change. Adult education was an entirely different vocation for all research participants
regardless of prior teaching experience.

Spencer and Lange (2014) discuss two primary reasons for changing career
paths: to increase job satisfaction, and/or to combat employee alienation. These
motivations did surface during interviews, but other reasons surfaced as well. For
some, opportunity and happenstance intersected with networking, solicitation and
headhunting, while others were motivated by dedication to their vocational expertise.
Information on why they decided to make the change to CCI from whatever they did
before was not a solicited interview topic, but it did become part of the conversation
more often than not.

Anne and Serena both graduated from the programs in which they now teach.
They both became full-time CCls because of their work as part-time instructors, and
both were asked to apply for their full-time positions by department heads within their
respective colleges. Bentley had initially been hired by his college as a full-time
student counsellor — a position he was offered through networking — when he was
approached by a department head to apply for a faculty position. He described the
encounter:

She had a reputation... [text deleted to preserve anonymity]... She was

nobody’s fool. She only weighed about 85 pounds soaking wet, but she was

like a wet hen if you had crossed her in any way. I’m thinking, oh God, what

did I do now [Laugh]. So she comes, and she sits down, and she goes “you

should come work for me.” Why would I do that? “I’ll pay you more, and give

you summers off.” I said, you’re right, | should come work for you [Laugh].
All three participants just happened to be in the right place when opportunity collided

with work experience and content expertise.
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Leland had reached the zenith of his employment advancement; he had gone
as far as he could go within the organization’s structure and was looking to make a
career change when opportunity knocked. He landed his position through networking
just at the time he was considering what to do next:

He [the college director] phones me at my job... and says “we have this

position at NBCC. Do you know anybody, or are you interested” | said, well,

this sounds like an interesting opportunity. He said “put a resume in and we’ll
see where it goes”. I got the phone call for the interview, got the interview,
went through that whole process, and here 1 am. Ta da!

For Iris, an unfortunate circumstance intersected with a different aspect of
networking: a vocational colleague suddenly passed away. She knew her colleague
had been tasked with developing a new certification program at the local college
campus as they had discussed it before his death. Her dedication to their mutual
occupation bumped up against her curiosity and an opportunity to make a difference
in her community. She was on vacation when she found the position posted on Career
Beacon. Iris decided to submit her résumé and see where it went. Again, happenstance
played a role in her career change:

It was a complete coincidence, because | knew [omitted for anonymity] about

the program. | was never unhappy in [omitted for anonymity]; | loved the

work that I was doing, and I loved the teams that I was working with. I don’t
know what made me press the button. | just did it, and then they called the
next morning for an interview.

Julie was ready for a career change, but when hired by the college got caught

off guard. She submitted her resignation notice to her then employer right away but
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was sandwiched between her professional dedication and the college’s immediate
need. When | asked her how she felt about taking the position, she replied:

I, hmm, excellent, I’'m sure. I don’t remember exactly, but I know that I

wanted the job, so it felt really good. It was really good. There was always a

kind of concern, because for a while | had to juggle both jobs. By the time |

heard from NSCC, I was still at my other job. It was Christmas, and I couldn’t
just back out.

Sophie’s path to becoming a CCI was different from any other participant. She
applied for the CCI position and was interviewed, but later decided to withdraw from
the competition: ... | called immediately after the interview, thanked them very
much, hoped that they would keep my resume on file and consider me in the future,
I’'m withdrawing my application. Because I knew I had no intention of taking the
position, and it seemed only considerate”. What happened next was highly unusual in
any hiring situation: “...the next morning, the hiring manager called me at my desk ...
and threatened to cry if I didn’t send her my references...What could I do? The lady
was going to cry.”

While these interview excerpts were in no way definitive, they did offer
alternative motivations for career change beyond increased job satisfaction and
employment disenfranchisement (Spencer & Lange, 2014). Vocational expertise is a
good reason to hire new CCls, but how they come to accept their positions is an
avenue worth exploring further. Networking, happenstance, curiosity and opportunity
create a threshold for interest, but analysis suggests vocational dedication provides
significant encouragement to submit a résume in the first place. They are aware of

what they lack in terms of teaching experience but walk through the door anyway
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knowing they will be required to learn new skills if they are to be successful
instructors.
4.2.1.2 Professional Relationships

Developing positive professional relationships within the college played a
significant role for new CCls in orienting them to their new surroundings and easing
some of the new job strain and adaptation. Different types of interpersonal
connections were established in various ways: within college-wide IDP cohorts,
within the campus, within the institution, and with common-purpose associates
outside the college. Not all experiences were the same, but enough similarity existed
in these areas to establish commonality. | have grouped these experiences under two
headings: cohorts and common-purpose struggles, and mentorship, networking and
institutional support.

Cohorts and Common-Purpose Struggles: IDP cohorts are essentially
common-purpose peer groups of new CCls hired within one academic year, usually
mixed professional backgrounds, but share the common experience of mandatory job
training during their first summers as they are put through the paces of adult education
basics. The courses provide background in the academic discipline, such as adult
education foundations and understanding the adult learner, and different types of adult
education skill sets, such as classroom management, evaluation and assessment, and
ethics. Sophie summed up her experience:

And, also about helping people who are new to an institution meet each other

across very distributed campuses, and across often siloed functional areas, in a

way that’s otherwise very difficult to do. Where else are you going to spend a

week with an admin assistant from Pictou and a trades instructor from
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Yarmouth and a health and human services instructor from Cape Breton if you

are, you know, a business instructor in Kentville.

Experiences shared about that first IDP summer were both positive and
negative; while this investigation did not examine program efficacy, participants’
shared experiences were integral to the overall research. Positive experiences ranged
from finding strength in numbers, to new meaning making, to a sense of respect for
their new employer. For example, LM enjoyed her time in the IDP:

| enjoyed them all. | learned a great deal. A lot of camaraderie, a lot of

networking, a lot of fun. A lot of experience shared, knowledge sharing. It was

very positive.... I’ve certainly drawn some strengths from that educational
experience, and became less afraid to try new things.
Julie’s experience was similarly positive, but she was more impressed by the scope of
professional development training offered by the college:
| also felt very privileged that my employer was willing to spend all this time
and money and energy really on training their employees, and making sure
that they not only learned and became better instructors, but also I realized the
emphasis is also for networking. For us to make sure that we meet other
faculty, and feel like we belong, a sense of belonging. That was really, | mean,
not many employers spend the time for that.
Julie’s words bring home the third level of Abraham Maslow’s (1943) Hierarchy of
Needs, that of social belonging. Reaching a sense of connectedness as a learning
cohort and common-purpose group provides a level of comfort, security and
acceptance for members (Drago-Severson, et al., 2001). As part of the IDP common-
purpose cohort, all participants were part of the same learning group regardless of

background or mastery of content expertise.
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IDP cohort experiences allow new CCls to develop personal bonds with like-
minded people for reasons beyond those of common purpose as well. For example,
Sophie told me a story about following up with Tom®* after he raised a question about
George Orwell’s™ (1946) position on the exclusionary power of “plastic language’ in
class and they have remained friends ever since.

Negative IDP experiences often presented themselves as part of the We-
Struggles suggested in the a priori template (Table 1). Several different types of
group struggles emerged, including struggles brought about by inconsistencies in
delivery methods (i.e., learning environments), institutional IDP expectations and
overall lack of contextual understanding. Many of these issues are discussed in
Chapter Five, but a general discussion is raised here.

Attention to learning environments is not a new concern, but its importance
has increased in recent years especially when delivery methods are at issue
(Herrington & Oliver, 2000; Huang, 2002; Osguthorpe & Graham, 2003). Distance
education was once seen as the panacea to address persistent accessibility barriers for
adult learners; but, designing distance education courses that can address the full
range of learning styles can be challenging for instructors, and a lack of experience
with the distance ‘disconnect’ can be a nightmare for those new to non-traditional
classroom settings (Moore, Dickson-Deane & Gaylen, 2011; Osguthorpe & Graham,
2003). Madison raised the issues of inconsistencies in the IDP course delivery
methods as part of the overall shared experience, stating that her first IDP classroom
was “a boardroom with a telecom in the middle of it”. She continues her description:

My coworkers were around it while we listened to an instructor. We are

multiple colleges run by one agency, so we’d have all the six colleges,

A pseudonym
15 From Orwell’s (1946) Politics and the English Language: http://www.public-
library.uk/ebooks/72/30.pdf
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whoever was doing IDP, all in their own little boardrooms, and we were all in

front of telecoms with an instructor from UNB or, you know.

Tele-conference delivery can create its own challenges for learners, including dropped
calls, cross-chatter in the room obscuring the disembodied voice coming over the
receiver, and the exhaustion brought on by intent listening for three hours at a time.
IDP courses at UNB are now asynchronous and only delivered online, but for a time
were taught via telecom and face-to-face classroom instruction, so Madison’s struggle
with the inconsistencies of multiple delivery systems can be easily appreciated.
Reaching a level of comfort and competency with one system can be quickly
overturned when the delivery method for the next course changes.

Institutional expectations came up frequently during interviews. CCls in IDPs
are expected to participate in full course loads during their first two summers to
complete their certification. Research participants from NBCC and NBCCD were
often able to complete their courses online as UNB now offers all required
undergraduate courses online, but at one time they were expected to attend face-to-
face courses in Fredericton, NB. For many people, that meant either staying in
residence away from family or driving back and forth each day. Participants from
NSCC are still expected to leave their personal lives behind and head to Truro (NS)
for their first two summers to complete their respective IDP courses. Bentley
discussed the overall tension and stress brought on by his initial IDP experience:

But it was intense, right? | remember that. The camaraderie was awesome.

Everyone was in the same boat. Everyone was complaining about the same

stuff, you know, I don’t want to be stuck here all summer. What a way to

spend your summer, stuck in this place. Everyone was bemoaning the same

stuff.
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Professional development expectations were not the only institutional issues.
Madison shared her struggle with one particular online summer course when her
instructor simply stopped responding to the entire class:

This summer I decided to go full-time. | had three courses. I finished one in

the end of June, which was phenomenal. Then | started your course and

another course in July, but the other course, we had proper engagement up
until probably the end of July, and then we haven’t heard from the instructor
since... And it’s so frustrating... We haven’t received any grades for the last
two assignments or the big final paper.
We learned later that Madison’s instructor had died suddenly but were unaware of this
at the time of her interview. The program’s directors completed the course work so
Madison and her classmates could receive their final grades, but it was a tragic turn of
events for everyone involved. Life events are unpredictable, and unfortunately
Madison’s experience is not unprecedented. The sad reality is the instructor’s passing
reflects a common-purpose struggle on both personal and institutional levels when
circumstances take an abrupt change.

Academic contextual understanding is related to institutional expectations in
that it represents the struggles many adult learners face when they return to learning.
During my conversation with Sophie, she talked about how overwhelmed members of
her summer IDP cohort became on a regular basis:

I really think it’s because the process of the experience of schooling, their bad

experiences of school and the way that CCEDP was recreating them, was so

unsettling that it disesmpowered them, to the point that they felt uncomfortable
advocating for the most basic of worker’s rights, which is the right to stop

work at the end of your contract day. And it would take people hours! They
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would be up until the wee hours of the morning stressing and crying over these

two-paragraph papers. | was like, this is not okay. This whole thing is not

okay.
So many issues come to a head here: summer IDP cohorts are new CCls, who often
experience an abrupt mid-term start to their new jobs; new instructors are hired
because of their extensive content expertise and years of experience in their particular
field, but are suddenly required to return to the classroom for mandatory training;
some new CCls have not been in a classroom for many years, and do not have
pleasant memories of their past academic experience; and implied institutional
expectations are that new CCls will do the academic work, pass the courses and keep
their jobs — why else have the IDP program? These issues can add up to a stressful
experience, but one not likely anticipated by the institutions themselves.

Sophie expanded on the academic disconnect experienced by some in her
cohort. A common difficulty arose around the word ‘reflection’. People unfamiliar
with critical reflective practice (i.e., reflection) have no academic context for activities
or assignments that require this type of feedback. In that case, a reflection is
something we see in a mirror or the still waters in a lake, but it is not part of
something we actually do. Academic contextual understanding requires a basic
understanding of discipline-specific vocabulary, no matter the academic field (llleris,
2008; Merriam & Clark, 2006). Cumulative meaning making is not possible where
incongruities exist.

Institutions want their new CCls to make the transitions from content expert to
certified instructors. In order for that to happen, transformative learning needs to
occur at either the instrumental, communicative or emancipatory level (Cranton,

2002, 2009). Merriam (2004) maintains two critical features are integral to
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transformative learning to occur: “critical reflection and rational/reflective discourse”
(p. 61), and critical reflective practice has long been a component of adult education
(Boud, Keogh & Walker, 1985; Brookfield, 2015). However, if the contextual
definition of ‘reflection’ for an assignment is not made clear, how can adult learners
be expected to succeed?

The importance of cohort support for common-purpose groups like CCls
during their IDP courses is clearly evident from participants’ stories. They shared all
the positive experiences of camaraderie and unlikely fellowship, and some are
impressed by their institution’s investment in professional development; but they also
share the negative trials of ever-changing delivery methods for e-learning
environments, obligatory employment training, and coping with a returning-to-
learning environment they might not fully comprehend.

Mentorship, Networking and Institutional Support: All research participants
were assigned a mentor during their first year and were encouraged to take teaching
and learning concerns, both professional and personal, to them. Participants such as
Anne and Serena started out as part-time instructors for their respective colleges, so
their transitions to full-time positions were relatively smooth. Others such as Heather
and Chris arrived at their colleges with teaching backgrounds and, while that helped
in overall self-confidence, it did not always prepare them for teaching at a community
college. As Chris put it, “I had some background but no background”. Heather
defined a CCI mentor’s role as: “So somebody who is a new hire is connected with
somebody who has been with the organization for a while. So you walk through
together, and if they have questions they can come to you”.

Iris was a mid-term hire who replaced a former colleague after his abrupt

departure. She shared the story of her first term:
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| guess probably just meeting with a lot of people, and talking to people who

were teachers. After | would have had a mentor, another person who has been

teaching for a few years, that kind of support system. You know, they tried to

give me what materials he had ready from the year before, but really, [s/he]

had nothing. There was nothing.
Cindy’s story about her significant struggles throughout those first years was
consistent with Iris” experience, as was her belief that having a mentor eased some of
the newness strain: “You know, | would go talk to her, and she was a very good
mentor. She would say that if [ wasn’t struggling, then something would be wrong,
because you should be. So just things like that were helpful to me”. Leland shared a
similar experience: “I was paired up with a mentor, someone who had been
instructing for a long time. It was a different program, but still, a lot of classroom
experience. | was able to talk and bounce some ideas off of him, so that helped too”.
Their collective narratives indicate how important good mentors can be during those
first few years of adjustment to their new positions.

New CCls have the support of cohort-based networks early on, but not often
during the day-to-day operations of the academic year, and this was a topic raised
frequently by participants. People like Anne, Chris, Leland, Madison and Sophie are
part of a one-or-two-person faculty on their respective campuses, so the day-to-day
work can be isolating if there is no interaction with other content experts in their
fields. Imel (2001) warns of this type of isolation experience and views networking as
paramount to reducing that type of stress.

Isolation can also lead to a sense of disconnect from expertise. Both Leland
and Sophie watch for IT postings on the Career Beacon website as job descriptions

are indications of changing job requirements; both know they could not leave their
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current positions as CCls without significant skills upgrades. However, networking
with industry colleagues helps them stay directly informed of more immediate skills
shifts. For example, Leland stated, “my skills are declining”, and he is aware of the
decline because of his professional network with other IT associates. He added, “So
there is stuff going on in IT that I’'m not up to speed on, that I won’t be up to speed on
until it comes into curriculum, because I don’t have time to go back and do that
training”. While he appreciates that being with the college gives him “a broader range
of knowledge here doing this”, he also knows he cannot return to the private sector
without continued professional development in his field of expertise.

In-service transition assistance in the form of institutional support was a
welcome revelation for many participants. New-job stress is a well-documented
phenomenon and can take a toll on new hires to any job where no institutional support
exists (Koeske, Sturat & Koeske, 1993; Seers, McGee, Serey & Graen, 1983;
Semmer, Zapf & Greif, 1996). Here again we come back to Maslow’s (1946)
Hierarchy of Needs, but with a twist. Several open-source service consultant websites
are available that reinterpret the hierarchical pyramid according to employee
engagement needs (Brito, 2017; S. Smith, 2018). Five levels of engagement are
substituted for Maslow’s five levels of need, starting at survival = disengaged and
ending in self-actualization = highly engaged.

Using information gathered from research participants, they could all be
assessed as level four (engaged) or five (highly engaged), something that is reflected
in the level of institutional in-service support they receive from their respective
colleges. For example, Chris recounted his first impression of his college: “Well,
starting the job before I got into CCEDP, | have to say that the employees of the

college were very, very supportive. So a lot of them gave me a lot of help to get
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going. | was very thankful and very impressed”. Serena, who went from part-time to
full-time CCl said, “It was, you know, a little different. All of a sudden | had my own
desk, and an office and a phone, and stuff. Everyone wanted to help me feel like | was
part of a team, you know? | was, um, alone in the classroom, but | knew people out
there were there for me.”

The value placed on prior learning assessment (PLA) by adult education
theorists was introduced in Chapter Two. CCls at all three Maritime colleges have the
opportunity to develop and submit a PLA portfolio toward their IDP credits, but new
CCls at NSCC found the institutional process onerous and sorely lacking in its scope
of recognition. Chris explained why very few CCls at NSCC exercise their PLA
option: “Well, the problem is the prior learning process is so complicated, that you
might as well just take the course”. IDPs for most of my research participants are
internalized proprietary adult education certification programs, so no information was
available to investigate Chris’ statement, and I did not pursue the topic because it was
not part of the original research design; but the difficulty accessing PLA did merit
discussion. Chris addressed PLA again during our interview: “One of my
coworkers...actually has a PhD in education, and he still had to go through CCEDP”.
He could not understand why PLA is available for in-coming students at NSCC*® (and
at NBCC'"), but its employees were barred from similar acknowledgement for their
academic accreditation and professional development training, even though they were
told PLA was an option. Sophie told a similar story: “There she was, with this
Master’s in Adult Ed, being told she could not get recognition of prior learning as

credit against a single one of these 10 CCEDP credits”.

18 https://www.nscc.ca/services/student-records-enrolment/rpl/index.asp
7 https://nbcc.ca/admissions/pathways-and-transfers/recognition-of-prior-learning

183



https://www.nscc.ca/services/student-records-enrolment/rpl/index.asp
https://nbcc.ca/admissions/pathways-and-transfers/recognition-of-prior-learning

Relationships play an integral role in helping new hires adapt and adjust to
their positions as CCls. Whatever their previous background or content-level of
expertise, formal and informal support exists as they make the transition to adult
educators. IDP cohorts provide a sense of camaraderie during both positive learning
experiences and negative episodes of perception confusion within their common-
purpose group. Mentors provide support, advice, encouragement, objective feedback
and guidance as the new adult educators get through their first few years of learning
how to teach. Many research participants later became mentors themselves, such as
Serena, Bentley, Heather, and Cindy. Networking can help prevent feelings of
isolation and private-sector disconnect for CCls whose field of expertise is always
evolving, such as IT. Institutional support for new CCls is paramount and is positively
reflected in participants’ narratives. Institutional support extends beyond IDPs in the
first two years for in-service instructors, again in different capacities.
4.2.1.3 Managing and Maintaining: A Matter of Personal Struggles

Every new job has an endemic adjustment period. We go through the ‘finding
out’ phase of workplace adaptation: where things are, how things are done, people’s
names, and where to park. We often need to establish a new work/life routine as we
start to normalize the demands of a new job with our existing lives. That period of
adjustment is no different for new CCls, especially those who have been dropped into
an existing program mid-term. | condensed these issues into different areas of
adaptation in the template (We-struggles, and I-struggles), and addressed potential
‘We-struggles’ as new CCls learned to cope in different common-purpose groups.

Discussions below address different ‘I-struggles’, some of which are common

to most academics, while others are specific to new CCls. I have sorted these
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struggles under the following headings in no particular order: imposter syndrome,
classroom management, academic concerns, and personal adjustments.

Imposter Syndrome (Perceived Fraudulence): Our sense of fraudulence stems
from a perceived sense of competition that might not actually exist but is created by
our own sense of uncertainty in new power situations (Cuddy, 2012). If we are unsure
where power exists within a new culture, how can we appear to belong? In other
words, peer perception can undermine self-confidence in new situation.  All
research participants experienced their own version of imposter syndrome, and this
was not unexpected. In fact, I would have been surprised if they had not. However,
two participants specifically indicated their worry about perceived fraudulence, and
their words caused me to look at one group of data sets in a different context. LM
fought feelings of imposter syndrome her first two years regarding her students’
perception of her: “I’m still thinking, how can these people respect me or learn from
me. | believe | have a lot of self-confidence, but yet still the imposter syndrome is
real”. LM’s concerns were not for herself. She was far more worried about creating a
positive learning environment for her students than she was about being perceived as
‘an expert’ by her peers.

Bentley’s account of his early teaching experience was likewise more about
how his students’ perceived him than it was about his sense of self: “Because I got the
job, and I remember sitting in my office and going, oh my God. The second I stand in
front of a room full of people, they’re going to know that they hired somebody who
doesn’t have a clue what he is doing.” He even went out and bought himself a new
wardrobe ensemble so he could look the part while he waited to be discovered: “Well,

| think again it was this imposter thing, right? | immediately went out and got like a
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tweed jacket with elbow patches [interviewer’s comments omitted]...and a messenger
bag, with round framed glasses”.

Only LM and Bentley overtly used ‘imposter’ to describe their feelings, but
that did not mean they were alone in their impostor concerns. | did not ask directly
about imposter syndrome or perceived fraudulence during interviews but did ask how
they felt that first day/week they started teaching. They were all ‘thrilled’ to take on
their new positions, and, with one exception, all of them were ‘scared’ as well; and
‘thrilled and scared/nervous’ is the generally anticipated response from anyone asked
about starting a new job. However, research participants were not just moving from
one job to the next; they essentially left positions they had earned through years of
professional experience during their mid-life adult years to take on training the next
generation of workers in their specific skills area.

Participants remained confident in their expertise but had little to no
experience as instructors, and that was what drove their concerns. What | learned
about each participant through the interview processes, side conversations and
contextualizing each interview as a whole was that every one of them was initially
worried about being taken seriously as an instructor by their students, and therein lay
the crux of their perceived fraudulence. Most were launched into their new positions
mid-term without the benefit of any IDP training, so had no appropriate teaching
experience to call on during their first day/week beyond their own classroom
memories. Thus, data themes provide context for an unspoken question: How do |
create a positive learning environment for my students? It is this issue, not non-
existent peer competition, and not a crisis of confidence in their content expertise that
created ‘imposter’-hood for these new CCls. They did not believe they were imposter

content experts, but felt they were ‘imposter’ teachers.
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Many CClIs come to their new positions from the private sector, a place where
time is equated with money; a mindset not easy to undo after many years of
experience. Given that scenario, time in the classroom is similar to time on a job, so
finding the best way to deliver requisite content in a meaningful way is a legitimate
concern for new CCls. Mentors can help new CCls re-contextualize their content
expertise for classroom delivery, but instructors are on their own in that room.

Classroom Management: For most research participants ‘baptism by fire’ was
the norm as they were generally slotted into their new jobs within days of their
interviews, were handed a syllabus and a textbook, and were expected to pick up
where someone else had left off. All but two participants experienced this mid-term
induction to teaching as they walked into someone else’s classroom; the two who did
start in a new academic year had some time to prepare, but still had no idea what to
expect let alone any background in teaching adults. Cindy described her experience:
“l had the assumption that if I could go in and deliver, and add my experience and
stories to it, that everything would be wonderful and great. But I didn’t realize that, as
adult learners, they’re busy with other things”. Cindy’s story echoed that of other
research participants as they struggled through their first term teaching.

Classroom management was a blanket issue for all participants, but Julie’s
story really summed up the problem:

So that first week, or that first semester, there was a lot of feeling like, oh my

gosh, am | really competent to teach this? And there was also in the first few

weeks this surprise that I had to discipline students. I didn’t expect so much, I

was thinking, teaching adults... I remember struggling with that, how do | do

that? ... So to try to find a way to discipline students without sounding like |

was treating them like children was a struggle.
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Julie, like the other participants, was hired because of her content expertise: she was
an outstanding nurse with over 30 years’ experience, she had run clinical labs for
student nurses, and she was a dedicated professional; however, none of these
attributes helped her during her first semester as a CCI.

One particular area of classroom management that can quickly derail progress
in any learning environment is dealing with unruly or over-stressed students. Adult
learners carry significant stress loads as they try to balance home life, work life, and
the demands of returning to learning (Booth & Schwartz, 2012; Brookfield, 2012;
Dirkx, 2006; Merriam & Cafarella, 1999). Anne talked about her first experience with
a student meltdown:

| had a student a couple months ago, she was in her sixties, and she kind of

lashed out in class. I realized, alright, if I let this go, that’s it. And so I had to

call her out in the hallway... And be like, that’s inappropriate behavior for the
classroom....She was like, you’re right, thank you for calling me on that.

Anyway, we had a big long talk, and yeah. | feel like now | have a lot more

respect from her.

Anne’s instincts served her well and she managed to not only salvage the situation but
gained her student’s respect in the end. However, not all participants’ stories ended
the same way. Leland spent his first year struggling to maintain order in his classroom
before he got the help he needed: “I had a year’s experience before I ever took an IDP
course. I’d spent 10 months managing a classroom, and then I take a class on
classroom management. It’s like, I could have used that a few months ago!”

Cindy summed up her experience with reluctant and unruly learners during her
first year: “Some people come into the program for the wrong reasons. Some don’t

want to be there. So classroom management became an issue right off”. Reluctant or
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disengaged adult learners can cause disruptions in the flow of course content
(Sanacore, 2008; Quigley, 1993; Wallace, 2008), thus affecting the learning
environment for all concerned; however, the majority of research participants did not
have the benefit of this information prior to their first semester of teaching; it would
come later during that first summer in their respective IDPs.

4.2.1.4 Struggles with Professional Identity

That research participants struggled with their professional identities during
their first few years as CCls was foreseeable: new job, new work environment, new
colleagues, new policies and procedures, and a completely different reason to put their
years of experience and expertise to work. | had likewise anticipated issues regarding
professional identity development and imbalance around identity duality as
participants adapted to all the newness. What | did not anticipate was the issues of
discrimination that existed within the colleges themselves.

Identity Dualities: Issues around identity duality fell under two different areas:
first, the abrupt change in any personal routine as new CCI hires are slotted into
sudden vacancies in an on-going semester and are then thrust back into the classroom
as learners after their first academic year, and second the fact that they would be both
mentored by a more experienced colleague but also have to become mentors to their
students at the same time. A lifetime spent building professional experience and
expertise suddenly shifts to inexperience and skills deficits, and such incongruity can
lead to identity confusion. LM described her experience in that dual role:

For sure, maybe I’ve blocked out the pain [Laugh], and the fear of the

unknown. You know, there was plenty of that there. I'm not trying to say there

wasn’t. But I truly was thrilled that I had been given this position, and that I
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had the opportunity to use some of the knowledge that | was bringing into the

classroom. | was certainly trying to figure it out as | went.
Chris shared a similar experience:

| think the first couple of days I was very, very nervous, because it was not

just a new job, but a completely new environment, having no community

college experience. And there was a lot, there was a big learning curve, a lot of
material to catch up on. Figure out how the college works, what the teaching
style was like.

A second aspect of identity duality for research participants was mentorship:
new CCls provide mentorship for their students while they themselves are being
mentored. Madison spoke of her experience after leaving her public service position:
“My students facilitate one of the programs | helped build. I did it (unintelligible)
with the city, and the city allowed my students to facilitate it once I left”. Serena
graduated from the college that now employs her, so knew her students had to do
practical work, but did not anticipate she would suddenly become a mentor: “I was
like, oh my god, now I have to run the same placement programs? | knew they would
have to do one, and that was fine, but it didn’t dawn on me I would have to do it. That
felt kinda weird the first time, you know?” Mentoring students through their
professional development placements did not appear to take the same toll as suddenly
becoming an instructor, but it did create yet another sense of identity duality for some
research participants.

Discrimination in the Ranks: Trades versus Academia: Investigation into this
issue began with a quote from Sophie:

The people who were teaching in this program were, to a person, people who

had university degrees, usually in some kind of liberal art or a health and

190



human services related field. The attitude that came across really quickly was,

the concrete world of the built environment in which you live is inferior to the

abstract world of ideas in which I live, and I’m going to look down my nose at
you. But, in a kindly way, where | try to help you become more like me.

This type of disparity came up by implication from another participant, whose
name is withheld to conserve his/her anonymity. We were talking about his/her
professional development experience and s/he identified one particular group of
his/her IDP colleagues: “Well, you know, they were just mechanics or something. Of
course it was hard for them.” | did not press any further about the nature of what was
difficult, or the inequality implied in those words, but in reviewing my field notes |
had commented her/his words struck an uncomfortable chord with me. I did not
interpret the remarks as outright derision, just dismissive. For whatever reason, it was
her/his honest reaction to a personal recollection.
4.2.1.5 Section Summary

Thematic groupings discussed in this section provided insights into common
personal ground shared by new CCls. Interactions with fellow instructors and other
college employees became instrumental in shaping opportunities for success and
providing much-needed support during periods of anxiety and self-doubt. That so
many participants underwent ‘baptism by fire’ as new instructors appears to be
unavoidable since there really is no way to construct perspective without prior in-
service experience that provides context for IDP courses. Foundational themes
capture shared personal experiences and illustrate the considerable weight new CCls

carry on their shoulders.
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4.2.2 Collective Teaching-as-Learning Themes: Adult Learning and Development
Issues

Foundational data sets created opportunities to understand issues of a more
personal nature for CCls during their first years and gave them the opportunity to
provide first-hand information and feedback regarding their experiences. The
following section takes basic foundational themes and organizes them under larger
collective adult education and development theories, and in some instances includes
further themes not previously addressed. Table 3 provides a framework for these
discussions.

Table 3: Adult Learning and Development Issues and Theories

Shared Themes Specific Shared Areas Applicable Areas
Development of teaching e Responses to IDP » Formal and Informal
skills and competencies Learning
» Skills-based Learning

Transformative teaching, e Confidence to try new » Teaching for
Transformative learning things Transformation

e Learning to empower » Transformative

students Learning

Students’ skills acquisition e Learning transfer > Adult Learning

e Learner engagement
e Collaborative learning

Shifts in self-perception e Identity crises > ldentity Development

e Disorienting dilemmas and Theories
adaptive balance
e ‘Teacher’ moments

Professional development e Dedication to skills’ » Lifelong Learning
competencies
Critical reflection e Perspective transformation | > Reflective Practice

through reflection

Organizing themes were determined using overlapping areas within the data
sets and categorized under adult learning and development headings within the adult
education academic discourse. Where possible, multiple excerpts from participants’
narratives are included to indicate the depth of emotional experiences, changes in

cognitive constructs, and shifts in individual self-understanding. By organizing
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overlapping themes in this manner, | hope to demonstrate the five tenets of rigour in
qualitative research reviewed in Chapter Three: goodness, credibility, dependability,
transferability and confirmability (Creswell, 2007; Emden & Sandelowski, 1998;
Tobin & Begley, 2004).

4.2.2.1 Development of Teaching Skills and Competencies

| have indicated elsewhere that new CCls quite often arrive at their colleges
with little or no teaching background prior to teaching their first classes, but they need
to develop those skills in order to remain at their colleges. This section analyzes
challenges faced in formal and informal learning, and the development of skills
competencies as they relate to responses to the IDP and building CCIs’ competency
and confidence.

Formal and Informal Learning: New CCls come to their colleges with
extensive work backgrounds and experiential expertise, which would indicate special
skill sets and skills competencies in their particular area; therefore, walking into that
first classroom can be a competency nightmare as new instructors are suddenly aware
of skills they lack — a daunting experience given what is at stake. Canadian
community colleges are public institutions, and thus contend with a variety of diverse
constituencies, each with its own concerns and mandates. Stakeholders include
provincial ministries or departments, local businesses and industries, community
association partnerships and service organizations, technical and professional
associations and unions, and students (Barabasch & Watt-Malcolm, 2013; Howard &
Taber, 2006). IDPs are structured formal education programs designed to train new
CCls in the adult education needs of their students; however, participants’ narratives
indicate gaps in the training exist when it comes to IDP training relevancy, learner

engagement, and CCls self-care during their transitions into their new roles.
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| asked each participant about her/his first day/week as a CCl, but Leland
summed it up best: “Oh, scary. Absolutely scary. | went from having my own office
and my own little schedule, to now I’m suddenly responsible for delivering content to
22, 23, students who paid money, and are expecting a service”. Leland’s comment
expresses the enormity of performance pressure placed on new CCls during those first
few weeks.

Creating training/learning relevancy for adult learners has been one of the
pillars of adult education going all the way back to Knowles’ (1978) theory of
andragogy (Merriam, 2001). The impracticality of pre-service introductory IDP
courses has been previously discussed in light of the abrupt and staggered start times
for new CCls and the multi-layered challenges of providing teaching-related
perspective without a context to shape meaning. Information about reactions to IDPs
arose out a follow-up question regarding memories of participants’ first weeks in their
programs: Do you feel the program adequately prepared you for your new position
(Appendix Four, Question 5a)? Responses inadvertently addressed IDP efficacy, but
only from the learners’ perspective; no-one from the colleges’ administrations or IDP
instructors were consulted. Results were as follows: five found the experience helpful;
three emphatically did not; two found it sometimes helpful, but sometimes not so
helpful; and two found it helpful only in hindsight. The five who found the IDP
helpful were the same five who had previous teaching experience (part-time or full-
time) at either the secondary or post-secondary levels before taking their full-time
college positions. No matter what their answers, they were asked to expand on their
experience. It is also important to note participants’ answers were reflective and not

in-the-moment.
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The three most significant issues that emerged, even for those who found the
program useful, were subject-matter relevancy, engagement, and frustration levels.
Earlier sections of this chapter highlighted the personal struggles research participants
experienced during their first few years, so will not be re-visited here. However, the
importance of these three areas to formal training was their effects on learning
transfer (Foley & Kaiser, 2013; Wlodkowski, 1985, 2003). That new CCls find
themselves in a period of tremendous professional transition is an understatement.
Lack of teaching context for an issue such as class management can be a source of
severe frustration when finally covered in IDP course content. For example, Leland
appeared really frustrated when he commented that he “could have used that [training]
a few months ago” regarding techniques for classroom management. Julie echoed
Leland’s vexation when she talked about her IDP experience: “I remember being very
excited, and at the same time being disappointed.”

Frustration and disappointment are not emotions conducive to learning
transfer, learner engagement or motivation to learn (Foley & Kaiser, 2013; Kuh,
2005; Merriam & Cafarella, 1999; Wlodkowski, 2003). Participants’ stories indicate
they had (and still have) a great deal of support within their institutions during in-
service periods; all had confidence in their pool of discipline-specific knowledge
based on their years of experience; motivation to complete the IDP meant
employment compliance, but also the incentive of re-claiming their summers as
holidays once they successfully complete their IDP courses; and they do enter IDPs
with some foundational knowledge after their first year as CCls.

Creating positive formal learning programs for adults can be a daunting task as
so many different learning considerations exist, for example: accommodating

individual learning styles, insuring relevancy, designing problem-based curricula
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around delivery methods (e.g., online versus face-to-face learning environments),
maintaining positive opportunities for learning transfer, and providing personal and
professional support at all times. This list is by no means exhaustive, and we also
have to consider that adult educators need to adapt their own particular teaching styles
according to required content and available materials, and delivery methods
determined by their institution’s administrators.

Multiple aspects of informal workplace learning were previously discussed as
part of cohort and common-purpose groups, mentoring, networking and institutional
support. However, its importance to how participants navigated their transitions as
new CCls is applicable to the broader issue of adult informal workplace learning
theory and thus requires a broader discussion here for this particular findings’ context.

When new CCls join their IDP cohorts during their first summer they
represent a heterogeneous workplace learning group with diverse personal work
histories, but they do share at least one common workplace experience prior to
starting their IDPs: ‘baptism by fire’ during their first academic year. LM reflected on
her first-year experience as “like I just got dropped into a boiling pot of water”. Her
account and those of other participants’ experiences discussed earlier make for a
shared workplace experience like no other. Whether by design or simply situational
circumstance, new CCls in their new IDP cohorts find themselves sharing two areas
of common ground as they, 1) come off a whirlwind first academic year, and 2) find
themselves in a formal and structured professional development program. These
shared areas make for common conversational fodder both in and out of the classroom
setting.

Transformative Teaching: Transformative learning is both a well-documented

individual learning phenomenon and an applied teaching practice (Christie, Carey,
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Robertson & Grainger, 2015; Cranton, 2002, 2004; Cranton & E. Taylor, 2012;
Cranton & King, 2003; Dirkx, 1998; Kitchenham, 2008; Méalkki & Green, 2014;
Mezirow, 1997a). Data analysis revealed both aspects were relevant for new CCls as
they 1) made their transitions from content experts to confident instructors, and 2)
created learning opportunities that helped their students make the transition from
content-curious people to those who are content-proficient. Curiously, new CCls
might not be aware of either as they work through their first few years of teaching, but
interview evidence suggests both do happen.

Toward the end of each interview participants were asked, “Do you remember
the first time you truly felt like a teacher?” and to elaborate on those experiences,
which prompted considerable reflection on what it means to ‘feel’ like a teacher and
often led to lengthy conversations about learning transfer. Two more follow-up
questions were at the ready if participants’ stories veered away from the original
premise: “Did that teaching experience change how you see yourself as a
professional?” and “Did that teaching experience change how you see yourself as a
person”?; but generally these last were unnecessary as their recollections often
covered that part of their experiences. For example, Julie found herself in just such a
teaching circumstance:

I was teaching pathology...and some of the students had backgrounds in

health. One was a paramedic.... | remember explaining something at some

point, and the paramedic student saying, I finally understand this health
problem. I’ve never before. Something like, the way you explain it, I’ve never
seen it that way before, | finally understand. | wish somebody had taught me

that this way five years ago.
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Whether through her actions, her words, or a combination of both, the information
Julie imparted that day brought about a perspective transformation for at least one of
her students.

Anne shared a story about an insecure student in one of her sewing classes
who repeatedly asked for Anne’s advice. After realizing that handing her student the
answers every time was not helping either skills development or personal growth, she
tried turning the learning back over to the learner: “... | started just asking her
questions back. Like, what do you think? Try it and see, and then we’ll talk about it...
Anyway, | just really realized that having the answers, to me anyway, isn’t what it’s
about”. While it could be argued that Anne’s change of approach is simply a tactic for
‘good learning’ (Newman, 1994, 2012), her change of heart regarding her teaching
practice method created the opportunity for autonomous learning and personal growth
on the part of her student, and provided a transformative teaching moment as well.
Anne’s story hits on all three goals Cranton (2002, 2004) espoused for transformative
teaching: it is instrumental in that the learner furthered her own objective sewing
knowledge, communicative in that the learner needed to see herself as competent and
confident in her abilities, and emancipatory in that the learner gained self-reliance in
her ability to make sewing decisions on her own.

Transformative Learning (TL): TL theory and its significance to research on
the professional transitions and personal transformations for new CCls were reviewed
at length in previous sections and chapters so are not repeated here. This section
focuses on a different aspect of TL as it pertains to CCIs: how transformative
experiences affect teaching practices.

All participants experienced TL on some level within the various applications,

but several of them developed enough self-confidence to introduce ‘something new’
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into what they taught and the way they taught. This perspective shift in self-
confidence and in changing constructions for learning transfer is a different lens than
simply teaching for transformation. | believe the following examples indicate
simultaneous learning and teaching transformations for those CCls as they began
constructing their own teaching identity side-by-side with implementing changes to
the learning environment for the purposes of learner engagement and learner
empowerment.

Anne experienced a perspective shift during one of her IDP courses that led to
her developing an entirely new course on fabric origins for her college’s program. She
has a rural background and a fundamental appreciation for where materials, such as
wool, originate. She wanted her students to not only understand but value the work
that goes into creating the bolts of cloth her students were using in their own
creations.

I have this like, I don’t know, ulterior motive, to get people to appreciate

handmade... So not just learning how to make things so that you can make

things, but | started to realize | was passionate about that because of the good |
think it can do in terms of community building, and the way people live. | had
never thought of it in terms like that before, so | started realizing ... that that
was underscoring my teaching goals.
Finding her own teaching values also led Anne to let go of her need to dominate
project critiques within the class and instead turn that power over to her students:

I’ve learned when I sit at the front of the class, the students will critique, but

they’ll look to me to see if they’re getting the right answers. And that’s not

what it’s about. My opinion in a lot of ways is no more or less valid than any
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of theirs...So it’s learning how to take the focus off of me to get them to trust

themselves in terms of critique... for them to realize that they have the power.
Anne’s discovery of her personal values led to changes in how she saw her role as
‘teacher’, and subsequently not only engaged but empowered her students in their
own professional self-efficacy, and provided them with a much broader perspective
on the fabrics they used every day.

Bentley’s change in practice took a much different path. Early in his teaching
career, he discovered that most of his students had never left their home province, let
alone Canada, and one person had never been on an airplane. He decided his students
needed a fieldtrip:

| was teaching a sociology class, and | talked to the Dean at the time, and |
said, I’ve got an idea. She said, “What’s your idea?”” Well, I would like to take

a group of these students to ... the Caribbean.

His college already had an established connection with a Caribbean country through
an environmental program, so getting permission to take his sociology students on a
similar social engagement trip was relatively easy to facilitate. He and his students
fund-raised to cover the costs and off they went. The students worked and observed at
a penal school for boys for a few weeks, which gave them entirely different
perspectives on sociological practices, submersed them in another culture, and
expanded their views on the world.

Bentley kept his Caribbean program going for two years before other faculty
wanted the same opportunities for their own students, so he decided he would take his
to Europe instead. That program was even more successful and lasted another two

years before the college changed its international policies; but for several years his
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sociology students got to see practice in action outside the classroom and learned
more about Human Services than any lecture or textbook could provide.

Both Anne and Bentley trusted their burgeoning instincts as teachers and
decided to take their students beyond the standard curriculum, and in doing so brought
about perspective shifts for all involved. By re-shaping their teaching context, they
learned more about themselves as teachers and provided extraordinary learning
opportunities their students might not otherwise have gained.

One story about the downside to fostering TL and learner empowerment came
from Sophie. She has a long history of social activism outside her work in IT systems
and learned the value of self-empowerment at a young age, and she wanted to share
that with her students. She got rave reviews on her performance evaluation, but: “It
turns out that being fun and being open to critiques of power does not inherently help
you with math”. The bigger problem became apparent during her second year of
teaching:

When I had the first group of first year students become my second year

students, | realized oh my god, the things that | had done such a good job of

teaching them, a) they don’t remember, or b) they are incapable of using in a

context that is even slightly different from the context in which I taught it.

That was devastating.

This was a humbling experience for Sophie, after which she immersed herself in
every adult education article she could find to understand why her students did not
seem able to retain the basics they had previously learned, and/or why they could not

extrapolate their basic comprehension in newly applied contexts.

201



After a lot of reading and a great deal of reflection, it occurred to Sophie that
she needed to re-focus her teaching on IT systems basics if she was to be accountable
to her students, her college and the community:

They signed up for something, and it was to learn some really specific skills.

It’s all great that I think it’s super important to be a citizen of the world and to

think critically. Those are good. It’s just that they’re not sufficient, and they’re

not what the students signed up for.
Sophie discovered the hard way that what she wanted to offer them was not
necessarily what she needed to teach them.

Cranton and King (2003) discuss TL as a goal for professional development
and remind adult educators that we have our own habits of mind about the way in
which we teach and perceive ourselves as teachers. They write: “Effective
professional development brings our habits of mind about teaching into consciousness
and allows us to examine critically what we believe and value in our work as
educators. The goal is to open up alternatives, introduce new ways of thinking about
teaching — a goal that is potentially transformative” (p. 34). Data analysis indicates
Anne, Bentley and Sophie unwittingly accomplished those goals both for themselves
and for their students in undertaking what they did in order to both engage and
empower them. All three participants’ narratives provide indications of simultaneous
transformative learning and teaching transformations for those CCls early on in their
careers. All three had to work through the benefits and drawbacks of undertaking
‘something new’ as their individual perspectives shifted regarding who they were as
teachers, while providing learning opportunities for their students that were both

engaging and empowering.

202



Students’ Skills Acquisitions: Discussions on college students’ skills
acquisitions, learning transfer, and learner engagement are interwoven throughout this
section, and a great deal of this ground was covered in the previous two sections.
However, a few more areas need exploration. While students’ skills acquisitions are
central to CCls’ day-to-day employment, understanding that they have done their job
well is another side to the discussion, especially if they do not have adult education
theories at hand to describe those moments. This section focuses on the further
challenges new CCls face and how they learned to develop effective teaching
practices as they continue their workplace transitions.

A friend once told me her biggest fear of becoming a post-secondary instructor
was the possibility that a student would ask a question she could not answer. She
assumed that if she could not answer a question right away, her students would stop
believing in her expertise. New CCls often experience similar trepidations, some of
which was covered in the discussion on Imposter Syndrome/Perceived Fraudulence;
however, it is highly unlikely that any of us will ever know everything about any one
thing (let alone two things), so sometimes the honest response to a question is: ‘I
don’t know’. What was surprising was how often this issue came up during interviews
as participants became confident enough in their teaching abilities to see ‘I don’t
know’ as 1) a perfectly honest response as an instructor, and 2) as a sign that at least
one student in their course was thinking critically beyond previously imagined
applications.

Julie talked about her fears during her first semester:

| remember being really scared ... Feeling very vulnerable in a sense. 1 find,

you leave a job where you feel like you’re competent and you can do your

work, and you feel like you’re on top of your game, you feel like you’re where
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you should be, and you have the knowledge you should have, and you can
work competently and all that stuff... And then you’re in front of this group,
teaching a course that’s not necessarily in your specialty ... I remember being
scared that I wouldn’t be able to answer questions. Or, being asked questions,
and I’m thinking, I don’t know that. You feel completely useless, like oh my
gosh, maybe I’'m not qualified to teach this.
Julie quickly got over her apprehension about not knowing the answer to absolutely
every question she was asked, and opted instead for, “I don’t know, but I’1l get back
to you”, and she would set about searching for the correct answer on her own time.
Anne experienced a similar sense of initial vulnerability when she did not have
immediate answers, but now embraces her ‘I don’t know’ response as a chance to turn
the question over to the rest of the class. She was pleasantly surprised by her students’
level of on-topic conversation the first time she gave them that opportunity.
How we say ‘I don’t know’ can be as important as why we say it. Merriam
(2005) writes about the nature of how we learn to cope with sudden life transitions:
“Although stress is always involved, a life event and the transition that accompanies it
is a neutral phenomenon. It is the meaning we assign to the event that determines its
potential for learning” (p. 8). Her quote would suggest that it is the emotional
response and subsequent normalization during a transition that drives our meaning
making. I went back and listened to how each participant said ‘/ don’t know’ in the
context of our conversations and determined the emotion that came through every
time was relief, rather than fear, despair or anger. Once they were prepared to admit
they were not all-knowing, new CCls were often able to watch and listen as their

students worked collaboratively to find an answer.
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Iris had an overall experience similar to other participants as she discovered
her own best practices for facilitating student learning: “I don’t always feel like an
instructor when I’'m lecturing. I feel like an instructor when I have other people, when
| see enthusiasm, that interest, that question, that comment, the links that people start
making to their own experiences”. Serena sees herself as “a work in progress” as an
instructor, as she believes not everyone will learn the same material the same way.
She often presents her students with choices regarding how they will tackle specific
course projects and prefers to think of herself as “being a good facilitator of learning”
rather than a ‘teacher’: “Being a ‘teacher’ feels like an outmoded word for what I do”.

Madison told a somewhat different story about how she developed good
teaching practices, and it involved her experiences with IDP courses. Madison talked
about learning what not to do from one of her courses: “I think my worst [IDP]
experience prepared me to be a full-time instructor”. If we can learn what not to do
from the way others teach us, we can have a positive skills gain. Having to sit through
an unengaging class, course, workshop or other program can be beneficial if we are
prepared to reflect on how we as the instructor might have done it differently.
4.2.2.2 Shifts in Self-perception: Identity Change

Research participants’ narratives touched on their challenges to find a balance
between their previous well-established sense of ‘self” in light of their new multi-
contextual journeys as they adopted and adapted to completely different work
environments and employment purposes. For some, these changes did not come easily
since prior constructs of ‘work” were no longer valid. The struggle against
impostership that can be so devastating to our sense of self-efficacy was discussed

earlier, but the threat such radical alterations pose to our normalized ‘work’ persona
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go beyond seeing oneself as a fraud and touch on a change that goes much deeper and
in reality is often not as easily resolved as numbered or bulleted lists would suggest.
Sophie talked about her journeys through different life experiences in street
theatre and work as an IT systems person in different government agencies as she
found balance and fulfillment in those aspects of her ‘self’. Re-locating her work
purpose to college instructor sent her into a bit of a tailspin at first, especially since
she initially tried to withdraw from the competition for the position. She discussed
how she sees herself now:
It took a very long time for me to decide that that wasn’t something I did, that
it was something | was. For lots of reasons. Now, there are definitely times
when | say | teach, rather than | am a teacher. Partly because, when you say
teacher or instructor, what people think is K-12, and I’'m not that. So, yeah, I
guess I’m still kind of ..., maybe that transition is not over yet.
Leland likewise sees significant changes in himself since coming to work at his
college:
One thing about this place is that it gets you out of your comfort zone in a
hurry. There’s nothing more unnatural than standing up in front of 20 people
that you don’t know, and introducing yourself, and saying this is what we’re
going to do for a whole term. I’m serious, it’s scary. I don’t know how I do it
every year. I think I’ve grown. I’m more open. I’m not as closed off as I used
to be.
Chris also spoke about his shifts in self-awareness:
I think I’ve gone from feeling quite nervous and anxious as a new instructor,
to having a sense of confidence that I do know what I’m talking about. So I do

kind of feel like I’'m more of a professional now, and can speak to what the
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needs of our students are, and what the needs of our program are. | think | feel

much more like a professional now. That’s the self-perception.

Bentley talked about the many forks in the road he encountered while still a
graduate student that eventually determined his initial career direction, but it was his
reflection on the career paths he chose not to pursue that captured how he now views
those decisions as they eventually brought him to work as a CCI: “Did | miss an
opportunity, or did I create one?”. Serena’s was the lone voice of a seamless
transition as she went from part-time to full-time instructor, but she added, “It could
be because it took a few years, I just didn’t notice. But it could also be that I knew
both sides of the program, you know, because I did it here”.  She sees herself as “a
work in progress” in that she wants to continue her ongoing development as a teacher
for as long as her teaching career lasts.
4.2.2.3 CClIs’ Self-Perception as Lifelong Learners

According to research participants, lifelong learning quickly becomes a
continuous part of their new way of life as CCls. Once they get passed the initial
struggles and turmoil of baptism by fire inductions to teaching and have made it
through their IDP summer courses, they become avid and determined self-directed
learners in multiple areas — all the characteristics Derrick (2003) argued were
necessary for sustained and enduring learning. Several self-identified as lifelong
learners during our discussions, but it was the context each offered for their ongoing
pursuits that put things into perspective. For example, Serena stated: “I consider
myself a lifelong learner since I’'m always on the lookout for new things. Things that
interest me or things for my work, or for my students to do. And I think that helps me
be a better teacher”. LM likewise considers herself a lifelong learner: “I’m constantly

learning. And I’'m not afraid to learn. It’s like, oh I didn’t know that, thank you for
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teaching me, now I will share that. I don’t know how one would feel comfortable
enough to say they’re an expert in something, because you’re always learning. I’'m
still a lifelong learner”. Heather stated: “I like to take on new challenges at work. |
guess the answer is yes, because I’'m always striving to improve something, or to learn
something new, or to do something new. And it’s not because I am bored with the old.
It’s that I like to look for new ways of growing and learning”. Julie expressed the
double-edged challenges she faces as a lifelong learning CCI: “You feel like you’re
supposed to keep your competence in now two fields. As a teacher, you’re still trying
to go to conferences to make sure that you’re teaching properly, but then you’re also
wanting to keep your skills as a nurse”.

These four interview quotes paint a multi-purpose reason CClIs continue their
learning pursuits after their respective IDPs have been completed. Each of the four
participants quoted above was learning for herself as a self-directed initiative, but
their efforts often directly benefit their students and thus indirectly their institutions.
Their individual participation in self-directed lifelong learning initiatives supports the
two-pronged applications of both self-work and professional development (Derrick,
2003; Jarvis, 2004; Kili¢ & Yilmaz, 2019; Nesbitt, 2006; Spencer & Lange, 2014;
Tezer & Aynas, 2018; Tuncel, 2019; Walters, et al., 2004). Their multiple
perspectives indicate the multiplicity of roles they take on as lifelong learning CCls.
4.2.2.4 Reflective Practice

New CCls tend to experience reflective practice as an after-action response
since most have little teaching experience (repertoire) to draw on in-the-moment.
Issues facing new CCls as they learn to cope with simultaneously a) being learners as
they i) encounter becoming adult learners in mid-life (IDP) and ii) take on the new

expereinces of teaching; and b) being practitioners as burgeoning adult educators has
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been delineated throughout this chapter. Some participants’ quotes have indirectly
touched on the importance of reflective practice as they walk their new career paths,
such as Sophie’s realization that her former first-year students now entering their
second year had retained little of the basic IT systems requirements she had covered
in their first semesters; however, those quotes were not discussed in the context of
reflective practice.

Quotes from three participants reveal how important critical reflection
becomes to the professional transitions and personal transformations new CCls
experience as they sort through the multiple hats they wear through their first few
years. Through personal reflection Madison found the connection to her roles as both
teacher and learner: “It’s only been the last few years that I’ve really been connecting
..., it’s probably this term, when we talked about how we’re also learners in the
classroom. That really was an eye opener for me, because | learn every year, but never
connected it to me being an adult learner”. Anne discovered her core teaching beliefs:

But, the other ones [ IDP courses], as | went along, there were some in

particular that really, in a positive way, got me to examine my core beliefs as a

teacher. Which led to huge personal growth, which in a lot of ways has

affected my teaching. Maybe even more than, here’s how you do rubrics and
different assessment methods. I mean, they’re all important, but different.
Sophie discovered how she manifested her frustration to the outside world:

I mean, the downside was, and it often happened to me in my first year, | was

inappropriately angry. My level of panic about how bad things could possibly

be was too high, like it was inappropriately high. Therefore, my level of anger

at small infractions was also inappropriately high.
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In the midst of everything else they went through during their inductions to
teaching, these three women found themselves in a place of remarkable self-
discovery, the results of which ultimately changed how they saw themselves in their
new professions. None of these participants had previously put words to their
experiences before our interviews and talking about how their competencies had
changed in the process seemed gratifying to them. Reflecting on who they were then
and who they have ultimately become allowed them to see how much ground they
have covered in terms of teaching competencies and shifts in self-identity.
4.2.2.5 Section Summary:

Adult learning and development remain a vast area of study, and this section
has touched on those aspects only relative to new CCls as they get through their initial
experiences in their new careers. This section examines adult education not only as it
pertains to skills development, but also as the opportunity for emotional growth. The
transitions and transformations new CCls experience are multi-faceted and at times
overwhelming. Yet somehow, they manage to develop positive teaching skills and
competencies and adjust to identity shifts, all the while becoming lifelong learners
and reflective practitioners. They amassed years of experience to develop their levels
of skills mastery before coming to their teaching professions, and now they want to be
just as exceptional as CCls.

4.3 Chapter Summary

This chapter provided delineation on how NITA was used to reduce, sort and
map data from participants’ interviews into thematic sets. The inductive a priori
template (Table 1) separated data into ‘We-I” sets that included struggles that
concerned CCls as individuals and as common-purpose groups, individual

accomplishments and group professional achievements, and identified issues of
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perspective change. Table 2 deductively coded and grouped data sets as either
foundational or collective data sets, and identified specific recurrent themes found
within participants’ stories, including: motivations for career change, professional
relationships, and personal professional struggles that had to be managed and then
maintained during CCIs’ first two years as full-time teachers. Table 3 represents the
deductive data sets grouped according to shared areas of professional development
and teaching and learning competencies; identified specific shared experiential areas,
including: participants’ responses to their respective IDPs, building personal
professional confidence and learning to empower their students, concerns regarding
learning transfer and learner engagement, professional identity development, and
perspective shits; and re-grouped data according to themes found adult learning and
development theories.

Chapter Five provides detailed discussions on the research findings identified
in this chapter. That new CCls experienced internal balance difficulties when it came
to emotional and teaching competency issues was expected, but further issues arose
regarding systemic problems with the IDP and PLA. These issues and further

discussion on research findings are addressed in Chapter Five.
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Chapter Five: Discussions on Professional Identity

Transformation and Professional Development Practices

5.1 Introduction:

My investigation into the professional transitions and personal transformations
of new CCls at three Maritime colleges identified several thematic patterns common
to research participants. Not everyone experienced their first two years of teaching
and IDP training the same way, but commonalities were present that indicated
thematic patterns could be organized under two headings: foundational themes (Table
2) and collective teaching-as-learning themes (Table 3). Research findings discussions
from Chapter Four are organized here under two different generalized yet specific
areas of professional identity transformations and professional development practices.
Rationale for separating the discussions are twofold: the first, to keep discussion
topics separate (for the time being) so each area can be fully delineated; and second,
to keep each area organized as they pertain to relevant academic discourse that
support research findings’ discussions.

The NITA model (Narrative Inquiry/Thematic Analysis) requires a re-storying
of participants’ experiences as the final step in the research design (Chapter Six), but
critical discussion is required first. Table 4 outlines the organization of research
findings discussions that follow, identifies and discusses principle building blocks for
eventual re-storying of the narrative, and indicates developmental themes that overlap

in participants’ stories:

212



Table 4: Research Findings Discussion Organization: Constructing the Re-Story

Outline

Area of Discussion

Re-Storying Building Blocks

Developmental Themes

Professional
Identity
Development

» The Role of Emotion

Coping with Identity
Duality

Choosing to Change
Careers

Baptism by Fire
Teachers as Learners

Transformational Identity
Development

Transformational
Experiences

Professional
Development

IDP as a Professional
Development Experience

Institutional Practices &
Workplace Concerns

Practices e CCls as Stakeholders

» PLA as Professional
Recognition

» Discrimination in the
Ranks

Foundational and collective themes from Table 2 and Table 3 indicate
considerable overlapping data sets between these two areas, including: cohort and
common-purpose groups, coping with personal and professional struggles in the
classroom and with IDP course content, and handling identity issues on multiple
levels. Overlapping areas indicate corresponding yet conflicting simultaneous
situations: new CCls are learners in their IDP cohorts while also working as members
of a campus faculty common-purpose group; many struggle to manage their roles as
teachers while also attending IDP classes themselves; many contend with maintaining
course content and delivery methods established by someone else when initially hired
as CCls, and then deal with challenges arising from academic comprehension issues
and multiple delivery methods established by their instructors during IDP courses;
and many become mentors to their students right away while being mentored
themselves by more experienced CCls. These concerns might appear as simple if

somewhat troublesome obstacles on paper, but each dichotomous data set represents
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oppositional barriers new CCls have to overcome if they are to be successful in their
new careers.

The following section discussions are both inductive (data-driven) and
deductive (theory-driven) in an effort to reconcile dichotomous barriers, help new
CCls anticipate and understand the multiple challenges they will likely experience,
and offer post-secondary learning institutions comprehensive ways to appreciate and

facilitate holistic change for their new CCls.
5.2 Professional Identity Transformation

How we become who we are remains somewhat of a mystery in that no one
particular theory exists that successfully explains the multi-faceted concept of our
identity. Adult social development theories discussed in Chapter Two (Crotty, 2003;
Kegan, 1980, 1982, 1994; Knox, 1977; Merriam, 2005) have positioned my research
under the social constructivist umbrella: we are the sum of our experiences in the
world, shaped by what we do, who we know, what we see and what we experience.
However, the discussion cannot end there since it does not explain, for example, how
siblings who grow up in the same house, have the same parents and attend the same
local schools grow up to be incredibly different people. While fundamental and
generalized early-life experiences are the same (parents, home, school), individual
interests often differ, such as choice of recreational activities or tastes in music, career
aspirations, and individual experiences and what is learned from them are as unique as
the person her-himself.

Identity self-development does not occur in a vacuum: we usually need social
interaction with at least one other person within a given context in order to understand
who we are (Knox, 1977). That is, we can have concrete experiences on our own, but

it is only through reflection, abstract conceptualization and active experimentation in
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the world that we create context for that experience (Kolb, 1984). Maslow’s (1943)
hierarchy of social needs indicates that after food, shelter and safety, the next
requirement is warm and friendly social interaction (belongingness) if we are to
survive and thrive. Likewise, social development theory suggests we build new
meaning making through both social interaction and personal experiences (Merriam &
Clark, 2006; Merriam & Heuer, 1996). Individual self-development is the product of
our environs in our early years (e.g., parents, home, school) and continues to develop
throughout our lifetimes as our social experiences continue and individual experiences
expand (e.g., social relationships, having children, and nature of employment), all of
which shape us into the unique person we become (e.g., Knox, 1977).

Dewey (1925, 1938) believed what and how we learned was based on social
processes available to us from our early years (e.g., school and home), and his ideas
were carried forward into adult education theories that emphasized learners’ social
interactions as paramount to learning over our lifetimes (Clark & Cafarella, 1999;
Merriam, 1999). Kolb (1984) too concluded that learning was a social process and
that experience was the foundation of learning as we constantly experience social
interaction on some level in order to move through the phases from concrete action to
active experimentation. This section touches on identity self-development in general
but focuses more specifically on how mid-life aged adults who are skilled and
experienced professionals from areas outside a higher-education context learn to
become CCls; that is, how we develop our ‘teacher’ identities.

5.2.1 The Role of Emotion

The data collected from my research participants likewise indicates a plausible

link between emotion and learning, thus data analysis suggests this link is an integral

component in their identity development as CCls. Becoming a CCI was not simply a
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job change for participants, but an entirely new work experience for most of them,
and even those with previous teaching experience found the shift in their perception
of employment emotionally challenging at the best of times. At the worst of times, the
change was terrifying, frustrating and anxiety ridden. As they gathered initial teaching
experience and underwent IDP training those first few years, they were not just filling
an open position at their college campus (work transition), but needed to grow into a
new sense of self (personal transformation) if their transitions were to be successful.

Data analysis further indicates both cognitive development and emotional
growth are intrinsic to identity development in all areas of my research. Emotions are
subjective and that could be one reason they are disregarded in developing a
dispassionate professional development program, since curriculum design is often
neutral work based on particular learning objectives. However, analysis of
participants’ personal experiences indicates emotional disorientation and subsequent
growth (e.g., Chickering & Reisser, 1993; Kovan & Dirkx, 2003) are indelibly linked
to individual learning outcomes.

Chickering and Reisser’s (1993) seven vectors model can be re-imagined to
include mid-life transitions as well as those of traditional college ages. Most new
CCls make the decision to change career paths in mid-life, so many of their personal
core values have already formed by the time they arrive at their colleges. However,
elements of each vector became evident during participant interviews as new CCIs
found they needed to 1) build new skills and competencies as teachers, 2) manage
heightened levels of frustration and anxiety on personal and professional levels both
in and out of the classroom, 3) concurrently (re)build their self-confidence in a new
vocation while coming to understand their new ‘work’ community, 4) assimilate the

new values and social norms of the post-secondary school system, 5) (re)establish
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their sense of self-efficacy in an entirely new workplace, 6) (re)define their sense of
purpose as their years of experience suddenly become what they teach rather than
what they do, and 7) (re)integrate their sense of personal congruence as they
(re)balance who they are and what they know in their new workplace.

The Seven Vectors theory is included as part of my research because it
examines cognitive development of skills competencies alongside emotional social
maturation throughout the learning process. Analysis of research data thus far
suggests both these components need to be acknowledged dimensions of the learning
process if the transition from content experts to novice CCls is to occur successfully.
My research participants needed to find ways to reconcile the cognitive-emotional
imbalance created when their levels of professional skills competencies were
challenged by applying those skills in an entirely different setting, balancing their
years of professional experience with the frustration that arose during mandatory job
re-training (IDPs), and coping with teaching as an isolating experience alongside the
task of leading a classroom while trying to manage self-efficacy challenges, such as
perceived fraudulence.

Kovan and Dirkx’s (2003) conclusions likewise suggest several ideas
indicative of not just the value of emaotion in the learning process but include a
secondary element: dedication to a field of expertise. Their participants exhibited an
essential connection between emotion and learning, often struggling through darker
periods before finding firmer footing and re-dedicating themselves their work; their
struggles through periods of burn-out are part of their transformative individuation
process; and that accepting and surviving stressful dark times actually allows us to
find the sun-lit side of the holistic individuated self. These descriptions echo

participants’ stories in my own research. Issues such as impostor-ship and classroom
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management made some participants doubt their abilities to teach and their overall
sense of self-efficacy, situations that can create a pervasive sense of self-doubt, yet
their willingness to invest heart, head and spirit into their work established their
personal resolve to stay with their colleges during those first years of tremendous
career change and emotional frustration.

Themes and patterns identified in Chapter Four support a link between
emotional upheaval, meaning making and identity development. Foundational themes,
such as motivations for career change, multi-tiered relationships (e.g., cohort,
mentorship, networking), and managing and maintaining professional behavior during
personal professional struggles; and collective teaching-as-learning themes, such as
formal and informal learning, skills-based learning, teaching for transformation and
transformative learning, and reflective learning all carry some level of emotional
experience (positive or negative) and meaning making for new CCls. These can be
positive experiences, such as the reassurance of content-expert-turned-teacher found
in students’ skills acquisitions and their subsequent transformative learning
experiences, or the negative feelings that come with classroom management
challenges.

Overall data analysis points to a causal link between cognitive and emotional
learning processes and transformational identity development for new CCls, but it
follows that pinpointing exactly how it occurs is more complicated than a single
descriptive word or phrase. Assigning a label to this developmental learning process
poses a challenge since existing theoretical terminology always seems to get in the
way (e.g., transformative learning, adaptive balance, or transformative education). No
matter the theoretical language used to describe it, the process for research

participants was about withstanding emotional and experiential challenges during
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their first few years as instructors while they developed the skills and knowledge that
shaped their professional identities as CCls.
5.2.2 Coping with Identity Duality

Only two research participants were hired during the summer prior to their
first academic year, and neither was offered any practical adult education training or
other contextualized information before starting to teach in September. In some ways
the lack of training for new CCls is understandable. Since few come to their colleges
with teaching backgrounds, trying to provide perspective for what lies ahead is
impractical without context to shape understanding. For example, K-12 teachers enter
their degree programs knowing practicum placements are a mandatory part of that
process, so gain teaching perspective and context before they actually start working in
schools. A month or full semester as a learner-instructor would be ideal for new CCls,
but prior awareness of program needs (i.e., the need to hire new instructors) does not
appear to be easy to forecast if the start-times for most research participants are any
indication. Further, opting to train new instructors prior to mid-term employment
starts would delay programs and therefore be a disservice to existing students
suddenly left without an instructor.

Data analysis suggest that under the given circumstances, ‘baptism by fire’
practices seem the only recourse open to community colleges, and that means an
abrupt change in employment perspective for many new CCIs. Participants chose to
change careers, but most did not fully comprehend what effects their choice would
have on a personal level. They wanted to become teachers in their particular
professions yet did not realize they would also become adult learners in the process.

Beaty (1998) refers to this situation as the onset of “double professionalism” as it
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involves “a knowledge base in both the subject or discipline area and in education” (p.
100).

Discussions that follow highlight research participants’ individual experiences
in order to create an analogous overall path for new CCls. This is not a conclusive
step to my NITA (Narrative Inquiry/Thematic Analysis) re-storying method but is a
move in that direction. Identity duality was identified on several levels: CCls are
content experts but novice instructors; they are new teachers but also new adult
learners; they are mentored and must mentor others — and somehow these dichotomies
need to be reconciled if new CCls are to make the transitions necessary to reach their
professional transformations from content expert to teacher. The role of emaotion still
looms in the discussions that follow as each step brought confusion, frustration and
anxiety while participants were trying to sort out who they were becoming, including:
choosing to change careers, baptism by fire, and their dual roles as teacher-learners.
5.2.2.1 Choosing to Change Careers

Motivations behind such a substantive career change also need to be
considered. Spencer and Lange (2014) identified only two reasons for changing career
paths: an increase in job satisfaction or a way to mitigate employee alienation;
however, there seems to be more to it for new CCls. Wlodkowski’s (1985, 2003)
work examines adults’ motivations for returning to learning, believing, “it is part of
human nature to be curious, to be active, to initiate thought and behavior, to make
meaning from experience, and to be effective at what we value” (2003, p. 40).
However, my research results indicate that elements of his framework, such as
teaching for inclusion, creating personal relevance, introducing opportunities for
vocational engagement and engendering competency, can similarly be applied to

motivations for making a career change.
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Data analysis suggests that when opportunity and happenstance intersected
with networking, solicitation and headhunting, participants chose both the curiosity
route suggested by Wlodkowski (1985, 2003) and vocational dedication motivated
research participants to make their choice to change career paths. Information on why
they decided to make the change to CCI from whatever they did before was not a
solicited interview topic, but it did become part of the conversation more often than
not.
5.2.2.2 Baptism by Fire

The baptism-by-fire description has been used at length throughout this
investigation and requires further discussion regarding the research participants’
perspectives. Several participants feared being found out as impostors by their
students, and their trepidation appears rooted in worries regarding learning transfer
and an inability to manage classrooms. A second but implicit factor was time: the lack
of it and wasting of it.

Foley and Kaiser (2013) discuss the importance of course design to implement
learning transfer for adult learners; however, most new CCls did not have the luxury
of designing the first courses they taught; they had to pick up where someone else left
off. New CCls are content experts, but unfamiliarity with course content sequencing
and teaching materials (e.g., textbooks) created knowledge voids, and that lea to self-
perceived fraudulence: how could they teach what they knew when they did not know
how to teach it? Further concerns centred on learning transfer for their students.
Inability to follow content can lead to a learning disconnect, and if their students
could not grasp the basics of course content because as new teachers CCls were not
familiar with sequencing and materials, how could the learners apply it in their

cumulative learning or at their jobs?
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Time was a secondary but inherent concern for research participants. Many
came to their new positions from the private sector, a place where time is equated
with money; a mindset not easy to undo after so many years of experience. Given that
scenario, time in the classroom is similar to time on a job, so finding the best way to
deliver requisite content in a meaningful way was a legitimate concern. Mentors could
help them re-contextualize their content expertise for classroom delivery, but new
CCls were on their own in their classrooms.
5.2.2.3 The (Un)Importance of Prior Teaching Experience

Discussion on mentorship, networking and institutional support (section
4.2.1.2) shed light both importance and unimportance of prior teaching experience to
becoming a full-time CCI. Four participants had prior teaching experience prior to
their full-time employment: Anne, Serena, Heather and Chris. Anne and Serena both
had learner and part-time teaching experiences in their programs prior to becoming
full-time instructors, whereas Heather had taught K-12 and Chris had taught part-time
in a university setting. Their differing accounts of transitions to college-level teaching
(Anne & Serena versus Heather & Chris) indicate that previous teaching experience
outside the college context is not entirely helpful, and highlight the importance of
mentors to the initial learning experience. Not only do these differences endorse the
significance of mentors in the transitional process, but underscore the differences
between skills required to teach at the college level.

These juxtaposing experiences reflect the importance of overall context,
personal perspective and intuitional structure to the overall discussion, but I do not
believe they have an overall impact on the data analysis. What they do indicate,
beyond the importance of mentors to the professional development processes, is the

foundational importance of context and perspective to becoming a full-time CCI. In
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other words, not all teaching skills are transferable. Chris and Heather were perhaps
more comfortable with the idea of teaching than participants without prior experience,
but their experiences did not prepare them for teaching at the college level.

5.2.2.4 Teachers as Learners

Data analysis suggests new CCls want to be invested in themselves as
‘teachers’, but many have difficulty grasping that they need to see themselves as adult
learners in order to get there. Analysis indicates role confusion throughout those
initial few years as new CCls take on too many mantles: they are content experts, but
not yet adult educators; they need to become adult educators in order to facilitate
positive learning transfer for their students; and in order to facilitate learning for
others, they first have to become learners themselves.

Howard and Taber’s (2010) research into faculty development suggests one of
the hindrances to FDP/IDP learner buy-in stems from new faculty resisting their
demotion to ‘student’ in such programs when they are supposed to be ‘teachers’. The
authors’ work indicates the biggest stumbling block for new CCls stems from
perceiving these two roles as mutually exclusive. Many of my research participants
initially saw an acute distance between teaching and learning, as if their content
expertise would somehow magically transport them to become effective teachers of
adult learners without a struggle. Unanticipated ‘little’ challenges such as classroom
management suddenly morphed into chaos and brought on the debilitating self-doubt
of impostor syndrome. Boundary crossing between multiple roles (teacher, learner,
and content expert) became even more obscured when personal professional
expectations suddenly went from ‘how hard can this be?’ to ‘what the heck do I do

now’?
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Motivation for learning is another consideration. Many research participants
became frustrated with their IDP experiences from the start. For example, Leland
lamented not understanding classroom management before he stepped into his first
classroom, and both Anne and Julie had to learn how to cope with reluctant learners
on the fly. A contextual disconnect loomed for them and other participants since the
theoretical learning came post-experience, something that could undermine
motivation to foster learn engagement (Foley & Kaiser, 2013; Wlodkowski, 1985,
2003).

Many of my research participants were devastated by their initial forays into
adult education. As new CCls they were confident in their content expertise and years
of field experience, but then ran headlong into disorientation, incongruity, and a sense
of powerlessness in their new classroom-workplace settings. From this perspective, a
baptism-by-fire induction to teaching seems to provide both a disservice and a much
needed service to new CCIs when it comes to personal professional identity
development; both of which stem from the opportunity for them to realize what they
do not yet know about their new profession. As a disservice this practice can seem a
harsh way to treat new employees, thrusting them into their new positions without
much opportunity to prepare; yet what is the alternative?

Most participants found their initial teaching experience humbling and
frustrating, and they knew more of the same would follow in the next hour, day and
week. As a service, that abrupt onset of self-as-teacher affords new CCls an
opportunity to self-identify as someone who needs help surviving their initial
workplace transitions. They become polarized between two concurrent senses of self,
one the adept content expert, the other a novice CCI. Mentors, networking and other

informal learning relationships can help ease the immediate conundrums, but
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participants were also required to become mentors just as quickly as they became
teachers. Formal IDPs situate new CCls in a learning cohort, regardless of their
backgrounds or content expertise, and that can eventually bridge the distance between
their teacher and adult learner roles; but that takes time.
5.2.3 Transformational Identity Development

Data analysis discussion regarding the importance of emotion in identity
transformation development underscored the need for a reexamination of Mezirowian
TL theory, and perhaps TL theory on the whole. Several alternative academic theories
were reviewed (e.g., Boyd & Meyers, 1988; Kegan, 1982, 1994; Kovan & Dirkx,
2003; Illeris, 2014; M. Taylor, 1986) all of which reached similar conclusions
regarding the reconciliation of emotional imbalances that coincide with assimilating
new cognitive constructs, and thus are of intrinsic value to CCIs’ professional identity
development. My research participants recounted both positive meaningful emotional
connections (e.g., cohorts, common-purpose groups, mentors) and negative self-
defeating emotional imbalances (e.g., imposter syndrome, classroom management,
identity duality) during their initial forays as CCls. However, the meaningful ‘good’
did not outweigh the self-defeating ‘bad’ as negative experiences appeared to remain
close to the surface even years later, and the learning experience connected with the
‘bad’ did not seem diminished by either time or the positive learning resulting from it.

Research findings suggest any and/or all of alternative transitional learning
theories’ frameworks can just as easily be applied when it comes to transformational
identity development discussions. For example, Boyd and Myers (1988) divide the
purposive view into workable differentiations early in life and meaningful integrations
later in life, but the majority of new CCls come to their new vocations in mid-life. In

that intervening time, they develop professional skills, competencies and experience,
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and the professional identity that is a combination of these aspects; however, as new
CCls they have little time between a workable variation and its integration into
practice. New CCls usually hit the ground running and are expected to incorporate
work differentiations on the fly, and those integrations need to be sufficiently
established to create learning opportunities for their students.

The structural view recognizes the effect of a new employment culture (i.e.,
college campus) as fundamentally different to previous workplace perspectives, new
points of view that need to be assimilated and accommodated under new work-culture
rubrics. Dynamic components, such as cohort, common-purpose groups and collegial
mentorship, paired with new CCIs’ extensive professional content expertise form an
admixture that help bring about personal workplace identity transformations, i.e., all
these experiences start coming to together for each new CCI as s/he becomes
accustomed to new working groups, new work colleagues, and new overall working
(teaching) and learning environments.

New CCIs’ content view, what Boyd and Myers (1988) identify as the
“personal unconscious content” (p. 273), can be troublesome for a number of reasons:
for example, lack of teaching experience can bring repressed experiences of ‘teacher’
archetypes to the surface and lead back to personal misery based on individual K-12
or other schooling memories; inexperience with basic ‘teacher’ skills, such as
classroom management, talking to groups or managing reluctant learners, can leave
new teachers feeling like frauds; and mandatory IDP summer courses can lead to
‘back to school’ resentment for these experienced mid-life professionals, especially if
they do not find course content helpful or engaging. However, content points of view
did not always create negative behaviour reactions for research participants. Those

who had some previous teaching experience or made the move from part-time to full-
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time instructors seemed to have less difficulty managing unreserved or uncontrollable
feelings of ‘teacher’ inadequacy.

Discernment, not critical reflection, governs the executive view and leads to
“contemplative insight, a personal illumination gained by putting things together and
seeing them in their relational wholeness” (p. 274) as a way of knowing that enables
us to “be in union with ourselves and our world” (p. 275). This stage of
transformative education leads to a learning conundrum between two fundamental
impulses: “one insisting that the status quo be maintained at all costs, the other calling
for an end to the present order of things” (p. 276).

Discernment for new CCls comes down to two conflicting self-identity
perceptions: on the one hand, they are well-established, knowledgeable professionals
with years of practical experience and a desire to share what they know with learners
new to the field; the other puts the former self-perception to the test in a completely
new workplace with its different work culture, a situation that can lead to feelings of
personal and professional inadequacy, while still maintaining the desire to share their
experience with others (i.e., teach). This internal struggle leads to what the authors
call ‘grief work’, a situation that has to be resolved if a new/evolved sense of self-
identity is to prevail.

The process point of view allows the new sense of self to grieve for the old
one, i.e., the psycho-spiritual loss of personal professional distinction that emerges
through discernment and grief work. The process view consists of three components:
receptivity, a period of listening to all components of the inner self; recognition, as we
become more receptive to who or what we are becoming; and grieving, an extra-
rational internal argument that welcomes to ‘new’ self and bids farewell to the older

version, i.e., grieves over its loss. The inclusion of grief work in transformative
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education theory links internal emotional struggle to changes in self-perception, an
important connection when considering how new CCls learn to manage not only their
change in employment but their shifts in professional identity. They are hired because
of their expertise, but that sense of professional skills competency is immediately
challenged when they walk into that first classroom. Gone is the self-confident expert
who woke every workday with a sense of congruence based on all those years of
experience, to be replaced by someone they do not yet know but have chosen to
become. Once in the classroom, they have to deal with not only their own sense of
personal incongruence (e.g., impostorship), but are plunged into an overwhelming
amount of ‘newness’: they often start mid-term taking over from another CCIl and
work off that person’s course syllabus, they have to manage their brand new
workspace, and they have to provide an engaging learning environment for all the
expectant students staring back at them.

Boyd and Myers’ (1988) five points of view create a more holistic view of
personal transformation than Mezirow’s rational-centred understanding of
disorienting dilemmas leading to perspective shifts, ideas that share common ground
with Chickering and Reisser (1993) and Kovan and Dirkx (2003). While Mezirow
(1991) acknowledges that disorienting dilemmas create painful challenges as part of
the TL structure that “often call into question deeply held personal values and threaten
our very sense of self” (p. 168), he stops short of establishing the crucial connection
between emotional upheaval and meaning making in the transformative process, and
thus does not make that integral link in the re-shaping and growth of self-identity, a
link that appears integral for research participants if they are to make a successful

transition from content expert to novice instructor.
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Finding appropriate descriptive terminology regarding CCIs’ individual
learning outcomes from highly emotional teaching and learning experiences remains a
challenge; however, Illeris’s (2014) suggestion to replace ‘transformative’ in TL
theory with ‘identity’ opens an intriguing option for discussions on understanding
teachers’ professional development and identity shifts. Illeris (2014) challenged TL
theory from an epistemological perspective when he observed that any new meaning
making that fell outside the three areas determined by Mezirowian theory (i.e.,
instrumental, communicative, and emancipatory) must then be non-transformative by
nature. If the move from content expert to CCl is viewed on the whole as an
emotionally turbulent and cognitively confusing personal professional journey, every
experience they go through along the way can be viewed as transformative. That
would be fine were it not for one participant’s experience. Out of all 12 participants
only Serena appears to have found the transition from part-time to full-time instructor
a relatively seamless one: the remaining 11 all experienced frustration, anxiety and
trepidation — even those with previous teaching experience. The bounded definition of
TL suggested by Illeris (2014) would put Serena’s experience outside the boundaries
of its characterization (i.e., non-transformational), where the similar experience for
the other 11 participants would meet all the Mezirowian criteria for orienting
dilemma-perspective shift (excluding the emotional component).

Serena’s smooth transitional experience raises several possible explanations:
1) she had forgotten or was in denial about her transitional experiences; 2) she had
somehow reduced or otherwise reconciled any emotional or cognitive confusion over
time as she settled into her full-time position; 3) her time as a student in her program
and/or subsequent part-time teaching experience better prepared her for full-time

placement (however, the same was not true for Anne); 4) she was somehow just better
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able to assign a growing-pains reaction to her transitional circumstances; or 5) she had
a really good mentor who provided appropriate context for a proportional response to
her experiences. All of the above are possible, either separately or jointly, but none
are conclusive.

Rebranding TL theory is not the focus of my investigation, but data analysis of
CCIs’ ‘teacher’ identity transformations and the review of the corresponding
academic discourse in Chapter Two suggests that ‘transformative learning’ in its
original Mezirowian construct is perhaps outmoded. Moreover, the term
‘transformative learning’ has lost much of its original integrity on a wider social scale
as it has become part of the greater collective speak in the years since Mezirow (1978)
first published his theory. It can often be heard used indiscriminately by public figures
who have no actual knowledge of its applications, thus reducing the term to a
buzzword or social meme.
5.2.4 Section Summary

Data analysis indicates that the challenge for new CCls lies in three conflicting
‘person and context’ conditions. First, their content expertise and years of practical
experience remain part of their initial ‘work’ identity when they enter the classroom,
so original identities are not so much challenged as they are re-applied; however, this
change is not simple or easy, nor as reductive as it might appear on paper. Such a
skills re-application is tantamount to asking a professional ice hockey player to teach
competitive figure skating: both require a mastery of skating skill sets, but the major
similarities end there since the desired learning outcomes are wildly different. Second,
new CCls are often dropped into an existing program mid-term and expected to just
pick up where someone else left off. Staying with the metaphor, the hockey player is

suddenly asked to teach a group of young skating hopefuls in mid-season, which
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means quitting the hockey team to teach individual skaters at different ability levels
how to do a triple-axel, and all this while the parents look on from the stands — after
all, they paid for their child’s lessons. Third, after a short experience with teaching,
new CCls are required to remain in the classroom setting over their first few
summers, but now they are students in their respective IDPs, not the teachers. Our
hockey player is now learning how to teach skating hopefuls but, on the grass, not the
ice.

If research data are analyzed using this ice skating metaphor lens, it helps
reduce the level of existing descriptive academic vocabulary, since terminology is so
diverse it can get in the way of actually discussing the nature of identity change for
new CCls; i.e., all the applied language fits, but it does not adequately capture the
complexities of their multiple concurrent transitions. CCls are hired by colleges
because they are outstanding in their original occupations, and that level of talent does
not come without the ability to think critically, act responsibly, and practice with
confidence. However, once they become CCls, it can feel as if everything they know
now has to be conveyed in a different language, one with which they have little
familiarity.

Data sets identified in Chapter Four (Table 2 and Table 3) indicate many
factors are included in CCIs’ professional identity development, including: positive
relationships (e.g., mentoring and networking), learning to manage during personal
professional struggles (e.g., reluctant learners), recognizing the development of
personal professional skills and competencies (e.g., students’ skills acquisition),
recognition of shifts in self-perception (e.g., identity crisis vs positive ‘teacher’
moments), and the importance of critical self-reflective practice as a way to put

personal perspective transformations into their appropriate professional contexts.
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Mitchell (1996) describes teaching “as having professional norms of isolation
and privacy” (p. 1). As teachers, no matter how much we work with others, most of us
work alone in our classroom practice, no matter how ‘classroom’ is perceived: face-
to-face, audio-conference, blended methods, or solely online. New CCls immediately
become part of a campus faculty, and there is some comfort in that as they also
immediately become part of a common-purpose group; they are connected to others in
similar trainee situations through IDP courses, so become part of a learning cohort;
they are mentored by other CCls with more experience, retain network connections,
and have institutional support when they are teaching, and all of this provides
excellent support — but it all happens outside their teaching classrooms. When they
come to their first experience as CCls, no matter how much support exists on the
other side of the door, they are alone, and that is their first new ‘work’ experience and
their first step toward identity change.

Research initiatives into identity development theories for new faculty
members span the globe (Barabasch & Watt-Malcolm, 2013; Braverman, 2013;
Chappell, 1999; Fejes & Kdpsén, 2014; Fugate & Amey, 2000; Howard & Taber,
2010); however, the majority focus on professional development as a means to
achieve that end rather than focusing on personal issues, such as: motivations behind
the career change, the importance of interpersonal relationships (mentors and network
partners), identity duality, or the intrinsic role of emotion in making the transition
from content expert to teacher. Research literature in those areas falls under adult
education theories (e.g., Carusetta & Cranton, 2009; Foley & Kaiser, 2013; Illeris,
2014; Kovan & Dirkx, 2003; Wlodkowski, 1985, 2003), but is not often integrated
into professional identity development. My own research findings indicate new CCls

need the ability to overcome the disorienting dilemmas (Kovan & Dirkx, 2003;
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Mezirow, 1978, 1991), changes in discernment (Boyd & Meyers, 1988), phase
transitions (M. Taylor, 1986), or assimilative shift experiences (Kegan, 1982, 1994;
Ileris, 2014) that provide the cognitive and emotional building blocks that drive
professional identity transformations, which makes them integral to professional
development practices as well.

Becoming an adult educator was an entirely different career focus for all new
CCls, even if they did not recognize it as their new vocation at the time. If shifts or
advancements in professional identity development are viewed as a dynamic objective
for CCIs’ personal growth and professional training, IDP professional developers and
instructors can help new CClIs work toward this purpose, rather than its current place
as an unintended byproduct. Resistance to role relegation from ‘teacher’ to ‘student’
could be reversed to buy-in if new CCls understand from the outset that teacher
training (IDPs) is an integral part of their professional development. Data suggests it
is not enough that IDP developers understand the change in self-identity is a potential
consequence or unintended by-product to the programs; it needs to be reflected in
learning objectives and openly recognized as part of IDP learning outcomes.

Acknowledging the emotional connections made through informal learning
opportunities and the equally self-deprecating disconnections associated with formal
learning programs could help to reduce overwhelming panic and anxiety if new CClIs
understand it is part of the professional identity development process. Such
recognition, however, does not dispute the experiential learning value of baptism-by-
fire practices for gathering much needed classroom experience for new CCls or the
importance of individual mentorship during their first few years. This type of
induction seems a necessary practice for new CCls to recognize what they do not yet

know about teaching adult learners. Dropping new CCIs into existing programs mid-

233



term could possibly amplify sensations of frustration, anxiety, panic and self-doubt,

but it could also help create initial buy-in for IDPs as a solution to those issues.
5.3 Professional Development Practices

The previous section provided discussion on professional identity
development for new CCls and all it entails on a personal level but did not cover
analysis of research participants’ stories regarding their professional development
experience in IDPs. Previous data analysis discussions identified the importance of
recognizing distressing emotions as an integral part of the professional identity
transformation developmental process; the importance understanding CCIs’ identity
duality as teachers and learners, experts and novices, and mentors and mentees.
However, research participants raised several issues regarding their personal
experiences in overall training and development institutional practices that merit
consideration as a separate discussion on institutional professional development
practices regarding the following issues: IDP as a professional development
experience, difficulties raised regarding prior learning assessment (PLA), and
discrimination in the ranks as new CCls try to find their place in overall institutional
perspectives. Participants’ reactions to their IDPs was discussed briefly in Chapter
Four regarding multi-tiered relationships as a developmental factor in foundational
themes and as part of CCIs’ developing their teaching skills and competencies as one
of the collective adult learning and development themes, but not from an overall
professional development perspective.

How we develop and acquire any skill set is a matter of considerable academic
debate (see Dall’Alba & Sandberg, 2006), and one that often begins with observing
children and how they learn to operate in the world around them (e.g., Dewey, 1925,

1938; Piaget, 1983; Vygotsky in Warford, 2009). Knowles’ (1978, 1980) theory of
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andragogy changed teaching and learning practices in adult education as the overall
educational focus shifted from what is taught — a teacher-centred teaching model — to
what is learned: a learner-centred learning model (Daley, 2003; Merriam & Cafarella,
1999). Discussions in the previous section suggest a similar model needs to be
activated in faculty development programs, such as IDPs created for new CClIs, with
recognition that these instructors are also adult learners. That designation can create
push-back from new CCls, such as the resistance to being perceived as ‘students’
(Howard & Taber, 2010), as they try to (re)balance the substantial change in their
professional practice (content expert to novice instructor), assimilate their new
workplace settings and practice on the fly (baptism by fire), cope with unanticipated
classroom problems (classroom management, reluctant learners), and create a positive
learning environment for their students. Essentially, they have to re-learn how to
operate in the world around them since almost everything around them is now ‘new’
(re: Dewey, 1925, 1938; Piaget, 1983; Vygotsky in Warford, 2009), but this time as
mid-life aged adults with significant amounts of life experience (Cranton, 2009;
Lawler, 2003).

Value acknowledgement of professional development (PD) programs as
essential to faculty development at any post-secondary institution, such as UNB’s
DUT program and TAFE/VET training in the E.U., is borne out by their existence;
i.e., if institutions did not perceive them as valuable, they would not exist. The logic is
hard to argue against given the costs involved in training new hires, such as: course
tuition, accommodation and travel reimbursements, the human resources needed to
run PD programs, and classroom allocation and/or access to online learning platforms

(e.g., Desire2Learn or Blackboard). Expenditures have little to do with actual
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professional development and/or learning transfer for post-secondary new hires, but it
does demonstrate institutional value of IDPs — even if it is just a monetary one.
Research participants identified three specific problem areas in their IDPs:
understanding the value behind IDP courses as part of their professional development
training, difficulties with PLA access and its administration, and systemic
discrimination within the ranks. Challenges like these need to be put into perspective,
but CCIs’ voices also need to be heard if faculty developers and post-secondary
institutions want to provide ‘better-trained’ instructors (Fejes & Kopsén 2014) that
help prepare their students to become job-ready graduates.
5.3.1 IDP as a Professional Development Experience: The Plumbers Who Cried
Research participants were initially asked about their experiences in their IDPs
to gauge how they felt at the beginning of the new careers and not in the interest of
investigating program efficacies; however, participants’ feelings regarding whether
their program ‘hit or missed’ did surface and are part of the individual professional
transition/personal transformation experience from content expert to novice CCI.
Participant views regarding their respective programs were divided, with about half
finding their program helpful and the other half finding it a frustrating rite of passage
they had to endure to stay employed (although some of them did find positive
moments on reflection). The focus of this section is on several negative comments
made or situations described in an effort to understand what went wrong and why. It
is by no means a condemnation of IDPs, rather an in-depth look into how and why
unhelpful conditions occur so that they might be avoided in future. Discussions that
follow include concerns around institutional practices, inclusion of CCls as

stakeholders, and academic discrimination.
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5.3.1.1 Institutional Practices & Workplace Concerns

Discussion in the previous section (5.2) suggests that the importance of
emotion in learning cannot be underestimated, but that statement reflects the
objectivity of an observer (me) and not of those who experienced the emotional
upheaval (research participants). Sometimes personal reflection produced a negative
recollection during the interviews with participants. Even the six who found their
IDPs helpful also identified moments of great frustration throughout the process.
Three areas for developmental concern emerged: inconsistent workplace practices,
burnout/exhaustion, and academic unpreparedness. Some participants’ quotes and
stories found in Chapter Four are re-visited in this section, so some overlap might
exist, but repetition is necessary to put discussion into context. Analyses of their PD
experiences require their perspectives and contexts if their voices are to be heard.

Several of Sophie’s stories indicated learners’ challenges in IDP she either
witnessed or experienced first-hand: inconsistent workplace policies and practices that
contributed to further emotional strain, and systemic discrimination. Systemic
discrimination is addressed in a later section, so here the focus is on inconsistent (and
often unmanageable) IDP working conditions, institutional program expectations, and
added emotional strain. A regular workweek for CCls revolves around time allotment:
time in the classroom teaching, non-teaching time blocks (i.e., a free period)
scheduled for class prep and/or grades assessments, and time for lunch, breaks,
meetings and the like, all accomplished within eight-hour workdays five days per
week. Work time has long been represented and understood according to this model;
for example, at UNB 37.5 hours per week is the standard ‘time-in’ institutional
expectation for most employees, excluding one-hour lunches and breaks. Sophie had

become accustomed to this work-time model through previous employment, so
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carried those expectations forward as a new CCI. What she did not expect was a
contradiction between time-in expectations for employees and a much greater
expectancy of time dedication during her IDP training:

That started to become clear for me at CCEDP, because we would be in class

for eight hours, and then there would be homework. I was like, fuck that. Nuh-

uh, no. I am a unionized worker. The labour movement, the people who
brought you weekends and the 8-hour workday? I will work for 8 hours, and |
will work hard, but I will not work for more than 8 hours unless you pay me
time and a half... My attitude was, any homework that could get done in that

8 hours is going to get done. If it can’t get done in that 8 hours, it’s not going

to get done.

All 12 research participants belong to a provincial union®® as part of their
employee collective agreements. Normal worktimes would be established by
collective agreements, but to date no information is available regarding standardized
workhours during training or professional development hours. The issue was not
raised by me during interviews since workplace demands versus union policies were
not within the scope of the research. That being said, what Sophie described made for
long, mandatory learning-workdays in a classroom with homework to do in the
afterhours. The situation described by Sophie suggests an inconsistency of
institutional workplace practice exists for new CCls. As in-service instructors, they
are expected to work an eight-hour day five days per week. As adult learners in IDPs
they are still paid by their institutions, but the demands on their time increase along

with how that time is to be spent.

'8 New Brunswick Union for CCls at NBCC and NBCCD (see
http://www.nbu.ca/joomla/index.php?option=com_k2&view=item&id=2675:nbcc-education-
instructional&Itemid=159&lang=en for further information); and Nova Scotia Community College
Academic Union for CCls at NSCC (see https://nsccau.ca/ for further information).
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My research thus far has indicated two important emotional considerations for
CCls in the IDPs: first, initial emotional distress (e.g., new job stress, professional
identity shifts from content expert to novice instructor, and classroom issues) for new
CCls during their first round of teaching; and second, struggles through professional
identity transformation as novice teachers become mandatory adult learners in their
first summer in IDP course. However, what has not yet been factored in are mental
and physical exhaustion created by over-work, especially during their first round of
IDP courses. This requires a short literature review to provide context for the
discussion.

Research into how exhaustion, for whatever reason(s), affects our ability to
function adequately in the workplace started as early as the 1920s (Griffith, Kerr,
Mayo & Topol, 1950). The research area later expanded to include studies on post-
secondary students and their potential for ‘burnout’ (Alarcon, Edwards & Menke,
2011; Cushman & West, 2006). Alarcon, et al. (2011) and Cushman and West (2006)
both conducted research into ‘burnout’ (exhaustion) issues for post-secondary
students and the push-pull that exists between burnout (loss) and engagement (gain):
students want to do well, but often find themselves unable to engage. Alarcon et al.
(2011) surveyed 454 students at a mid-west U.S. university to test conservation of
resources theory which suggests “four types of resources predict strain and optimal
functioning: objects, conditions, personal characteristics, and energies” (p. 212). The
shorthand version of the theory is when resources are lost, threatened or otherwise
diminished, stress occurs and people become disengaged. Cushman and West (2006)
surveyed 354 students at a New England university to determine how student burnout
originates and determined five categories of antecedent conditions: “assignment

overload, outside influences, lack of personal motivation, mental and physical health,
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and instructor attitude and behavior” (p. 23). Both sets of research indicate student
burnout conditions stem from either internal or external locus of control factors
(Rotter, 1966): those that exist outside our power to control (external), such as
physical objects, inherent conditions, assignment overload, outside influences, and
instructor behaviour; and those we can control (internal), such as personal
characteristics, mental energies and physical health.

CCls in their IDP courses run into the same problems identified in the
literature: they have no control over existing conditions (such as where, when or how
a course is delivered), assignment load, outside influences (such as family), or
instructor attitude and behavior. What they can control, such as personal
characteristics, internal motivation, mental energies and physical health, can be easily
diminished by external locus influences (Rotter, 1966). However, another disconnect
existed for my research participants: as mid-life aged adults they were more
accustomed to greater control over both their external loci based on their years of
expertise and experience prior to becoming CCls; but, as adult learners in IDPs they
could no longer regulate many of those externals.

In re-visiting Sophie’s comments about her fellow learners’ difficulty
understanding a different context for ‘reflection’, the emotional strain stems not only
from frustration and confusion, but physical exhaustion as well. Personal and
professional time demands are well documented issues for adult learners (Kegan,
1994; Knowles, 1978; D. MacKeracher, 2004): work, parenthood, leisure and other
potential activities dominate our waking hours. Adding demands for return to learning
(readings, reflections and assignments) only compounds pre-existing concerns, and
for those who are ‘academically unprepared’ it can be overwhelming (Isserlis, 2008).

Sophie’s comments help put academic unpreparedness into context:
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Being students together really was informative, because many of us stayed in
the residence of the Truro campus when we took those courses. That’s when
people would do their homework, right? And people who had gone into the
trades because they had been streamed in high school, because they had never
really gotten comfortable with reading and writing, but were genius plumbers,
were like crying in their dorm rooms over this one paragraph “reflection” that
they had to write. Like, what even is a reflection? Is it a thing in a mirror?!
Genius plumbers crying over not understanding one word tends more toward burnout
issues rather than a singular reaction to just one assignment. All research participants
completed a semester or two of teaching before their first summer in their IDP. In that
time, they experienced baptism-by-fire induction to teaching, classroom management
issues, new job stress, and identity issues (both impostorship and the onset of
professional identity transformation) alongside developing new skills and
competencies for their new careers. Burnout seems one likely cause behind the
plumbers’ tears.

Academic unpreparedness for adult learners was another consideration, but
one difficult to find within the academic literature. Relevant research came from
Isserlis (2008) and her investigations into the difficulties academically unprepared
adult learners often face in returning to learning. She looked at their challenges from
multiple perspectives: adult basic education (ABE), including job re-training;
newcomers who face language barriers and differing cultural practices; and those who
have escaped abusive relationships and are trying to re-establish their places in the
world. Germane to this discussion, her work highlights academic unpreparedness for
adults who were socially promoted throughout high school just to get them through

(i.e., and out of) the secondary school system. Isserlis’ (2008) descriptions correspond
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to those colleagues Sophie referred to as “streamed in high school”, young people
who were pointed toward hands-on trades rather than an academic stream; therefore,
not having the appropriate academic context for the ‘reflection’ exercise contributed
to making the genius plumbers start to cry. Data analysis suggests that, on top of
everything else, they were suffering from exhaustion; however, this is an assumptive
conclusion based on participants’ accounts.

Drawing a conclusion about the consequential physical and mental exhaustion
of so much dichotomous existence is an assumption worth exploring. Based on
Sophie’s story of the genius plumbers, the research into post-secondary student
burnout, and my research conclusions thus far several contributing factors are in play
behind those tears: mental and physical exhaustion (burnout) resulting from
inconsistent workplace practices (i.e., an eight-hour workday changes to an eight-hour
learning-day compounded by hours of homework during the evenings), academic
unpreparedness, and moreover being away from family and friends and a regular
routine created similar burnout conditions described by Kovan and Dirkx (2003).

Sophie’s ‘plumbers who cried’ represents the possibility that neglect of adult
education principles and adult learner considerations exists in IDPs, ideas that have
guided adult teaching and learning practice since the early 1970s (Knowles, 1978;
Kidd, 1973; Knox, 1977). However, this is not an exercise in finger-pointing and
King and Lawler (2003a) might have identified the biggest contributing factor in
creating such conditions: FDP programs are designed to value institutional needs
above those for new faculty. Their study tracked the historical expansion of
professional development in adult education literature from its early days as moving
from a discipline-specific application to the current focus on who is being taught;

however, this learner-centred focus is often disregarded in professional development
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programs for adult educators (King & Lawler, 2003a). Further, when professional
development programs are designed around institutional policies and financial bottom
lines, IDPs become a for-profit means to an end and run the risk of reverting back to
Freire’s (1972) ‘banking concept’ of workplace education where CCls receive a
dictated curriculum determined by institutional budgets and not designed around
encouragement for professional growth.

King and Lawler’s (2003a) research suggest their study’s faculty developers
rank institutional needs ahead of providing actual tools and resources for new faculty,
and in doing so contradict the adult education principles originally proposed by
Knowles’ (1978) andragogy theory. FDPs/IDPs are supposed to value the learning
needs of new faculty (e.g., new CClIs), so it only makes sense to appreciate those new
hires from an adult learning and development perspective (Boxler, 2004: Kiely,
Sandmann & Truluck, 2004; Merriam, 2001, 2008; Tough, 1999) and develop
programs that treat them as adult learners (Lawler, 2003).

Take away implications from King and Lawler’s (2003a) research regarding
professional development for new CCls are considerable here. Faculty developers
surveyed appear to regard new faculty as a means to an institutional end, i.e., post-
secondary educational program graduates. However, positioning new faculty in such a
way makes them about as integral to overall operation as Chappell’s (1999) TAFE
instructors discussed in Chapter Four. Attention directed at CCIs’ professional self-
development did not rank anywhere in respondents’ concerns for King and Lawler’s
(2003a) best practices, goals or purposes in FDPs, indicating by implication that new
faculty are not really a consideration in professional development programs. This type

of practice undercuts Fejes and Kdpsén’s (2014) suggestion that if the institutional

243



goal is to provide better-trained job-ready graduates for a global market, it needs
better trained instructors.

Howard and Taber’s (2010) research offers further insights into CCI
professional development. Their initial research investigated the experiences of 29
adult educators in the Ontario community college system and the ways in which their
experiences “connected to adult education literature and to the field of adult education
itself” (p. 37). Out of this diverse group the authors took on a second project: they
tracked down the only four group participants who were faculty developers and
completed in-depth interviews with this smaller group regarding their experiences
teaching teachers. All four of their participants held advanced degrees, but only two
held them in adult education. Their interview data generated diverse personal stories
regarding faculty development practices, but with surprisingly consistent themes
about both supportive and inhibitive learning engagement practices. Those that
supported learning comprised “engagement and applied learning; reflective practice;
and, change, growth and transformative practices”, while those deemed inhibitive
were “resistance and organizational constraints” (p. 38).

Supportive practices included: establishing learners as learning partners
directly involved in their own learning by offering choices in delivery methods and
applied assignments, challenging existing paradigm interpretations to foster cognitive
and emotional growth, engaging in critical reflective practice as a means to overcome
any buy-in resistance and to integrate theory with practice, and providing an adult
education context to PD content development. Resistance issues generally involved
the overall reluctance of faculty members to learn anything new about their practice,
thinking that their credentials and content expertise will “somehow translate into

effective teaching skills” (Howard & Taber, 2010, p. 42); something that was also
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inherent for some of my own research participants when they started their IDPs.
Organizational constraints manifested as mandatory and continuous changes being
made to overall programs, such as: a) watered-down content, b) reduced hours of
contact, and c) restricted training schedules, all of which increased overall pressure
and anxiety for both faculty developers and teacher-learners. Changes in institutional
hierarchy saw reduced program buy-in from college administrators and conflict
between union and management over workload issues added further stress for FDP
developers.

Howard and Taber’s (2010) results are somewhat of a counterpoint to King
and Lawler’s (2003b) results: faculty developers in Howard and Taber’s (2010)
research recognized the value inherent in treating new faculty as adult learners despite
organizational constraints. Their participants made every effort to implement FDPs as
learning partnerships that included self-directed content and critical reflection
throughout the program. The juxtaposition between the two sets of research is
difficult to reconcile: perhaps if King and Lawler (2003a) had surveyed only faculty
developers, results might rank differently; perhaps if Howard and Taber (2010) re-
interviewed all 29 of their original participants (including administrators), resulting
themes would have aligned more with King and Lawler’s (2003a) results. However,
supposition regarding possible shifts in outcome percentages gets us no closer to
understanding why the genius plumbers cried while trying to fathom their IDP
homework.

My research participants’ stories provide many stories of struggle, frustration
and despair, but Sophie’s story of the genius plumbers who cried really resonated with
me. No one incident or condition within the existing literature and the participants’

transcripts can pinpoint the cause of those tears, but rather they all do. CCls carry the
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full institutional weight on their shoulders as the front-line representatives of their
colleges’ reputations, brands and adult educators. However, inconsistent workplace
practices only compound confusion around professional identity transformations,
overwork creates a tendency for burnout and overall exhaustion, and academic
unpreparedness needs to be a consideration for any adult learning program. ‘Know
your audience’ is the first principle in an information exchange setting and is vitally
important to adult learner engagement and motivation (Foley & Kaiser, 2013;
Wlodkowski, 2003). Wlodkowski (2003) writes: “Professional development is an
arena where emotional reactions to instruction can heighten or dampen an individual’s
desire to learn” (p. 39). Sophie’s story of the genius plumbers is indicative of just how
easily one misunderstanding can derail motivation and intention. The plumbers did
not disregard their homework assignment; in fact, their efforts are an indication of
their dedication to their professional development as CCls.

Overall data analysis regarding identity transformation development indicates
three foundational areas for professional development consideration in this section:
first, some levels of emotional imbalance and cognitive distortion are essential
components of learning and are integral to any meaningful identity transformation
process; second, professional identity development needs to be a learning objective
for IDPs courses, not just an unintended byproduct; and third, CCIs need to be
included among the other community college stakeholders.
5.2.2.4 CCls as Stakeholders

Recognizing CCls as stakeholders in the overall college community makes
sense from both professional development and identity development perspectives.
While not an issue directly addressed by any of my research participants, the weight

that rests on their classroom efforts was and that load likely heightened initial job-
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performance anxiety (impostor-hood) and subsequent new-job-related stress (Bothello
& Roulet, 2019; Cuddy, 2019; Kolligian & Sternberg, 1991; Winnicott, 1965).
Chappell’s (1999) discussion on TAFE teachers’ reactions to internal college policy
changes that denied any input from them regarding front-line cause-and-effect issues
such initiatives would create demonstrates the need for CCIs’ inclusion in such
decision making. Excluding instructors from the decision-making process essentially
dismissed their active roles in producing better trained, job-ready graduates as
inconsequential, and thus diminished their identities as meaningful contributors to
their colleges’ front-line ‘product’. Including instructors as vital and essential to
educational program delivery fosters belongingness, recognizes them as valued
members of the stakeholder group and raises workplace morale, so it stands to reason
that identification as a member furthers professional identity development. From a
holistic perspective, their inclusion completes the stakeholder circle and creates the
potential for greater buy-in through including CCls as members of stakeholder
groups.

Analysis of the data and review of the related literature suggested FDPs/IDPs
need to become more holistic and include professional identity development as a
learning objective for these programs. In many ways the groundwork for its inclusion
already exists in CCIs’ motivations for career change since each research participant
actively chose to change career paths. Institutions need well-trained instructors if they
want to produce well-trained graduates, but sadly my own research findings indicate
CCls and their counterparts elsewhere (e.g., VET instructors) are often a disregarded
element in any institutional push to produce better trained, job-ready graduates of

educational programs.
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5.3.2 PLA as Professional Recognition

Several of my research participants hold undergraduate, graduate degrees or
higher academic accreditation: Heather has both a B.Ed. and M.Ed., Chris a PhD in
hard science, and Bentley holds two graduate degrees in the social sciences; however,
none were granted PLA credits toward their respective IDPs. Adult education
practitioners generally hold PLA in high regard since developing the PLP requires
critical self-reflection (Klein-Collins & Wertheim, 2018; Snyman & van den Berg,
2018); values formal, informal, non-formal and all aspects of experiential learning
(Klein-Collins & Wertheim,2018); and is sometimes equated with the transformative
experience learning process (Stevens, Gerber & Hendra, 2010). PLA values previous
experiences as learning from life lessons, no matter how it is realized, since every
experience expands our understanding of the world and increases our capacity for
critical thinking.

Given the value placed on PLA in both the adult education literature and as a
common practice for adult learners at the postsecondary level, Chris’ and Sophie’s
accounts of institutional PLA practices for new CCls in section 4.2.1.2 was somewhat
puzzling. There is no question that colleges value the professional experience of new
CCls; it is why they are hired in the first place. However, getting academic
recognition for prior learning sounded like an onerous chore to be avoided. As Chris
put it, “you might as well just take the course” rather than go through the PLA process
that exists for new CCls.

My field notes record two big ‘why-s?” scribbled during both Chris’ and
Sophie’s interviews when the PLA topic arose. Investigation into PLA was not part of
the research design, nor was it a topic | pushed to explore; however, its inaccessibility

did come up during two interviews. | have no definitive answers to why access to
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PLA at NSCC is so difficult for new CCls, only anecdotal assumptions: everyone
takes the training — no exceptions. However, the ‘why’ remains until a conclusive
answer can be found, so is an area that requires further investigation.
5.3.3 Discrimination in the Ranks: Trades versus Academia

Social prejudice can be difficult to assess when we are not on the receiving
end of a disparity. Unless codified, such as the right to vote or denied access to
something based on ethnicity, issues of social preferment can go largely unrecognized
by dominant social groups (Mclntosh, 1990). Discrimination in CCI ranks was not
included in my original research design, but it was explicitly raised during one
interview and by implication in another. The inequalities could have been dismissed
as a one-off or just employee discontentment if not for the academic indications that
also pointed toward its existence. Discussions that follow are not about accusation or
blame but focus on conscious-raising and social justice; two social areas deeply
rooted in the adult education discourse (Freire, 1972; Jarvis, 2004; Scott, 2006;
Spencer & Lange, 2014). Fugate and Amey (2000) write: “an academic hierarchy
continues to exist in which certain kinds of educational experiences are valued and
promoted more than others” (p. 15). Academic discrimination is an unfortunate and
disheartening truism: ‘tradespeople’ are traditionally seen as poor relations in an
academic framework that can house its inhabitants for extensive periods of time,
depending on the pursuit. That this mindset would roll over into IDPs was
disheartening, but in retrospect not surprising.

Investigation into this issue began with a quote from Sophie in section 4.2.1.4
regarding the snub she intuited during her IDP experience based solely on her ‘trades’
background. Further review of interview transcripts identified a second instance of

this disparity that came up by implication from another participant (whose name is
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withheld to preserve his/her anonymity). We were talking his/her professional
development experience and s/he identified one particular group of his/her IDP
colleagues: “Well, you know, they were just mechanics or something. Of course it
was hard for them.” | did not press any further about the nature of what was difficult
or the inequality implied in those words, but in reviewing my field notes | had
commented her/his words struck an uncomfortable chord with me. I did not interpret
the remarks as outright derision, just dismissive. For whatever reason, it was her/his
honest reaction to a personal recollection.

| knew of academic discrimination from working for UNB over the years;
many a lofty PhD dismissing tradespeople simply because all are viewed as
‘streamed’ through high school and therefore not academics by nature; but I did not
know it existed within the community colleges too. The unbalanced schism between
trades professions that often require a two-year certificate and academic-based
professions that require an undergraduate degree at minimum all comes down to two
distinct issues: time and area of study. Time invested in successfully completing
accreditation (what is studied) is seen as a comparable justification to value one
profession over the other (Fugate & Amey, 2000) — i.e., academics are perceived as
spending more time honing their craft than tradespeople in their two-year programs —
and second, academics use their minds and think big thoughts instead of working with
their hands (and perhaps getting dirty in the doing). I used the term ‘unbalanced’
because to me that perception is false at its core. Tradespeople have to spend an
enormous amount of their post-graduation time honing their practice if they want to
achieve red seal status or gain any other type of recognition from professional
associations. So why is how one person invests time training for a vocation so much

more valued over another?
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One of Patricia Cranton’s (2009) many publications stands out in this
idealized academia-over-trades discussion. In her chapter she refers to her IDP
learners as ‘tradespeople’ who are “in the midst of a transition from a life working
with their hands and bodies to a life of working with their minds and voice” (p. 183);
she also characterizes them as people who have never been to an art gallery. She
continues the characterizations of her IDP learners based on gender: male CCls come
from a culture that “scorns soft hands...and values strength, calluses and muscles”
and “most often work only with other men”, while female CClIs “usually come from a
background of being in the helping professions or service industries” (p 183). While
Cranton (2009) likely meant no disparagement in any of these distinctions, that
trades-versus-academia disparity is there in her writing.

Further analysis of the data does not point to discriminatory practices as
pervasive in IDPs, but it does present itself in both participants’ stories and the
academic discourse. Social discrimination based on professional orientation is nothing
new (e.g., “First thing we do, let’s kill all the lawyers™)™, but research and discussion
on acknowledging its existence in professional development programs is scarce and
thus under-attended. Secondary school programs still ‘stream’ students based on skills
competencies gathered from pan-provincial test results, a practice that often
marginalizes young adults of low SES, and these young people are often racialized
(e.g., CBC, 2018). Academic unpreparedness is a recognized disadvantage for many
adults returning to learning later in life (e.g., Isserlis, 2008), so could contribute to
negative pigeon-holing in IDPs as years invested in classroom tutelage are idealized
when compared to years of professional hands-on experience spent honing skills and

expertise. MciIntosh’s (1990) meditation on ‘white privilege’ tell us what we carry in

¥ From Shakespeare’s Henry IV, Part 2, IV, ii, 73.
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our invisible socially-conditioned knapsacks can prevent us from being mindful of
artificially created unequal social standing, appreciating skill and mastery in
unfamiliar professional practices, and perhaps causing a disservice to others through
an unfortunate choice of words. Investigation into discrimination within the
institutional ranks was not part of the research design, so how to reconciliation the
disparity in terms of CCIs’ professional development must remain unresolved at this
time.

5.3.4 Section Summary

Data sets identified in Chapter Four indicated research participants valued
their IDP experiences differently (sometimes in retrospect), and those differences
stem from subjective appraisals of their experiences found within their individual
accounts. Discussions regarding IDP practices offer more in-depth explanations into
how and why things can (and do) get derailed by discussing IDP shortcomings from
the CCl-as-adult learner perspectives, issues supported by the academic discourse.
Themes related to inconsistent workplace practices, burnout and exhaustion, academic
unpreparedness, problems with PLA recognition, and discrimination in the ranks were
evident in research participants’ accounts and discussed according to possible
explanations found within the literature.

Inconsistent workplace themes were discussed from CCIs’ identity duality
view: they were expected to work according to one set of standards in their teacher
roles (i.e., a standard work week), but these same standards did not apply when they
became IDP learners. Efforts devoted to IDP learning seemed to demand not just
more of their time but asked them to think about what they were learning from a
different and often unfamiliar perspective, such as Sophie’s IDP colleagues: the

genius plumbers who cried. The fact that IDP adult learners became taxed to the point

252



of burnout and exhaustion was not surprising given the extent of weighty expectations
placed on their shoulders: they are hired as teachers only to then become adult
learners through compulsory professional development training programs; they are
treated as valued employees during the academic year, but demoted to ‘student’ their
first few summers with longer workhours; and help from experienced colleagues was
available during the academic year, but that did not appear to carry over to the IDP.
Areas of overlap in participants’ stories indicate all were dedicated to their work as
teachers, the work required to become teachers, and carried high expectations of
themselves in every role duality aspect; a few even reached a comfort level that
allowed them to introduce new ideas in their curricula and even new delivery locales
Misaligned expectations mixed with academic unpreparedness contributed to
frustration and anxiety, which in turn led to burnout for some. As is so often the case,
an admix of adult learners from so many different personal and professional
backgrounds, each accustomed to a specific workplace culture, makes creating a level
learning playing-field for everyone a challenge (lIsserlis, 2008; Tough, 1999). IDP
instructors and other faculty developers need to be aware of different learning
orientations (Daley, 1998; D. MacKeracher, 2004) if they are to design learner-
centred course activities that are engaging and sensitive to learners’ needs. A lack of
initial academic context for unfamiliar exercises, such as self-reflection, does not
necessarily need to create learner incongruity if faculty developers and IDP
instructors keep the unequal playing-field in mind. For example, explain self-refection
by bringing in a few mirrors and ask each CCI adult learner to look into it; not at their
clothes or hair, but at who they see staring back at them; now, describe that person.
Problems arising from PLA programs are somewhat difficult to assess

critically since data analysis can only point to possibilities based on participants’
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stories, and my own familiarity with only UNB’s program. I do not know how PLA
programs work within internalized programs at either NBCC or NSCC, but | do know
the option is there for learners who go through UNB’s adult education program
(including new CCls from NBCCD). Available data points to two possible solutions
that could resolve existing issues: 1) partnership with an adult education-based
institution outside the colleges, and 2) hiring IDP instructors who have strong adult
education backgrounds. Internalized programs can narrow the scope of quality
analysis and assurance as institutional blinders make holistic evaluations difficult:
being too close to the matter can make for a diminished perspective.

Reducing discrimination in the ranks is not an easy fix because of its social
development implications, but it is an issue that perhaps needs greater attention: no-
one likes to be marginalized, especially by people they see every day. People’s mind
sets are often a reflection of where and how they were raised (e.g., Knox, 1977,
Kegan, 1994); but, minds can be changed and perspectives expanded, and IDP
courses offer a place to start widening the professional context and attaching value for
everyone’s work experience. For example, short informative or demonstrative
presentations based on personal accounts of how each person reached their levels of
content expertise would provide a meaningful context to appreciate the other
professions within the college as a whole, not just as separate campuses.

Overall data analysis of professional development programs indicates that IDP
initiatives need to be understood as dynamic, holistic, on-going learning objectives
not an institutional means to an end. Not all is doom and gloom though, since all
research participants found something of value during their IDP experience, such as
solutions to classroom management issues. Adult education-based professional

development teaches new CCls about characteristics and needs of adult learners and
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provides tools such as assessment and evaluation for student learning evaluation, but
faculty developers and instructors need to be mindful that new CCls are adult learners

too.
5.4 Chapter Summary

Two predominant areas of development emerged from my research into the
professional transitions and personal transformations of new CCls as they move from
content experts to novice instructors: identity transformation development and
professional development (IDP) experiences. In-depth data analysis in this chapter
subsumed both foundational and collective themes identified in Chapter Four that
suggest the two areas require continued institutional support and attention. The
solution to how community colleges can graduate better job-ready, highly qualified
students from their educational programs is to engender better trained college
instructors through professional development programs. This chapter is not meant to
be an indictment, but rather an objective discussion of themes arising from the data.

Identity issues (its duality and transformation development) and professional
development have been the central issues in this chapter. Emergent data and analysis
of data sets from themes identified in Chapter Four indicate both areas are focal points
in my research investigation on professional transitions and personal transformations
of research participants as they went from content experts to novice CCls. Their
decisions to become CCls represented not just a career change, but an entirely
different perspective on work. For the most part, everything that had been familiar to
them workwise was suddenly unfamiliar, including their workplace roles, colleagues
and surroundings.

Identity transformation development in their new workplace was indelibly

linked to the frustration, anxiety and overall emotional upheaval experience by new
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CCls as they quickly shift gears from content expert to novice instructor. No effective
work-around is possible since new CCls need contextual experience in their new
workplace to understand what they do not yet know about being college instructors.
Institutional baptism-by-fire induction-to-teaching methods are an unfortunate
necessity as they provide new CCls with essential context for IDP courses that first
summer. Researchers Boyd and Myers (1988), Chickering and Reisser (1993), Kovan
and Dirkx (2003), Kegan (1994), and M. Taylor (1986) support the need for some
level of emotional confusion and cognitive ambiguity in order to construct new
meaning making as dependable and consistent workplace practices are suddenly
replaced with tremendous incongruities. The incompatibility between previous
workplace practices in a new work environment needs to be resolved in order for new
CCls to move forward in their new profession: teachers.

Frustration, anxiety and self-doubt were just a few expressions of the
emotional imbalances research participants experienced during their first few years as
CCls. Often torn between an individual sense of competence and confidence in their
teaching content areas and the realization they were unprepared to be teachers, new
CCls had institutional support from their assigned mentors; however, classroom
teaching is often an isolating experience “marked more by separation, both physical
and intellectual, than by interdependence” (Mitchell, 1997, p.1). Research participants
were alone and unprepared for what to expect in their initial teaching experiences, yet
concern stems not just from their own feelings of inadequacy but for how they can
facilitate positive learning transfer for their students given their state of confusion.

Data analysis points to surviving those emotional struggles as part of
developing further professional skills competencies, which in turn leads to positive

self-growth that helps CCls reshape their identities. However, classifying such
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changes as Mezirowian transformative learning experiences is inaccurate since his
model specifically focuses on perspective transformations as a cognitive process
exclusive of emotion (Dirkx, Mezirow & Cranton, 2006). | do not offer new
epistemological labels to describe this phenomenon as existing theoretical
terminologies identifying emotional, cognitive and behavioural shifts already crowd
the issues, making alternate descriptions both confusing and somewhat moot. Boyd
and Myers (1988), Chickering and Reisser (1993), Kovan and Dirkx (2003), Kegan
(1982, 1994), and M. Taylor (1986) have all presented research results that describe
the process using their own particular adjectival markers for the learning process. All
five research investigations support emotional imbalance as essential to resolving
initial confusion, thus re-shaping previous meaning making and normalizing new
personal environments. The emotional learning journey for new CCls can generally
be tracked using existing theoretical constructs.

Ileris (2014) suggests replacing ‘transformative’ with ‘identity’ in the TL
learning paradigm, thus creating a more holistic view of personal transformation than
Mezirow’s rational-centred understanding of disorienting dilemmas leading to
perspective shifts, ideas that share common ground with Chickering and Reisser
(1993) and Kovan and Dirkx (2003). His suggested rebranding is a more apt fit for my
research, but leaves a great deal of room for negotiation between learning that is
transformative and non-transformative; however, it does personalize the process since
what is ‘transformative’ is regulated by each individual’s experiential understanding
of the world. Illeris’ (2014) argument introduces identity transformation as a learning
outcome, an alternative theory that supports my own research data.

My own data analysis suggested a causal link between learning and identity

transformation for research participants. New CCls experience a tremendous amount
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of contradictory intake during their first few years: they are teachers and adult
learners, mentors and mentored, experts and ‘frauds’, all of which contribute to their
overall states of frustration, confusion and anxiety. Faculty development programs,
such as IDPs, are idealized as institutional remedies for orientation and professional
development for new faculty. Professional development in the workplace is a
cornerstone of adult education as “workplaces are well recognized as significant
developmental sites for adult learning, change and resistance” (Fenwick, 2006, p.
187). Existing research and literature on professional development programs for new
teachers, such as new CCls, suggest programs like the IDP are ideally situated to
facilitate not only institutional orientation, but to help new faculty adapt to their new
identities. However, existing research on faculty development programs is somewhat
conflicting (Chappell,1999; Fejes and Kopsén, 2014; Howard and Taber, 2010; King
& Lawler, 2003a).

Ideally, professional development programs would be designed around adult
learning and development principles that would help new faculty in orientation to a
new workplace and normalize any conflicting experiences resulting from adjustment
issues. However, these programs are often at the mercy of financial cutbacks and
institutional mandates, thus institutional needs come first, and that can compromise
adult education principles, especially when faculty developers are also employees of
the institution (King & Lawler, 2003a). Further, internalized program development is
not always in the hands of employees with an adult education background but run by
other instructors who have been internally promoted (Billett & Sommerville, 2004;
King & Lawler, 2003a). All but one of my research participants completed
internalized IDPs, and data analysis suggested three institutional problem areas exist

within those internal programs: CCls are not recognized as adult learners and treated
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accordingly, have difficulty accessing PLA for IDP credit, and experience
discrimination within the college ranks.

Research data suggested an important link between professional development
and identity transformation development. All 12 research participants love being
CCls, but the path to getting there was not easy. Institutional support existed while
participants experienced in-service adjustments (e.g., mentors), but overall they were
left to manage for themselves their first term until they started IDP training, and for
some that institutional training came too late (e.g., classroom management issues).
Academic unpreparedness was a stumbling block for Sophie’s genius plumbers, so
perhaps was not a consideration in program development and/or delivery. Research
participants had vast amounts of professional experience behind them, but what they
knew was not necessarily academically oriented. All participants wanted to excel as
CCls, but a lack of recognition as adult learners, systemic social prejudice within the
colleges, internal and external struggles to make successful transitions from content
experts to college instructors often went unrecognized, and difficulties with personal
identity transformation development were not always an IDP or institutional
consideration.

Fejes and Kopsén (2014) argue that if the overall institutional objective is to
produce better trained job-ready graduates, the institution needs better trained
instructors. For that to happen, faculty development programs, such as IDPs for new
CCls, need to maintain professional development as a program objective and
encouraging CCls as lifelong learners a learning outcome. Baptism-by-fire is so often
CCIs’ initial induction to becoming college instructors, IDP instructors and college
administrators need to be keenly aware of individual struggles new CCls encounter

along the way.
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Chapter Six: Re-Storying the Narrative
6.1 Introduction:

The Narrative Inquiry/Thematic Analysis (NITA) helped reduce overall data
into data sets and organize them under thematic headings. According to Altman’s
(2008) definition of narrative, my research falls comparatively into both his
categories: participants’ stories are part of @ narrative as each has a beginning
(temporal anchor), a middle (full-time CCls during interviews), but no real end as
they continue striving to become better teachers (e.g., lifelong learning), and that
means their accounts also fall under some narrative as their stories are on-going. The
experiences shared during interviews were sorted by thematic patterns that stood out
in the raw data.

Findings discussions in Chapter Four established how data was reduced and
sorted according to thematic patterns using an a priori template (Table 1), which were
initially sorted, coded and grouped. Data sets were then re-sorted, re-coded and re-
grouped according to recurrent themes (Table 2); and re-sorted, re-coded and re-
grouped one last time according to adult learning and development theories (Table 3).
Chapter Five provided discussion on recurrent themes, but this time grouped as issues
that pertain to professional identity development and professional development
practices (Table 4) that outline areas that pertain to the professional transitions and
personal transformations 12 new CCls in three Maritime colleges experienced as they
began their new professions, thus laying the groundwork for re-storying efforts below.

Re-storying work begins with (re)establishing the boundaries placed around
the initial data using Polkinghorne’s (1988, 1995) ideas of emplotted narrative and
temporally situating individual accounts within a shared experience (IDPs).

Discussions that follow re-tell those accounts according to personal and professional
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experiences as participants integrate themselves into completely new work
environments, new workplace colleagues, new workplace procedures, and first forays
in their teaching classrooms. Re-storying will identify the emotional upheaval and
cognitive dissonance participants experienced as they continued on through the
integration process to reach a personal and professional adaptive balance (Kegan,
1980, 1982, 1994).

Discussions in the chapter also address the issues of rigour in the research
method, and what corollaries can be drawn from the research findings. Demonstrating

rigour in the NITA method was discussed in detail in Chapter three
6.2. Re-Storied Participant Accounts

Re-storying participants’ first two years as new CCls according to what they
experienced initially felt as if I was putting words in their mouths, until | realized |
was re-telling their stories based on their own words. | am new to re-storying so it
took some time for my comprehension to catch up with the last step in my
methodology and go back to my field notes. For some participants recounting their
experiences felt like yesterday, while for others those first few years were not quite so
clear. Some participants provided more useable data (i.e., relevant stories) than others,
even though most interviews took the same amount of time to complete; that is, some
were quicker to reach the emotional level of what they recalled than others. | have re-
storied their experiences below.

LM enjoyed her time in the IDP as she valued the efforts put in place to help
her become a good teacher. Since she started in September she had two full
semesters’ worth of experience to understand what she did not yet know about

teaching, and drew strength from what she learned, which gave her the courage to try
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new things in her own classroom. She commented that she found strength in numbers
during her IDP experience as she got to know her cohort of new CCls.

LM did experience struggles her first two years of teaching; issues such as
impostor syndrome, fear that stemmed from being “dropped into a boiling pot of
water” her first term, and anxiety over her identity dualities, but emerged on the other
side feeling more confident in her abilities. She is a self-described lifelong learner in
both her content expertise and her work toward always becoming a better adult
educator.

Julie had been looking for a career change but ending up juggling her time
between the old job and the new one because her college wanted her immediately and
she did not want to leave her other employer short-handed during Christmastime.
Julie initially worried her students would not be able to learn from her given her
lacking of teaching experience, and encountered difficulties with classroom
management early on. She enjoyed her time in the IDP, was impressed that her
college would invest so much in her training as a CClI, and felt the experience
provided her with a sense of belonging; but, she was also disappointed that training
around managing classrooms and understanding her students as adult learners came
after she needed that guidance.

She experienced moments of transformative teaching and quickly learned that
“I don’t know” was an acceptable answer and an opportunity to turn learning back
over to her students. Her sense of identity duality still weighs on her at times since she
realizes she must maintain her skills competences in two professional areas: content
expertise and teaching. On the upside, she sees her professional dualism as the

opportunity to be a lifelong learner.
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Iris stepped into the shoes of a deceased colleague and had to make her
decision to change careers while on holiday, but was delighted by the opportunity
nonetheless. She developed a great working relationship with her mentor that was
helpful when her new profession felt like it was going sideways, and soon developed
her own best practices for her classroom. She recounted moments of transformative
teaching, and these came with more frequency as her teaching experience grew. She
too sees herself as a lifelong learner.

Cindy’s good mentor helped ease the newness strain and she is now a CCl
mentor herself. Like many other participants, she felt her lack of background in
understanding her students as adult learners did them a disservice during her first
semester as she did not realize they too had personal concerns and obligations outside
the classroom. She likewise experienced a myriad of classroom management issues,
but the one that stuck out for her was her first reluctant learner. She remains a lifelong
learner.

Heather was one of the few participants who had a teaching background prior
to becoming a CCI; however, her experience did not translate into a helpful context at
the college level. While she holds a graduate degree in Education, she was still
required to take all of her IDP courses. She developed a positive working relationship
with her mentor, someone she felt walked through her challenging experiences along
with her. She has become a mentor to new CCls as a result of that experience and
remains a lifelong learner.

Madison’s IDP experience was not necessarily a positive one. One of her
instructors passed away mid-term (but nobody knew that for a week or so), and
imparted that she learned more about what not to do from her experience in other

courses, so felt she had to put a lot of her teaching practice together on her own; in
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doing so, she discovered her own teaching and learning value. She had to become a
mentor in the public service program she helped develop before becoming a CCl
while being mentored within the college; and had to discover herself as an adult
leaner while she learned to teach. She works in a small department on a small campus,
so experienced feelings of isolation her first two years, something that became more
pronounced because of her negative IDP experience. After some reflection, Madison
did credit some of her IDP courses as providing helpful information here and there but
not on the whole; however, given all she went through, she does consider herself as a
lifelong learner.

Serena had been a student and worked part-time in her program before finding
a full-time CCI position. She views herself as a work-in-progress as she continues her
journey as a lifelong learner. Serena was the only participant who experienced a
seamless transition from content expert to CCl, although having her own desk and her
name on the office door was a little startling. She talked about preparing her courses
with an eye toward learning diversities and described herself as more facilitator than
teacher. All her IDP experiences were positive.

Leland had reached the occupational ceiling at his old job prior to becoming a
CCI. He noticed a decline in his content expertise and skill sets within his first few
years since the IT sector changes so quickly. He had to rely on job postings he finds
on web-based employment programs and networking outside the college to keep
apace of his field of expertise, all while he was learning to be a teacher. He had a
good mentor who helped him with his initial adjustment struggles but was not
impressed with his IDP experience. It confounded him that he had to learn about

issues such as classroom management after the fact. He experienced isolation issues,
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feelings of fraudulence, performance pressure, but on the upside he also identified
areas of self-growth.

Anne graduated from the college that now employs her and worked in another
province before returning home. Her work experience left her disappointed with the
textiles and fast-fashion industries, so she decided to complete a graduate certificate
and slowly began to teach part-time as well. She experienced vulnerability and
classroom management issues early on, but she had good instincts about resolving
matters. Like Julie, Anne quickly learned the value of turning questions she could not
answer back out to the other students and discovered the value of creating an
autonomous learning environment in the classroom.

Rather than telling people what to do, she encouraged her students to critique
each other’s’ work and debate issues and questions amongst themselves, which in turn
created transformative learning (TL) opportunities for them and transformative
teaching moments for Anne. As she grew into her role as a CCI, Anne became more
confident and introduced new features to her existing program while also developing
new elective courses. As her confidence grew, she began to understand her own
teaching values and connect to herself as a lifelong adult learner.

Chris arrived at his college with “some background but no background” in
post-secondary teaching. His two-person department provides adult learners with
academic upgrading that needs to be completed prior to entering certificate programs.
He discovered institutional support was available right from the start from not only
his mentor but administrative staff as well; however, he also indicated a deep learning
curve existed as he adjusted to his new position. While he found the IDP courses
helpful he found he learned more from his personal interactions with other new CCls

as they all sought to make connections between their own experience and the course
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materials. He talked about his shift in self-perception as he became more confident in
his role as CClI and his ability to identify program and learner needs over time.

Chris was the first person to mention the difficulty with PLA for new CCls.
While his experience was vicarious, he raised significant doubts about his institution’s
willingness to acknowledge prior learning experience and/or outside accreditation
toward IDP credits.

Bentley experienced impostor syndrome from the start and opted to ‘dress’ the
part as a way to reconcile his apprehensions. Like so many other participants, he
worried more about what his students would learn from him as an inexperienced
teacher than what his colleagues or institution thought of his abilities. Bentley
experienced overall tension and confusion during his IDP training, but (like Chris) he
found both comfort and resolutions from the camaraderie of his learner-colleagues.
He has since become a mentor for new CCls.

Bentley’s confidence as an instructor grew to the extent that he established
international work-study programs for his students, many of whom had never left
their home province. His passion for teaching and learning, and his dedication to his
field of expertise were part of everything he talked about during our interview. He
also talked of the many forks that arose in his professional path and the choices he
made that brought him to teach at a community college, asking, “did I miss an
opportunity, or did | create one?”. Bentley remains a committed lifelong learner.

Sophie’s path to becoming a CCI was different than all the other participants
as she initially withdrew herself from the job competition but relented when the HR
person threatened to cry if she did not take it. She is autodidactic by nature, so is
always looking for new ways to deliver content to her students while simultaneously

trying to stay abreast of changes to the IT sector and extend her knowledge of adult
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education. Like Leland, she uses job postings on web-based employment sites and
networking to keep her skills as up-to-date as possible. She is also a self-described
anarchist, and that seems to work to her benefit.

Sophie found her IDP experience less than engaging and vicariously heart-
breaking. While she managed easily with course content, she told me she was always
trying to look beyond what was provided to find more information; she never misses
an opportunity to learn more about whatever task is in front of her. The heart-rending
stories were about her IDP learner-colleagues and the difficulties lack of appropriate
learning contexts created for them (i.e., the plumbers who cried). She believes in
empowering her students but realized in her second year of teaching that she needed
to stick to her curriculum if her students were to retain their knowledge from one term
to the next.

Sophie was the only person to raise the issue of academic discrimination
directly. She felt her non-tradespeople colleagues, especially those who taught in her
IDP, looked down their nose at all of them for their lack of higher-learning

credentials.
6.3 Demonstrating Research Rigour

Qualitative scholars look for reliability, generalizability, authenticity,
plausibility, transparency and ‘goodness’ within any qualitative method (Boréus &
Bergstrom, 2017; Boyatzis, 1998; Braun & Clarke, 2006; Creswell, 2007; Denzin &
Lincoln, 2000; Koch, 1994; Polkinghorne, 1995, 2006; Tobin & Begley, 2004) in
order to demonstrate rigour in the research method. Research findings that emerged
from analysis of participants’ stories and re-storying their accounts seem to embody
those qualities. Rigour in the NITA method was discussed at length in Chapter Three

so is summarized here only for clarity. Qualitative research methods models,
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bricolage in particular, are often depicted as three-legged stools: each leg is essential
to maintain the balance and strength of the overall stool; and if one leg is weak, the
stool no longer functions properly. NITA is no different. Narrative inquiry provides a
snapshot into each participant’s life story anchoring them through a common
experience (emplotted narrative) and their IDP training during their first and second
summers (temporality) as new CCls (Polkinghorne, 1988, 1996, 2000). Thematic
Analysis (TA) provides a framework for identifying and analyzing emergent data
(codable moments) and developing themes (Boyatzis, 1998; Creswell, 2007) using an
a priori template (Table 1) (Attride-Sterling, 2001; Fereday & Muir-Cochrane).
Emergent themes were organized according to adult learning and social development
themes (Dirkx, 1998; Drago-Severson et al., 2001; Imel, 2002; Jarvis, 2004; Kegan,
1980, 1982; Kolb, 1984; Merriam & Caffarella, 1999; Mezirow, 1978, 1981).

Every effort was made to stay true to participants’ stories; license was only
taken in sorting data according to adult education theories. Participants willingly
shared their individual accounts of both personal and professional growth from
content experts to CClIs warts and all. While their mutual experiences did not align
along any one specific trajectory, their individual accounts indicated several shared
thematic patterns within the data, including: motivations for career change; the
importance of interpersonal relationships (cohorts, common-purpose groups,
mentors), and managing professional challenges and maintaining composure during
personal struggles that arose in their new classrooms; wrestling with identity duality;
developing teaching skills competencies, including concern regarding student
engagement and learning transfer; and the value of critical self-reflection.

One overarching aspect evident in each participant’s account was the

importance of emotion during all professional transitions and personal
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transformations. Returning to the definitions for transitions and transformations in
section 1.6.2, ‘baptism by fire’ workplace induction practices opened new doors for
novice CCls, and those experiences created emotional reactions that were often
negative — what have sometimes been identified as ‘growing pains’ — and created
issues of confusion, anxiety and self-doubt, and sometimes those emotional reactions
were devastating. Everything participants knew about their content expertise had to be
re-contextualized for classroom delivery. Once they could reconcile both their
personal struggles with their new professional self-identities and their new
professional practices they could make the successful transformation to confident

community college instructor.
6.4 Summary: What Rigour in Re-Storying Revealed

Re-storying participants’ accounts of their professional transition and personal
transformations as they went from content experts to CCls created a helpful context
for understanding their journeys and the challenges they face along the way. New
CCls want to be good teachers but need institutional support (such as IDPs), relational
support (cohorts, common-purpose groups, networks) and individual support
(mentors) if they are to weather the journey. These issues might seem self-evident on
reflection, but our hind-sight always comes after the fact, and many of these issues are
discussed in detail in Chapter Eight in the section on Implications for Future Practice
(8.3). This current section discusses indications for a gap in the adult education
literature around changes to adult social development in the 21 century. Data
analysis and findings from this research reveal a shift in the standard linear upward
progression of life stories that cannot be reconciled by the existing model.

What became apparent was that the life-story patterns we have relied on in the

adult education literature to indicate where we are in terms of our overall
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development (e.g., Erikson, 1959; Levinson, 1986; Loevinger, 1987) no longer apply
to the more commonplace situations in which many mid-life aged adults find
themselves these days (Statistics Cananda, 2015), but for CCls in particular. What
was it that encouraged research participants to change careers paths during a period in
their lives that the literature tells us is supposed to be stable and prosperous (Erikson,
1959; Fisher, 1993; Levinson, 1986; Loevinger, 1987; Reeves, 1999)? Despite
having little to no previous teaching experience and the kind of personal and
professional adjustment issues that arose during the first years of their new
professional development, they went willingly into an unfamiliar profession leaving
behind job security it had taken decades to accumulate.

Our existing adult development models do not currently reflect such
significant life changes, nor do they reflect the drastic economic changes experienced
during the late-20"™ and early-21% centuries. In all likelihood adult development
scholars did not foresee a world where employment shake-ups (e.qg., lay-offs,
recessions, or depressions) would exist on a global scale as they have since the 1980s,
thus did not conceive of anything beyond a life of complacency working for the same
company from early adult years through to retirement. It is equally likely that no one
wanted to entertain such social and/or individual professional changes in the early
decades after the Great Depression and World War Il. However, changes to the nature
and consistency of full-time employment in Canada have changed in the intervening
decades (Morissette, 2018; Statistics Canada, 2015), so our developmental models
need to be updated from time to time that better reflects our current circumstances.

Chapter Seven introduces a theory in-progress that is more adaptive regarding
the potential changes that can occur, including changes in employment status, during

mid-life. Instead of conceiving the life course as having an upward trajectory, it takes
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a page from social constructivist learning theories (Crotty, 2003; Hoare, 2006; Kegan,
1982, 1994; Merriam & Clark, 2006; Merriam & Heuer, 1996), envisioning the
lifecourse as more akin to a series of bricks or blocks that a) build on the foundation
provided by previous learning and life experiences, and b) can move both upward and
outward in any direction according to the nature of the experience. Flexibility is built
in to the model as each new experience creates new blocks and the nature of the
experience determines where its placement in the overall learning model. My hope is
to apply theory to this research more fully at a later time, but for now Flex Theory
remains a work in progress. It is included as part of my result results since the theory

arose from the data analysis.
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Chapter Seven: Reconciling Adult Learning and Adult

Development Theories: Introducing Flex Theory

7.1 Introducing an Integrated Theory

An integrated theory for adult development and learning is not a new idea
(Clark & Cafarella, 1999; Main, 1993; Merriam, 2005; Merriam & Clark, 2006); nor
is the idea of identifying some transitions in the lifecourse as lateral instead of
forward or upward (Heinz, 2002; Main, 1993). Scholars have sought a way to link
development and learning in several different areas, such as intellectual and emotional
development (Hoare, 2006), but social development and socially constructed learning
are the foundation of this research proposal.

This chapter outlines a proposed integrated theory that captures mid-life
transitions in a more holistic sense. The theory emerged from my research into the
professional transitions and personal transformations of content experts as they make
the career change to community college instructors (CCIs). The problem, as I saw it,
was all developmental theories are charted on an upward trajectory; but that is not
how life actually goes for many adults. Existing age-and-stage theories are from
another time, a dated social perspective, and reflect a much different overall state of
SES growth.

The 21% century carried forward many of the social changes that started in
North America during the 1960s: social and racial equality, feminist emancipation,
and a greater understanding of our place in the universe following the international
‘Space Race’, to name but a few. We now live in a digital age where access to live
events is instantaneous. These things are all well and good, but the intrusion of
technology and intermittent market turndowns has created job losses at a critical level

in Canada (Statistics Canada, 2015). All this to say life does not always run according
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to plan, can get messy, and is always plagued by unforeseen setbacks. How then can

the lifecourse maintain that upward trajectory?
7.2 A Flexible Developmental Model

An integrated adult social development and learning model requires a certain
amount of flexibility in the lifecourse model, and that requires a re-conception of the
lifecourse itself. Both Blatterer (2010) and Main (1993) identify our standard
chronological view of aging as the misinforming root for our age-stage progress-
procedural comprehension of lifecourse development. If we view life as a growing
‘up’ experience, it stands to reason that we interpret developmental theories as linear
models that follow upward paths. Blatterer (2010) sees the standardized linear models
of the 1960s through the 1980s as a reflection of the times in which they were written:
post-war, post-industrial, male-dominated idealizations of adult life as a stable
construct that includes the classic responsibility markers of a family, a full-time job
and a permanent residence. However, social and economic changes in the last four
decades have altered how individuals and social groups participate in the world and
how they see themselves as integral parts of the greater society as a whole (Blatterer,
2010). For example, the re-codification of marriage laws across Canada and in several
U.S. states to include same-sex couples in the early 21% century reflected a new social
acceptance and re-definition of how we perceive ‘family’. Alterations to classical
social developmental markers require adjustments to conceptual frameworks of
contemporary social perspectives (Blatterer, 2010).

Heinz and Kriiger (2001) believe social research needs to keep pace with
modernization, and adopt “more dynamic, less standardized and more self-directed”
(p. 29) ways in which to study negotiation of the lifecourse. Heinz (2002) identifies

dramatic changes called transition discontinuities in the lifecourse of emergent adults
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in European apprenticeship programs caused by socio-economic destabilization:
“From an economic-structural point of view it is likely that young persons’ social
integration and biographical plans can no longer rely on this occupation-driven
transition arrangement” (p. 220). His research primarily focuses on the training and
professional development of emergent and young adults’ biographies (Heinz, 2002;
Heinz, Kelle, Witzel & Zinn, 1998; Heinz & Kruger, 2001); however, the idea of
transition discontinuities can be applied to lifecourse development at any age. While
his research paints a rather bleak employment outlook for emergent European adults,
his work introduces the need for flexibility in a social developmental model (Heinz,
2002).

A flexible model that acknowledges lateral shifts, such as transition
discontinuities, in the chronology of the lifecourse allows for a re-conceptualization of
the classic social development framework into something else entirely. No longer
linear or staged, or drawn at an upward angle, a flexible model might look more like a
series of different shaped bubbles, their form dictated by the affective nature of life
events. The final outcome (end of the lifecourse) could be drawn as larger circle that
surrounds the bubbles within it, or a home built of fieldstones or perhaps an intricate
pattern of stepping-stones across a body of water. No matter how it is visualized,
flexibility to include lateral transitions means a lifecourse social development model
could be individualized rather than standardized, with room made for transitional
discontinuities, or lateral transitions, no matter when they occur in the lifecourse.

A flexible developmental model better clarifies the professional transitions
and personal transformations of CCls entering the IDP and the academic work force.
New CCls are not just changing jobs; they are changing the fundamental nature of

their work and doing so during a period in their lifecourse that age-and-stage models
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depict as one of stable upward mobility. In order to accommodate such a significant
shift, the social development model needs to be re-imagined as pliable, dynamic, and
individualized.

7.2.1 Incorporating Meaning Making: The Emotional Core

Integration of adult social learning and development models rests first, in the
nature of the learning experience and a learner’s sense of uncertainty, and second, on
how that uncertainty is resolved. Merriam and Heuer (1996) explain that adult
learning and development are interdependent concepts. Both are affected by cognitive
changes, but their inter-relatedness depends on whether there is a change in meaning
construction. If there is an accommodation made to meaning construction, then
learning has occurred but not necessarily development; however, if an experience
creates incongruity, such as Mezirow’s (1978) disorienting dilemma or Heinz’s
(2002) transition discontinuities, then there is simultaneous growth in learning and
development. How an experience is internalized and interpreted determines whether
learning will affect development.

Dewey (1938) identified what he called an “organic connection between
education and experience” (p. 12), although some experiences could amount to a
miseducative event (Merriam & Clark, 2006). The notion of a miseducative learning
experience raises the issue of how learners react when confronted with an
incongruous, negative learning outcome. Merriam and Clark (2006) interviewed 18
adults who identified as having encountered negative, or miseducative, learning
experience outcomes, and determined that challenges interpreted as too threatening to
the sense of self were growth-inhibiting. The responses included, ‘“blame, hostility
and anger, withdrawal and avoidance” (Merriam & Clark, 2006, p. 30), that left

participants in a state of emotional vulnerability. However, if the sense of a threat
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receded, the process could reverse from growth-inhibiting to growth-oriented, but not
with any guaranteed certainty.

The idea of negative learning outcomes as growth-inhibiting experiences
(Merriam & Clark, 2006) is somewhat at odds with Mezirow’s (1978) positive
transformative learning outcomes associated with the resolution of disorienting
dilemmas. Mezirow (1978) characterizes transformative learning as “a painful
reappraisal of our current perspective thrust upon us” (p. 12) but does not integrate
emotion into his theory. A painful experience, especially if part of self-reappraisal,
could easily result in the hostility and anger, withdrawal and avoidance, described by
Merriam and Clark (2006), i.e., a negative, miseducative, growth-inhibiting event.
What is missing from Merriam and Clark’s (2006) research results on negative-
outcome experiences is a continuation of study to a reflective learning component, the
component Mezirow (1978, 1981, 1985) identifies as critical to transformative
learning theory. Their participants identified a negative reaction to an uncomfortable
situation, resulting in a state of vulnerability, but with no resolution or remedy.

Cranton (2006) reconciles these types of distortions as unquestioned habits of
mind, how we construct our beliefs, values and assumptions without recognizing them
as limitations: “Habits of mind are unexamined. They create limitations and form
boxes of which we are unconscious and cannot, therefore, get beyond” (Cranton,
2006, p. 28). When our values are challenged, our self-perceptions are also
challenged, and such situations can easily lead to the hostility and anger determined
by Merriam and Clark (2006). However, these challenges to self-perceptions are also
part of the organic connections between experience and learning found in Dewey

(1938). If we were to construct knowledge only from positive learning experiences,
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we would make accommodations to learning making, but likely without much
developmental progress.

According to my own research results, missing from all these theories is the
role of emotion in learning and its connection to development, such as the research
results determined by Kovan and Dirkx (2003) discussed in Chapters Two and Five
(2003). Merriam and Clark’s (2006) research participants reached states of emotional
upheaval, but the researchers stopped short of finding ways to reconcile that
vulnerability in order to achieve positive learning outcomes. Cranton’s (2006) work
suggests our self-perceptions are often stymied by our existing ‘habits of mind’;
unconscious archetypes that must emerge in order to change. However, Cranton
(2006) rests her discussion on the Mezirowian TL construct and focuses on the
rational perspectives shifts rather than integrating emotional upheaval that also has to
be overcome to achieve a positive learning outcome.
7.2.1.1 Evolutionary Truce and Constructivism

Kegan (1980, 1982) developed an integrated adult learning constructive-
developmental theory rooted in contextual variables and dialectical thinking. His
work is influenced by Dewey (1938; meaning-making from experience) and Carl
Rogers (1961; learner-centred Humanism), but he was particularly influenced by
Piaget’s early research on the equilibration (adaptive balance) that occurs amongst
mollusks (Kegan, 1982). Piaget (1983) would later apply his theoretical model of the
cognitive balancing and re-balancing (assimilation and accommodation) to the
psychological development of children. Using Piaget’s initial adaptive balance theory,
Kegan (1980, 1982, 1994) directed the focus of his own research to adult learning and
development. While he is not alone in advancing the Piagetian model beyond the

formal operations stage (Boucouvalas & Krupp, 1989), Kegan’s (1980, 1982) theory
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on constructive-developmental meaning, through a series of evolutionary truces,
echoes aspects of Mezirow’s (1978, 1981, 1991, 1994) perspective transformation.

Piaget’s (1983; Kegan, 1982; Yilmaz, 2008) theory on the biological
development of mollusks determined all organic life to be in continuous conversation
between itself and the world, a condition that keeps organisms in a constant state of
adaptation. Kegan (1980, 1982) used this idea to explain how and why humans either
assimilate new experiences into previous learning or modify prior experiences in the
light of new experiences, similar to the connective ideas in Merriam and Heuer
(1996). As we (subject/me) make our way in the world (object/not me), we experience
the world both externally (change) and internally (assimilation) (Kegan, 1980; Mélkki
& Green, 2014; Piaget, 1983). Unassimilated subject-object meaning making causes a
temporary imbalance, which is only restored through equilibration (adaptation). The
adaptive process leads to a temporary “evolutionary truce” (Kegan, 1982, p. 31) that
restores the equilibration (Piaget, 1983) between the subject (human) and the object
(world).

Kegan’s (1982, 1994) constructivist model focuses on meaning making as the
transformative force that drives development. K. Taylor (2006) writes: “With each
such shift in consciousness, the individual becomes capable of making and
constructing meaning in more complex ways” (p. 203). She examined how adult
learners evolve to become autonomous and self-directed, two of the critical adult
learner characteristics espoused by Knowles (1978) and identifies these two outcomes
as the hidden curriculum of adult education (K. Taylor, 2006). Using Kegan’s (1982,
1994) constructivist learning-development model, K. Taylor (2006) deconstructs the
effect of learning on development (autonomy) and the effect of developmental

orientations on knowing and learning (self-directedness) for adult learners. She
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further provides suggestions for practice that help adult educators encourage
autonomy and self-directedness as intended but also indicates hidden learning
outcomes exist for any and all activities. While her treatise is thorough and
informative, it is her use of Kegan’s (1982, 1994) model of transformative
consciousness that is relevant to my research.

Yilmaz (2008) uses Piaget’s equilibration to promote using constructivist
applications in the K-12 classrooms; however, her arguments are germane to this
discussion. She sees constructivism as characterized by plurality and multiple
perspectives, which | interpret as issues of individual context. Yilmaz (2008) provides
a concise overview on the complexities of constructivism:

As a theory, constructivism proposes that learning is neither a stimulus

response phenomenon nor a passive process of receiving knowledge; instead,

as an adaptive activity requiring building conceptual structures and self-
regulation through reflection and abstraction, learning is an active process of
knowledge construction influenced by how one interacts with and interprets

new ideas and events (p. 165).

Her words are reminiscent of Dewey (1925), Freire (1972), and Kolb (1984): Dewey
perceived learning as an entirely social process, built through our interrelationships
with society; Freire advocated for a shift from a neutral and passive learning practice
to a dynamic active one; and Kolb focused on the cyclical nature of learning, and how
we interpret experience into meaning making.

Yilmaz (2008) positions constructivism as a multifaceted lens for individual
experience and meaning making. My research required just such a complex

constructivist foundation since all CCls went through their respective IDPs (context),
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but adapted meaning and thus learning construction was unique to each individual
CCI (perspective).

Kegan (1982, 1994) created a five-stage ‘self-versus-other’ life span
development theory of successive cognitive transitions that he called ego states, or
‘orders of consciousness’: the Incorporative balance at birth (stage 0), the Impulsive
balance of infancy (stage 1), the Imperial balance of childhood (stage 2), the
Interpersonal balance of adolescence and young adulthood (stage 3), the Institutional
balance of adult life (stage 4), and the Interindividual balance of later adult life (stage
5). Eberly, Rand, and O’Connor (2007) contextualize Kegan’s stage-orders: “think of
the first and second orders as egocentric (me), the third order as ethnocentric (us), and
the fourth and fifth orders as worldcentric (all of us)” (p. 31). While I would like to
get away from age/stage ordered models, the two world-centric orders are relevant to
an integrated adult learning and development model.

Kegan’s (1982, 1994) final two orders encompass the porous and generalized
boundary around the mid-life years established in Chapter One: 35-60 years of age.
According to Kegan (1982), at the Institutional stage we can separate ourselves from
the interpersonal balance of the collective sense of self and develop a sense of
authority over our self-nesses: “In moving from ‘I am my relationships’ to ‘I have
relationships,’ there is now somebody who is doing the having, the new ‘I’, who, in
coordinating or reflecting upon mutuality, brings into being a kind of psychic
institution” (p. 100). Individual adults come to know themselves as unique in the
world yet are still connected to others through ideological group affiliations, such as
family and co-workers. Here, the evolutionary truce made between subject-object
amounts to a significant perspective shift from ‘we’ to ‘I’. Institutional adult

individuals are semi-separated from their connective groups, part ‘I’ and part ‘Us’.
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Individuals can process their own values and beliefs comparatively to differing beliefs
out in the world without feeling the blame, hostility and anger, or withdrawal and
avoidance identified by Merriam and Clark (2006). Institutional individuals are self-
authoring, able to process challenges to their beliefs as growth-orienting or self-
confirming experiences without fear or vulnerability.

The Interindividual stage requires an evolutionary truce between the

institutional self and the individual self*°

. Kegan (1982) writes that this re-balancing
“separates the self from the institution and creates, thus, the ‘individual,’ that self who
can reflect upon, or takes as object, the regulations and purposes of a psychic
administration which formerly was the subject of one’s attention” (p. 103). In other
words, an individual no longer looks upon him/her ‘self” as the source of the
institution, but the ‘self” who manages the institution and recognizes others (Us) as
managers of their own institutions.

Bugenhagen and Barbuto (2012) call this the Self-Transforming stage; a state
of being-ness they believe is only achieved by 1% of the adult population. They
interviewed 53 community leaders in order to test the relationship between
individuals’ constructive-development level and their sources of work motivation. Of
the 53 participants, only 5 were categorized as being at the self-transforming stage
(Bugenhagen & Barbuto, 2012). They determined that: “[Stage 5] individuals see the
similarities rather than the differences between systems. They find value in dichotomy
and are content to straddle the gray zone” (Bugenhagen & Barbuto, 2012, p. 38).
Tinberg and Weisberger (1998) call stage 5 “the transystem or dialectical phase, the

evolution from modern to postmodern requires that we give up possession of our own

system for a new system that incorporates our own and that of others” (p. 3). Stage 5

% Kegan (1982, 1994) sees adults as having more than one sense of self.
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adults are able to seek out ideas or information that could alter their behaviour or
beliefs because their interior selves are free of vulnerability and self-doubt. Kegan
(1982) sees stage 5 as a great internal liberation: “this new dynamism, flow, and play
results from the capacity of the new self to move back and forth between psychic
systems within itself” (p. 105). For this research, the realization of the ability to move
between self-systems is critical.

The appeal of Kegan’s (1980, 1982, 1994) model lies in its simplicity and
complexity. While there are generalizations assigned to each stage-order, the model
focuses specifically on personal meaning construction as the source for individual
development. Learning and development working together over time shape individual
lifecourse narratives that situate personal contexts. Our meaning construction and
cognitive development indicate how we see ourselves in relation to others; stories told
by others regarding our behaviour provide context for how the world perceives us. A
distortion to the unquestioned habits of mind (Cranton, 2006), such as Mezirow’s
(1978) disorienting dilemma, creates an imbalance that is resolved through an
evolutionary truce (Kegan, 1982) causing simultaneous growth in learning and
development (Merriam & Clark, 2006).

Kegan’s (1980, 1982, 1994) constructive-development model was the basis for
his work with Drago-Severson et al. (2001) on common purpose cohort groups.
Context situates where we collect experience to make meaning and what we do with
it, while cohorts provide social connection and support. The Keganian model sources
social interactions as the greatest influence on the individual, similar to Knox’s (1977)
theory that individuals are products of their social and cultural conditions. That
unique blend of cohorts and contexts shape how we construe the world: when we are

born is just as important as where we are born (Schoon, 2010).
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7.3 Flex-Model Summary

A re-conceptualization of adult social learning and development as connective
meaning making phenomena allows for a flexible, dynamic and individualized model
that would subsume classical markers (such as a family, a full-time job and a
permanent residence) and more closely resemble current social and economic trends.
Heinz (2002) provides a flexible model based on transition discontinuities; while
rather gloomy in its original context, it does create an opportunity to re-evaluate how
we interpret lifecourse events to include lateral transitions. A significant mid-life
change in employment, such as moving from content expert to CCl, is just such a
lateral shift.

Kegan’s (1982, 1994) constructivist-development model and its institutional
and interindividual balances place adult learners in a position of self-authority that can
withstand and incorporate shifts in the self-system without losing any previous sense
of self-confidence or self-efficacy. This idea moves us both forward and outward
instead of upward. New CCls need the flexibility between self-systems (content
expert and CCI) that institutional balance provides. They need the experiential
confidence their work history provides while they make the transition from content
expert to adult educator. The IDP provides the training, but attaching meaning to the
new job is up to the individual CCls-adult learners, and that is where baptism-by-fire
experience becomes so valuable; however, the challenge of contextualizing theory
post-teaching-experience can be frustrating in itself. New CClIs need the on-going
support of the cohort group to use the balance they have created between content
expert and CCI to move to the Interindividual stage that can include the self as adult

educator.
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Social learning and development theorists have long viewed learning and
development as an organic process that connects meaning and experience (Dewey,
1938; Kegan, 1982, 1994; Main, 1993; Merriam & Clark, 2006; Merriam & Heuer,
1996). For my research literature review, adult learning and development were
considered interdependent concepts. While connections between social interactions
and interpretations occur at the individual level, social support, such as common
purpose cohort groups, can help make learning a relational exercise and put new
meaning into the appropriate context. Transformational learning theories (e.g., Boyd
& Meyers, 1988; Chickering & Reisser, 1993; Kegan, 1980, 1982, 1994; Kovan &
Dirkx, 2003; M. Taylor, 1986) provide a theoretical framework for building the
interview questions, and subsequent discussions, in investigating participants’
perspective shifts from content expert to CCI and later adult educator. These non-
Mezirowian transformational theories all integrate emotion into both the learning and
development processes.

Social development theory is constructivist, is dualistic psycho-socially yet
holistic theoretically, and is in continuous revision and re-interpretation as new social
circumstances arise. We understand the world through social interactions and
experiences, meanings that we then integrate and interpret as our social world. We are
unique and individual, but we are also part of different social groups. Our social
contacts and connections situate us in cohorts, and our continuously revised
interpretations of social circumstances provide our contexts.

A social paradigm shift toward Humanism in the 1960s and 1970s prompted
adult education theorists to re-evaluate and redefine what it meant to be an adult
learner (Spencer, 2006). Adult educators respect the role of experience in learning by

recognizing the value of adults’ previous life experience. Adult learning theories
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encouraged promoting positive self-identity, self-worth, and self-competence as a
potential for social change. Positive self-change comes from critical consciousness,
and a willingness to examine, re-evaluate, and transform prior beliefs in favour of
new ideas.

Merriam (2005) reflected on the relationship life transitions have on both
learning and development, and determined that learning gained during transitions can
be either “additive or developmental” (p. 8): additive meaning occurs during periods
of stability, and thus has no effect on development. In order for learning to influence
development, the experience must induce a cognitive incongruity and result in a
perspective transformation. An integrated, flexible development and learning model
acknowledges the additive effects of significant lateral changes in the lifecourse, such
as the professional transitions and personal transformations for content experts in their
new role as CClI and future adult educator.

Flex theory remains a work in progress at this time and needs further
refinement. It is resultant from my research but as yet remains a suggestion or query

so is not included in the research findings. It is incidental not probative.
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Chapter Eight: Summary, Implications for Future Practice,

and Areas for Further Research

8.1 Introduction:

Surviving life transitions is not always easy to manage (Merriam, 2005).
Previous chapters have addressed presented and discussed the data regarding the
experiences of 12 Maritime CCls as they moved from content experts to novice
instructors, and the transitions and transformations they experienced on those
journeys. Data analysis indicates the changes and challenges they faced were
considerable: they started new careers, something that is stressful under the best of
circumstances; they experienced temporary setbacks in the form of frustration,
anxiety, confusion and a loss of self-confidence as they adjusted, adapted and
assimilated to a new work environment; and they spent their first few summers in the
role of student during mandatory IDP training, an experience some could find a
demotion after being the teacher for at least one semester. Data suggests that their
experiences were all part of both professional identity transformative transitions, as
they developed a new sense of professional purpose, and personal transformations as
they grew into someone new: a teacher. This last chapter provides an overall summary
of data findings, discussion on implications for future practice based on those
findings, and areas for further research not addressed elsewhere in the dissertation.

| expected to find indications of personal and professional support through
IDP cohorts and common-purpose groups; professional ‘self” growth as research
participants re-situated their professional practice perspective from doing to teaching
how to do; periods of professional and personal disorientation; and personal ‘self’
growth as they developed the confidence to embrace their ‘new’ lives as teachers.

Participants’ narratives indicated overwhelming ‘newness’ at every turn (e.g.,
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physical surroundings, workplace policies, and colleagues), yet all 12 of them stayed

with their colleges despite the changes and challenges they had to overcome.
8.2 Research Findings Summary

Chapter Four provided a breakdown and analysis of recurrent themes that
emerged from participants’ narratives. Data were initially sorted and reduced using an
a priori template (Table 1), then coded and grouped according to recurrent themes
(Table 2), analyzed using existing academic discourse on adult learning and
developmental theories (Table 3), re-organized into two general areas of
development: professional identity development and professional development
practice (Table 4). Last, participants’ accounts were re-storied according to their own
personal accounts of their journeys.

Research findings needed to demonstrate reliability, generalizability,
authenticity, plausibility, transparency and ‘goodness’ (Boyatzis, 1998; Braun &
Clarke, 2006; Creswell, 2007; Denzin & Lincoln, 2000; Polkinghorne, 1995, 2006;
Tobin & Begley, 2004) in order to demonstrate rigour in the NITA method, and avoid
such pitfalls as projection (researcher bias) and mismatches between data and
analytical claims or between theory and analytic claims. Table 2 and Table 3
demonstrate the means by which emergent data were organized according to recurrent
themes and later disseminated as discussion headings.

Data analysis discussions indicated new CClIs go through several periods of
adjustment: baptism-by-fire induction to teaching, which can include a sudden
realization of missing skill sets (e.g., classroom management and reluctant learners);
development of teaching skills competencies (e.g., transformative teaching and
learning transfer); identity duality (e.g., teacher/learner, mentee/mentor) and

subsequent identity confusion (e.g., impostorship); periods of disorienting dilemmas
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followed by adaptive balance (e.g., doubts in self-efficacy and shifts in self-
perception); periods of critical self-reflection (e.g., perspective transformations, both
professional and personal); and eventual comfort in the role of lifelong learner (i.e.,
there is always more to understand about what | do).

In Chapter Five data discussions were re-organized under two general
headings: identity transformation and professional development. Rationale for
grouping findings under these general headings rests in the two areas of adult
education discussed in this dissertation: adult learning, and adult social development;
however, the two areas are not mutually exclusive. Chapter Two provided a literature
review of adult learning and social development theories as separate but not severed
perspectives of adult education. Adult learning theories, such as andragogy,
experiential and transformational learning, provide insights into how we make
meaning from the world for use in the world, whereas adult social development
theories examine how we continuously revise and re-interpret our understanding of
the world based on our social interactions and personal experiences. The question that
divides the two perspectives is: does learning drive development, or vice versa?

If the lifecourse is viewed as a flexible series of developmental experiences
(i.e., using Flex Theory suggested in Chapter Seven), we can integrate learning
(meaning making) as its cognitive partner (or vice versa), whether changes in life
events move us forwards, backwards, or sideways. Flex theory introduced transition
discontinuities (Heinz, 2002; Heinz & Kruger, 2001), a circumstance whereby
unexpected incongruities in personal life circumstances (often negative) derail some
part of our life pursuits. In an era when so much global economic uncertainty has
created continued job losses for mid-life-aged adults, the idea of transition

discontinuities in a developmental model makes sense. If we lose our employment,
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life events are often perceived as trending downwards, not up; but people do not grow
‘down’, just as growing ‘up’ is a misnomer (Blatterer, 2010; Main, 1993). Instead we

grow more experienced as we age.

8.2.2 Section Summary

Data analysis findings needed to demonstrate reliability, generalizability,
authenticity, plausibility, transparency and ‘goodness’ in their relevance and
applicability for understanding the needs of new CCls during their employment
transitions and personal transformations. My hope was the research findings could
help adult educators, program developers, policy makers, and scholars to recognize
the diverse sets of circumstances under which new CCls work during their first few
years. | also wanted to give a voice to adult learners in general during career changes
and provide a framework for understanding their own work-life transitions as they
move from one source of employment to another. Data analysis and research findings
identified from this investigation can be applied to job re-training programs, human
resources management, and employment advising and counselling, and be beneficial
in federal government Employment Insurance work-readiness programs.

Our global economy will always need skilled workers, but to fill those
positions with their own job-ready graduates, post-secondary institutions need to be
mindful of what it takes to create better trained instructors; and to accomplish that,
professional development programs for new CClIs need to include identity
transformation as an overall program objective. Data analysis suggests recognizing
new CCls as adult learners in their capacities as new teachers as a promising first step
toward that end. Data from participants’ accounts indicates all 12 successfully
managed their professional transitions and personal transformations, continue to love

their jobs, are invested in their career development as both content experts and CCls,
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are dedicated to providing meaningful learning opportunities and experiences for their
student, and have become lifelong learners in the process. The likely conclusion to be
drawn from participants’ success is that IDP programs help new CCls develop their
teaching skills, but room for improvement exists.

The interview process often gave research participants the opportunity to put
words to their experiences as new CCls for the first time — spoken aloud and to an
interested listener. Their stories revealed frustration, anxiety and confusion during
their transitions, but also a profound sense of personal accomplishment and a renewed
sense of self-confidence in their career development. Some have added creativity to
their curriculum delivery methods, some had to figure out their teaching style by
reflecting on what did and did not work (and why) in certain circumstances, and some

take every day as a learning opportunity.
8.3 Implications for Future Practice

Working with and through participants’ stories has raised areas of attention for
future practice based on data analysis. The two general thematic areas of professional
identity development and professional development practices as transformational
learning outcomes generated sub-set thematic patterns that include foundational
themes and collective teaching and learning themes found in Chapter Four, which
represent both the hurdles and gains for research participants during their transitions
from content expert to novice instructor. All suggestions for future practice offered
below focus on those two areas. Discussions are based on participants’ accounts, data
analysis and research findings alongside academic arguments, so address issues that
arose during interviews with participants.

Implications for practice from my research suggest four areas for discussion.

First, more attention to new CCIs’ identity development is needed. Previous
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discussions have already identified the tremendous weight CCls carry on a daily
basis, and those weights are diverse and often dichotomous. Second, some
participants worried about a decline in their content area skills since their current
employment has them one-step removed their original hands-on practice. Their
feelings of disconnectedness were their cause for concern and could have implications
for content area teaching and practice overall. Third, IDP efficacy was not the
research focus, but participants’ recollections on their job readiness after completing
their programs were (Interview Question 5a: Do you feel the program adequately
prepared you for your new position?). However, since interviews were not conducted
with IDP administrators, its program developers or its instructors, implications are
based solely on participants’ narratives and subsequent data analyses. Fourth,
systemic marginalization within the college and IDP ranks presents an institutional
social development issue, and one not easily resolved.
8.3.1 Implications for Professional Identity (Trans)Formation Development
Discussion on CCIs’ identity issues has been extensive in previous chapters.
Concerns such as identity dualities, impostorship and professional identity
transformation development frame a substantial section of the academic discussion.
How we become who we are is a complex question, and one that has many answers
depending on the academic discipline. Academic discourse, data analysis and
discussions on research findings indicate identity development for new CCIs needs to
be recognized as part of their professional development process. While TL has been a
heavily promoted theory for helping adult learners to discover they are ‘more’ than
they believe themselves to be (e.g., Cranton, 2009; Dirkx, 2007; Mezirow, 1978,
1991; E. Taylor, 2007, 2008, 2009), it falls short as a holistic application. Other

transformational learning theories, such as transformative education (Boyd & Meyers,
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1988), seven vectors theory (Chickering & Reisser, 1993), dark night of the soul
(Kovan & Dirkx, 2003), and phase transitions (M. Taylor, 1986) offer more integrated
ideas that include the importance of emotion in learning.

Critical reflection helps adult learners sort through emotional turbulence
(disorienting dilemmas) and arrive at a holistic personal paradigm shift that provides
positive adjustments to professional self-identity, so needs to be introduced to new
CCls earlier than the IDP; perhaps as part of the mentorship program. Learners who,
for whatever reason, find themselves in an emotional quagmire need to understand
(and be assured) that it is all part of the learning and development process as they go
from content experts to CCIs.

Several other suggestions arose from the academic literature, but three ideas
appear best applicable for new CCls: Illeris’ (2014) suggestion that TL theory needs
its own transformation with ‘identity’ replacing ‘transformative’ in the theoretical
framework; introducing a ‘possible selves’ context as suggested by Fletcher (2007),
Rossiter (1999) and Markus & Nurius (1986); and understanding CCIs’ identity
development as ‘boundary crossing’ (Fejes and Kopsén, 2014). Illeris’ (2014)
recommendation embraces all concepts of the ‘self’ (person, individual and learner),
the soul, and cognitive competence; and his redefinition establishes a connection
between shifts to existing social conditions and accompanying personal growth as the
self becomes more than previously understood; i.e., transformation is directly related
to identity development.

Dirkx (2007) suggests a similar re-definition of TL theory through identifying
individual multiplicities. He sees the self as an holistic entity made up of multiple
sub-sets, and the goal of TL in this instance is to recognize existing self-sub-sets in

order to see our big-picture self as we are greater than the sum of our parts (i.e.,
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multiplicities): “Transformative learning seeks fundamental change in our sense of
self yet, through this process, we have a sense that we are the same person” (p. 3). By
adopting Illeris’ (2014) suggestion for word exchange, the previous quote could read
another way: Identity transformation development examines changes or expansions to
the existing self through new sub-set additions without compromising who we were at
the onset. New CCls already bring a sense of who they are based on their years of life
and work experience but need to recognize and accept the addition of ‘teacher’ to
their existing multiple sub-sets. New teacher sub-sets are gained through re-framing
content expertise from a ‘doing’ perspective to a ‘teaching’ one and accepting that
new skill sets are required to achieve that end.

Meditating on possible selves (Fletcher, 2007; Markus & Nurius, 1986;
Rossiter, 1999) was introduced as a means to understand future self-competencies
through skills achieved in the past: i.e., ‘if | was successful here, I can be successful
there too’. Possible Selves theory is often an under-utilized framework for
understanding personal change, growth and accomplishment, all by re-locating our
sense of self in a new context. Possible Selves theory sees the holistic self as a work
constantly under construction but allows learners to see who they can become (future)
based on who they have been (past) and are now (present). For new CCls, these areas
of self-perception are crucial to developing their new identities as teachers. If
baptism-by-fire induction and subsequent IDP courses were framed as part of the
overall experience needed to create an additional self-sub-set, it could help put
frustration, anxiety and confusion into a more positive light. Data analysis discussions
suggest an important causal link between emotional upheaval and learning; however,

being forewarned about potential struggles could give new CCls the opportunity put
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unwelcome emotions into a learning perspective, thereby gaining new identity sub-
sets.
8.3.2. Content Skills Decline

Leland’s concern that his “skills are declining” was echoed by other research
participants whose area of expertise includes innovations to practice, such as IT
systems and nursing. New CCls become one-step removed from their original
professional practice, and have to rely on their professional networks, observations
made during students’ in-service practicums, picking up part-time shifts during the
summer months, and information found in job descriptions on employment websites
to keep current. Their concerns do them credit as their worries focused on offering up-
to-date course content for their students, rather than any concern regarding re-entering
their original professions.

This area was not pursued beyond participants’ stories during interviews and
no attempt was made to contact colleges regarding continuing education practices in
content areas, but frequency of occurrences within participants’ accounts suggest
CCls are concerned about content skills decline. For example, Julie spends her
summers attending conferences and online workshops on both her area of content
expertise (nursing) and adult education praxis. When asked to expand on her
statement, she indicated all these undertakings were done on her own time and at her
own expense, with no acknowledgement or reimbursement from her college. That she
actively pursues these opportunities for continuing her education indicates her
dedication to both fields of her employment: nursing and adult education.

Dedication to practice was discussed as one of the motivations for career
change in Chapter Four: new CClIs want to make a successful transition from content

expert to college instructor to help mould the next generation of practitioners in their
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fields. Further, Sophie’s story about the plumbers who cried not only indicates the
potential for adult learner burnout, but underscores their desire to become competent
and confident instructors; otherwise, why bother to press on with their ‘reflection’
homework? Research participants represent a fraction of actual college faculties, and
perhaps not all faculty members are as interested in updating their skills in either areas
of expertise or adult education; however, all 12 participants saw themselves as
lifelong learners pursuing any number of professional and personal interests.

Professional development in any discipline does not end when training (e.g.,
IDPs) is over, and the quest for continued learning pursuits is often an indication of
critical reflective practice (Ferraro, 2000). Julie’s desire to be more (or better)
informed suggests two issues for consideration: first, she wants to keep her skills in
both nursing and teaching up to date for reasons addressed above; but second, she
sees herself as both nurse and a teacher. She takes every opportunity to advance and
update her existing skills in both areas, an effort that indicates how invested she is in
both areas of her identity.

No solutions are offered here because the extent of continuing professional
development opportunities offered through the respective colleges is an unknown at
this time. However, research participants, such as Julie, Sophie and Leland, look for
those opportunities and all claim lifelong learner as part of their CCI identity.

8.3.3 Instructor Development Programs: Training and Practice

Professional development programs are essential if post-secondary institutions
want to produce better trained job-ready graduates from educational programs,
maintain standards determined by professional associations, and stay competitive in a
global knowledge-based economy. The linchpin for meeting these institutional needs

is CCls; therefore, training and development programs, such as IDPs, need to be
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designed so instructors can carry that weight as effortlessly as possible. Discussions in
this section are not directed at ‘fixing’ IDPs, since that was not the initial focus of the
research investigation and besides no hard evidence exists to indicate they are
‘broken’. That being said, data analysis does suggest certain programming areas
might require re-consideration at the program development, administrative and
institutional levels.

Data analysis discussions indicate new CCls come to their new careers with a
willingness to help train the next generation of people who want to work in their
content areas, but little else in terms of being adult educators. Participants’ narratives
suggested they all wanted to succeed as new CCIs but ran into areas of personal and
professional dichotomies during their first few years. Reaction to these incongruities
created confusion and discomfort, and at times those negative emotional experiences
were considerable. Research findings suggest the amount of personal and professional
disorientation could be mitigated by the following: acknowledging that identity
development (trans)formation is a fundamental part of new CCIs’ overall job
(re)orientation experience; regarding new CCls as adult learners as well as college
instructors, many of whom are trying to manage their new teaching skills on the fly;
understanding that longer IDP workdays can lead to burnout, and that required
homework exercises require greater time commitments for some adult learners;
valuing CCls as contributors in stakeholder groups; and recognizing that better trained
CCls are the cornerstone to their institution producing better trained, job-ready
graduates.

Emotional upheaval is an unfortunate but often necessary experience as part
of the transition/transformation processes, such as those describe by Kovan and Dirkx

(2003), but can help new CCls make stronger connections between teaching and
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learning and further objectives such as individuation and personal growth. However,
miseducative experiences (Merriam & Clark, 2006), can be detrimental to gaining
positive ground in identity development and undermine new CClIs’ sense of self-
worth in their new workplace; and their self-worth is often already compromised by
issues such as impostorship and a lack of classroom management skills. Data analysis
suggests two issues stand out as potential causes for miseducative experiences: failure
to bond within cohort and common-purpose groups, and discrimination based on
professional backgrounds within the ranks.

Drago-Severson, et al. (2001), Imel (2002) and Rosow (1978) provided the
academic groundwork for data analysis of IDP cohort/common-purpose groups. IDP
cohorts are often diverse groups brought together for one specific purpose:
professional development training as new CCIs. Grouping new CCls together based
on a single outcome (IDP completion) is a great way to level the overall field: we are
all in this together. Cohort groups can build camaraderie as new associations provide
mutual support, but it also presupposes commonality of skill sets and personal values.
Failure to form positive associations can lead to individual discontentment or lack of
unity within the group; situations not conducive to learning new skills, managing
emotional maturity, building autonomy, developing mature personal connections,
establishing individual identity, developing purpose, or finding an integrated sense of
self (Chickering & Reisser, 1993; Rosow, 1978).

Data analysis indicates discrimination within ranks is one source cohort
association failure both in IDP courses and within a campus faculty. Academic
pursuits are often more highly valued than trades in an academic hierarchy (Fugate &
Amey, 2000), and that disparity can lead to marginalization. Placing uneven values on

professional backgrounds can also lead to divisiveness and outright derision between
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cohort members, a situation that could be alleviated at an institutional and program
development level. New CCls are hired based on their years of experience, and it is
that experience that needs to be valued by everyone concerned with IDPs and other
professional development initiatives. Just as all new hires are ‘in it together’ in their
IDP cohorts, so are they also as faculty members no matter the campus size; an
argument that brings discussion back around to the importance of new CCIs’ identity
development (trans)formation.

New CCIs need to see themselves as vital contributors to their students’
learning experiences, but also understand the path to that accomplishment is through
returning to learning themselves. Creating this type of mutual learning, mutual
development and mutual outcomes objectives could provide a way to balance the
social scales regarding new CCls’ professional backgrounds. For example, nurses,
plumbers, IT techs and social workers need to be valued equally by the colleges that
hire them, since each professional area contributes to our overall social well-being.
Society in general and our knowledge-based economies will always need skilled
workers in these and other professional areas, thus the CCls who teach the next
generation of workers need to be valued equally as well.

Overall, participants’ narratives indicate successful professional transitions
and personal transformations from content experts to novice CCls: all 12 were happy
with their decision to become post-secondary adult educators and they all love what
they do. However, deficiencies within IDPs identified in Chapter Five point towards
areas of concern for the overall programs in general. No disrespect towards existing
frameworks is intended, but the danger inherent in internalized professional
development programs is that they can lead to tunnel vision when it comes to quality

assurances. New CCls need to teach according to an established curriculum
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determined by stakeholders and need orientation to their new workplace, since the
venue change is substantial; but, those considerations can narrow the scope of IDP
programs and create institutional blinders to creating holistic adult education
programs. Post-secondary institutions need CCls to function within their institutional
boundaries, making holistic IDP evaluations challenging since proximity to the matter
can make for a diminished perspective. No information was available on how colleges
recruit IDP instructors, so discussion here is simply a deductive cautionary tale based
on interviews with research participants.

Participants’ narratives and data analysis suggest possible deficits in internal
IDP instructor and/or program development. Internal IDP instructors can provide
excellent institutional perspectives and orientation information; however, deductive
reasoning based on participants’ narratives and data analysis suggests an internal
teaching diploma seems to be the end of their recognized adult education credentials
and experience for some. Not having credentialed people to deliver or objectively
assess internalized adult education professional development programs could be a
liability for the overall effectiveness of those programs, especially in light of several
stories from research participants.

New CCls come to their respective tables with fully formed individual beliefs,
accumulated knowledge and ideas; they were already established adults working out
in the world before they arrive on campus. An adult educator’s job, whether CCI or
IDP instructor, is to help adult learners create new learning and modify previous
learning constructs, and to accomplish that the teacher needs appropriate training. For
example, we would not send children to schools that did not hire accredited teachers;
similarly, a politician or lawyer would be an unlikely candidate to deliver workshops

on how to train companion animals, create new software programs, or provide
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academic upgrading — not without the background experience or extensive training in
those areas.

Data analysis suggests new CCls could experience easier transitions during
IDP training if they understood becoming an adult learner as a promotion rather than a
demotion. They need to realize that learning is a process not an outcome, and often
includes emotional ups and downs. If new CClIs can recognize that process in their
own efforts, perhaps they can appreciate it in their students as well. IDP instructors
also need to be aware of the emotionality involved in learning beyond what is
required for their institutions. Professional development and training for new CCls
requires open acknowledgment of what lies ahead of them, including the potential for
confusion, frustration and anxiety, and especially where new workplaces are
incongruous with previous work experiences. For new CCls to understand themselves
as not just content experts but as teachers of adults as well, they need be invested in a
transformational identity change as ‘teacher’ while still maintaining their identity as
content experts and embracing the role of ‘adult learner’ all at the same time.

One last implication for IDP practice that arose from the data is the time
constraints for coursework. Restrictions on maximums/minimums for summer courses
were an unknown during this research investigation, but some research participants
indicated IDP course load seemed burdensome, especially when academic
unpreparedness is considered. Carusetta & Cranton (2009) and Cranton (2009)
discuss the IDP at UNB as taking place face-to-face over two summers; however, that
program at UNB is now delivered online. The CCEDP for NSCC instructors was also
face-to-face for some research participants, but whether it remains so in also an

unknown at this time. Either way, perhaps re-evaluating the deadline for IDP

300



completion would reduce academic strain and bouts of frustration to complete course
and homework and alleviate tendencies for burnout.
8.3.4 Section Summary

A myriad of issues collide around new CClIs’ professional development and
training: baptism-by-fire induction to teaching in order to gain practical teaching
contexts, practical skills deficits, development of teaching skills sets, collective
considerations around adult teaching and learning practices, institutional expectations,
personal setbacks, and identity disorientation. IDP instructors and program developers
need to recognize learners as agents of their individual meaning making, create
programming and learning activities that have relevance and contextual value for
them as learners, and be aware of their dichotomous roles, especially as both teachers
and adult learners.

Concerns arising from data analysis and research findings discussion in this
section are all derived from participants’ stories about their professional transitions
and personal transformations. Research participants expressed concern about skills
decline in their field of expertise as they were often disconnected from innovations
and/or adjustments to practice taking place outside their colleges, and those
trepidations focused on keeping classroom curriculum current with commercial
practice.

IDPs can be considered ‘transformative’ where practical skills development
and identity (trans)formation are considered; however, incorporating TL theory as the
wholesale panacea to issues raised in this section does not present itself as a fully
realized resolution. IDP training cannot be regarded as a transitive process: what is
good and right for one is not necessarily good and right for all, and what is

‘transformative’ for some is just good sense for others. Introducing possible selves
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(Fletcher, 2007; Markus & Nurius, 1986; Rossiter, 1999) and/or multiplicities of the
self (Dirkx, 2001, 2007) as a learning strategy could help new CCls put their
professional development into a manageable perspective and help encourage critical
reflective practice. In the end IDPs are about training new CCls so they can train
others in their fields of expertise, and according to Fejes and Kopsén (2014), better

trained graduates require better trained instructors.
8.4 Areas for Further Research

Several areas for further research in adult learning and development arose
from this research project that were beyond the scope of the initial investigation
including a broader study into CCIs’ motivations for career change; adult learners’
learning retention during professional development programs, especially under time
of emotional pressure; implementing possible selves as a learning strategy for
professional development practices; and a more complete study on internalized
professional development programs, specifically online IDPs.

We need to delve further into what motivates mid-life-aged adults with years
of professional experience to become CCls. Any number of factors could be
considered, such as better income/benefits, job security, a professional change of
pace, and/or the willingness and aspiration to train future practitioners in their fields.
A better understanding of the why of it could be an asset for instructor recruitment
and hiring practices.

Learning retention during times of emotional pressure or upheaval was not
addressed in this investigation, but the connection between the two is intriguing. Data
analysis and academic sources indicated a causal link exists between emotion and
learning, but further investigation is needed. If we could plumb the depths of learning

retention versus learning disconnection under periods of emotional stress, we could

302



better understand the importance and detriments of emotions in mid-life adult learning
and development.

Research into ‘possible selves’ was discussed at various stages in this project,
but needs a more thorough investigation. Its application to professional development
and potential for use in development programs introduces an individualized option
over teaching for transformation to groups. Possible selves practice asks each learner
to work actively toward a personal goal as opposed to tackling disorienting dilemmas
in order to change habits of mind. It would take academic unpreparedness into
account as learners need to ascertain their learning objectives to reach their individual
goals and eradicate the concern of ‘what form transforms’ and whether a learning
opportunity is transformative or non-transformative.

A more complete study into internalized professional development IDPs is
required to bridge some of the unknowns identified throughout this research
investigation, including the role of IDP instructors, faculty department heads and
college administrators in the programs; institutional policies and/or initiatives
regarding IDPs; and institutional practices regarding who becomes an IDP instructor.
Internal assessments of quality IDP assurance run the potential risk of creating the
check list to accommodate existing conditions since everyone is paid by the same
employer.

8.5 Closing Remarks

This research investigated the professional transitions and personal
transformations of new community college instructors as they made the move from
experienced content professionals to novice CCls. However, the study was somewhat
limited in scope as data was collected from only 12 people, and not all areas of the

three colleges’ post-secondary programs were represented. What emerged from the
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overall data analysis was the importance of recognizing identity transformation as part
of the holistic learning process for adult learners returning to learning. What stood out
was the difficultly research participants experienced when they lost of their previous
confident, skilled, expert ‘self” while trying to adjust on the fly to their roles as CCls.
Relationships between communities and colleges are inter-dependent:
employers need skilled workers, and colleges want to train those workers. ldeal
candidates to provide that training are people with extensive experience in content-
specific areas, and training content experts to become instructors in their fields of
expertise is the cornerstone to a successful inter-dependent relationship between
communities and colleges. Offering the best programs in post-secondary education

and training requires the best trained instructors.
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Appendices
Appendix 1: Letter Sent to Community College Human Relations Offices
To the Community College Human Relations Offices,
| am writing to request permission to conduct an academic research

investigation with instructors at your post-secondary institution on the Fredericton

Halifax or Charlottetown® campus. The research project is called From Content

Expert to Novice Instructor: The Professional Transitions and Personal
Transformations of Maritime Community College Instructors, and is part of the work
required to complete my PhD in Adult Education at the University of New
Brunswick.

The purpose of this research is to investigate more closely the professional and
personal experiences of instructors during their transitions to positions as college
instructors. Participants will be asked a series of guiding questions about their initial
experiences as new instructors, their involvement in IDP/CCEDP training, and finally
their capacities as full-fledged instructors with the college. The research investigation
maintains that a perspective shift occurs for new instructors as they embark on a
career much different from any previously held employment positions and that the
transition is not just a change in profession, but involves a transformation in self-
perception. The proposed research critically examines how, when, and if these shifts
in self-understanding occur.

This project has been approved by UNB’s Research Ethics Boards in
accordance with its ethical standards and by my research committee, headed by Dr.
Amanda Benjamin. | would ask to circulate an email providing details on the research

in order to invite volunteers to participate in the project (included). There are no age

2! Districts were later changed to New Brunswick and Nova Scotia campuses only. Travel to do
interviews face-to-face was curtailed by lack of funding.
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restrictions or required years of service to the college that must be met and is gender
not a consideration. The only criteria are that volunteers must have successfully
completed their IDP/CCEDRP in its entirety and be employed full-time by the college.

My hope is to find five to seven participants from each of the three Atlantic
provincial community colleges that will join the project. Sample interview questions
are enclosed with this letter along with a copy of the waiver form to be completed by
each participant before the research interviews can begin. | would ask that these
questions not be shared with the faculty prior to the interviews. | am looking for an
authentic response from each participant, so disclosure of any sample questions
beforehand leaves room for predetermined answers from the participants. Rest
assured this is a tactical measure for my research and is in no way meant to alarm or
otherwise disturb faculty participants.

Please accept my thanks in advance for supporting this project. If there are any
questions, comments, or concerns, please send contact me using the email address

below.

Sincerely,

Mary MacKeracher
PhD Candidate and Adjunct Instructor,
UNB Faculty of Education,

mmackera@unb.ca
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Appendix 2: Sample Recruitment Email
Dear College Faculty Members,

You are invited to join a research study on the transitions and transformations
experienced by new community college instructors. The study is called From Content
Expert to Novice Instructor: The Professional Transitions and Personal
Transformations of Maritime Community College Instructors, which is part of the
requirements for my PhD degree from the University of New Brunswick.

| have been an instructor in the NBCC Instructor Development Program (IDP)
for the last 12 years (and briefly with HC via video-conference in the early 2000s) and
have watched and listened as many learners in my classes experienced a change not
only in their professional identities, but in their personal identities as well. | believe
that such shifts do not come easily and that no two transitions are the same, and |
would like to learn more about these changes directly from you.

Your participation in this study will involve a face-to-face interview with me
that will last approximately one hour. Once all interviews are completed, they will be
transcribed in full and studied to identify common themes and issues. Once those
areas are identified, you will receive an email from me that will include a summary of
themes and issues drawn from the compiled information.

Your participation in the study is voluntary and will never be disclosed to the
college or to other participants. Interviews will be scheduled according to your
schedule once a timeframe for my visit is established, and can take place on-campus
or at an off-campus location selected by you. You will be asked to sign a letter of
informed consent that includes your name and position with the college, but your
confidentiality will always be protected by a pseudonym in the research writing and

your personal information will be stored on a password-protected computer. Once the
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study begins, emails from me will always be sent out individually and never to
groups. You will be free to withdraw your consent to participate at any time during
the project, and a withdrawal means your information will be deleted from the study.

The only criteria for your participation in the project are a) that you have
successfully completed your college’s IDP/CCEDP (or its equivalent) in its entirety,
and b) that you are currently a full-time faculty member. If you would like to share
your stories with me and meet these criteria, please send an email to the address
provided below.

Thank you for your time and consideration. | look forward to hearing from

you.

Sincerely,

Mary MacKeracher
PhD Candidate and Adjunct Instructor,
UNB Faculty of Education,

mmackera@unb.ca
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Appendix 3: Letter of Informed Consent

Please read and then sign this document below.

| agree to be a Participant in the following for PhD Research Project:

From Content Expert to Novice Instructor: The Professional Transitions and
Personal Transformations of Maritime Community College Instructors

I understand | will be a participant in the above named research project. | will be
identified by a pseudonym when any direct or indirect references are made regarding
information | have disclosed. | have agreed to participate in this research project

freely and expect no remuneration or other compensations for my participation.
The researcher (Mary MacKeracher) agrees to hold participant information in
confidence, and to provide pseudonyms when using participants’ information that is

relevant to the research project.

Research Participant (Print):

Email: Work Phone:

Participant’s Signature:

Date (d/mly):

PhD Researcher: Mary E. MacKeracher

Researcher’s Signature:

Date (d/mly):
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Appendix Four: Guiding Interview Questions

Career Start:

1. What did you do for a living before you started work at the community college as
an instructor? For how long?

2. How did you come to apply for the community college instructor position?

3. How did you feel when you opened the acceptance letter/received the phone call
regarding your position as an instructor with the community college?

4. What do you remember about your first day of work at the college? Please provide
details.

Professional Development as an Instructor:
5. What do you remember about your first day in the Instructor Development
Program (IDP)?
a. Do you feel the program adequately prepared you for your new position?
Expand.
6. What do you remember about your first classroom?
a. What steps or procedures did you undertake to explore your teaching
space?
7. What do you remember about being a new instructor; for example, your first day

or week?

Career Transition:
8. Do you remember the first time you truly felt like a teacher? Please elaborate.
a. Did that teaching experience change how you see yourself as a
professional? If so how?
b. Did that teaching experience change how you see yourself as a person? If
so, how?
9. What other ‘teacher’ moments have you had since?
a. Have those experiences further changed your sense of self-perception?
10. How do you feel now about your decision to become a community college

instructor?
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Practitioners of Adult Education

Experiential Education Co-ordinator
Instructor: KIN 3523: Communications
Instructor: ED 4102: Transitions to Adulthood

Instructor: ADM 2163: Verbal
Communications

Instructor: ADM 2164: Written
Communications

Course Designer: ED 4102: Transitions to
Adulthood

Transcription Services for the Teaching and
Learning Centre

Course Designer: ED 4102: Transitions to
Adulthood; ED 3024: Understanding the Adult
Learner; ED 3113: Communication Practices

Other Relevant Employment:

Year

Position

2012-2014 Graduate Teaching Assistant (multiple sections):
EDUC 6323: Foundations of Adult Education
EDUC 6333: Adult Learning

2012

ICDF 1054: IDP Practicum Program

UNB Faculty
of Kinesiology
UNB Faculty
of Education

UNB Faculty
of Business
Administration

UNB Faculty
of Education

Institution
Yorkville
University,
M.Ed. Program

NBCC
Instructor
Development
Program



2001-2003 Adult Education Case Worker, Ellen Osler Home

2001 Adult Basic Education (ABE) English and
Communications Instructor

1998 - e Research Assistant
2000 e Teaching Assistant: RS 2HH3
Teaching Assistant: RS 2GG3

Correction
Services Canada

College of the
North Atlantic,
Carbonear
Campus, NL

McMaster
University

Section Three: DISSEMINATION of KNOWLEDGE

Curriculum Development

2015 Re-developed ED 4045: Issues in UNB Faculty of Education

Training and Development

2014 ED 4061: Advising & Mentoring Adult ~ UNB Faculty of Education

Learners

2013 ED 4045: Training the Trainer: Theory =~ UNB Faculty of Education

& Practice

2012 ED 5022: Transformational Learning UNB Faculty of Education
2011 EDUC 6393: Philosophy and Ethics in Yorkville University

Adult Education

2010 ED 3011: Professional Ethics for UNB Faculty of Education
Practitioners of Adult Education
ED 3024: Understanding the Adult UNB Faculty of Education
Learner

2007 KIN 3523: Communications UNB Faculty of Kinesiology

PhD Dissertation Proposal (Accepted): From Content Expert to Novice Instructor:
The Professional Transitions and Personal Transformations of Maritime Community

College Instructors.

Comprehensive Examination Topics (Requisite for PhD Program at UNB)

2014 Factors that Support the Professional
Development of New Community College
Instructors, and How This Professional
Development Shapes Workplace Competencies

2013 Research Methods: Narrative Inquiry

2012 An Integrated Theory of Adult Learning and
Development

Supervisor: Dr.
Melissa White

Supervisor: Dr. José
Domene
Supervisor: Dr.
Amanda Benjamin



Honours and Awards:
University of New Brunswick (UNB)

2011/2012 Graduate Research Assistantship Value: $3,000
2010/2011 Graduate Research Assistantship Value: $3,000
1997/98 UNB Scholarship

1996/97 The Sir George E. Foster Scholarship for Liberal Arts
1996 The Dietze-Turner Bursary in Vocational Education
1996 Nominated for the Douglas Gold Medal for Creative Writing

McMaster University

1998-99 Graduate Student Research Scholarship ~ Value $2500

York University

1994 Ontario Student Scholarship for Mature Women  Value $1500
Section Four: RESEARCH, SCHOLARLY, and CREATIVE ACTIVITY

Publications:

Refereed Contributions:

e Benjamin, A., White, M., MacKeracher, M., & Stella, K. (2012). Riding the River:
Adult Education in a Have-Not province. Brock Journal of Educational Research.

e Benjamin, A., White, M., MacKeracher, M., & Stella, K. (2012). Riding the River:
Adult Education in a Have-Not province. The Canadian Association for the Study
of Adult Education (CASAE). Annual Conference. Waterloo, Ontario. May 27-
31, 2012.

e MacKeracher, M. (1998). On Becoming a Houyhnhnm: Aspects of the Healthy
Personality. Guidance & Counselling. Toronto: OISE.

Non-Refereed Contributions:

e Teaching Disabilities? Teaching Voices. UNB Bulletin on University Teaching:
Fredericton, NB. September, 1998. Co-authors: Pat Post and Mary MacKeracher.

e The Oracle of Boohai, a board game for the Department of Adult Education,

Faculty of Education, University of New Brunswick. Co-creators and designers:
Mary MacKeracher and Pat Post.

Conferences & Workshops:

e Presenter: Flex Theory: A Proposed Re-interpreting of Our Existing Adult Social
Development Models to Include Changes for the Boomer and Gen-X Lifecourse.
Atlantic Regional CASAE Conference, University of New Brunswick,
Fredericton, October 2016.

e Presenter: Flex Theory: A Re-interpretation of Adult Social Development and
Learning Models. Atlantic Regional CASAE Conference, Mt. St. Vincent
University, Halifax, October 2015.

e Presenter: Factors that Support the Professional Development of New Community
College Instructors, and How This Professional Development Shapes Workplace



Competencies. Atlantic Education Graduate Student Conference, UNB,
Fredericton, August, 2014.

e Presenter: Factors that Support the Professional Development of New Community
College Instructors. UNB Graduate Student Association Conference, 2014.

e Presenter: An Inclusive Model for Understanding Professional Transitions in
Identity for Adults in Mid-Life. UNB Graduate Student Association Conference,
2012.

e Volunteer: UNB Graduate Student Association Conference, 2012

e Attended: Kaleidoscope 2010. University of New Brunswick, Fredericton, 2010.

e Attended: Liberal Education and Experiential Learning. American Association of
Colleges & Universities, Washington, D.C., 2007

e Attended: A Workshop on Service Learning. St. Francis Xavier University,
Antigonish, NS, 2006

e Guest Speaker: PLAR and the Adult Learner.PLAR "97 (Prior Learning
Assessment and Recognition) Conference, Montreal, for Canadian Labour Force
Development Board, 1997.

e Panel Speaker: PLA and Mature Learners in Post-Secondary Institutions. New
Brunswick Department of Advanced Education and Labour Workshop on
initiating PLA (Prior Learning Assessment) for Mature Learners, 1997.

e Guest Speaker: PLA and the Adult Learner. PLA (Prior Learning Assessment)
Conference, Université de Moncton, 1996.

e Volunteer and conference newsletter editor for Canadian Association for
University Continuing Education (CAUCE), 1996.

Section Five: SERVICE

Service to UNB:

e Volunteer Peer Mentor for the B.Ed. Adult Education practicum program (2011-
current)

e Faculty Representative (Kinesiology), International Advisory Committee, 2004-
2010

e Developed and delivered KIN 3523: Communications for the Faculty of
Kinesiology, University of New Brunswick, 2005-2009.

e Expanded the student internship placements for students in the Bachelor of
Recreation and Sport Studies (BRSS) degree program to include permanent
positions at the following locations:

o Saint John Sea Dogs Hockey Club

o Tim Horton's Camps for Children (Ontario and Nova Scotia)
o Tourism and Parks, New Brunswick (Fredericton)

o UNB Varsity program, Fredericton

o Youth Sport Programs, YMCA (Fredericton)

e Developed work-study placements for students in the Bachelor of Science in
Kinesiology (BScK) degree.

Association Memberships and Service outside the University:

e Canadian Association for Studies in Adult Education (CASAE) member in good
standing 2014 — current

e Volunteer for Atlantic Regional CASAE Conference, Mt. St. Vincent University,
Halifax, October 2015.

e Fund Raising and Special Events, AIDS NB (2008 — 2012)



e Executive Committee, UNB campus team (rUNBuddies), Run for the Cure (2005-
2008)

Available on request: professional references, personal references, teaching and
learning portfolio



