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Abstract

The puroose of this study was to examine the meaning of the experience of collaborative
working relationships for the educational stakeholders involved. This study sought out the
experiences of regular and special educators. administrators, and support personnel from
one urban elementory school to explore the phenomenon of collaberative working
relationships in schools. A qualitative research approach was use to gain first hand
subjective data of the experiencs of colluboration. In-depth phenomenoiogical interviews
were conducted with each participant, tape recorded and transcribed. The participant’s
transcribed protocol was analyzed according to procedures outlined by Colaizzi (1973) and
Wertz (1984). Meaning units were identified and paraphrased. themes were abstracted,
and common themes were clustered which reflected the experience of collaboration for the
participant. Phenomenological analysis of the data revealed twenty-two themes. These
themes were grouped into four component areas for the purpose of discussion. Themes
forwarded by the participants that represented the structure of the collaborative process
were time, administrator’s role, role function, buy-in, and training. Themes that
represented necessary collaborator characteristics were flexibility, openness,
communication, and risk-taking. Themes identified that were reflective of the collaborative
process were parity, trust, reciprocity, shared responsibility, support, commitment,
acceptance, and resistance. Finally, themes identified by the participants as outcomes of
the collaborative process were a child-centered approach, skill developinent,
empowerment, personal fulfillment, and cost effectiveness. A shared description of the
meaning of collaborative working relationships in schools was then generated from the
themes. Recommendations for school administrators, school districts, school
collaborators, and teacher educators were discussed based on the findings. Implications

for future research were also discussed.
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CHAPTER ONE
INTRODUCTION

Historically. the provision of special services tor people in society who have been
deemed handicapped has varied greatly. with the most significant changes occurring within
this century. Hewett und Forness (1977) provided a comprehensive and succinet history of
the treatment of persons with disabilities that underscores the variability and discrepancy of
services and treatment for these individuals. Treatment has ranged from cruel to humane,
exile to inclusion. rejection to acceptance. This range can be accounted tor by a variety of
influences: natural influences: irrational and rational beliefs: social and economic
conditions: religion, law, ana scientific knowledge. Decisions regarding service delivery
systems provided for individuals with special needs such as the segregated classes tor
students with special needs, are still reflective of these influences today.

In our schools and communities many exclustonary practices and negative attitudes
are still prevalent and must be examined and reevaluated. To this end, Wollensberger
(1972) developed a philosophy and set of practices designed to expose and remove
attitudinal, programmatic. and physical barriers that limit the integration and normalization
of handicapped individuals. The development and attainment of goals related to integration
and normalization of individuals with handicaps is still at issue today as educators, parents,
and individuals with handicaps continue to struggle to remove barriers that deny the
handicapped individual full participation in our educational systen.

Twenty years fol.owing Welfensberger's efforts in the area of normalization,
administrative and managerial practices based on theoretical constructs such as the cascade
model for service delivery (Reynolds, 1962) continue to influence our progress. Use of
the cascade model] has lead to the “justification™ of placement of students in separate @nd
segregated settings, as opposed to the regular classroom with support from special
education services. Reynolds «1977) has since suggested a new puaradigm, entitled the

.

“instructional cascade”, which contains fewer specialized places and more diverse “regular”
placements. This new model would call for increased collaborative interaction between
regular and special educators and other school level personnel to facilitate the caucational
needs of children with special needs in the regular classroom.

As increased integration of children with special needs becomes reality, examination
of how regular classroom teachers are going to provide for the needs of those students in

their class becomes critical. What will be the level and type of support afforded to the



teacher and child from special education services? How will this change in system
structure and how might educators roles and responsibilities be carried out? Many
rescarchers and educators are looking to collaborative frameworks to address these issues.

This is a time when education as a whole and special education as a subsystem of
education are undergoing close review and transition, when questions are being raised as to
the efficacy of segregated special education services, when answers are being sought as to
the restructuring of the educational system, and when the role of the special educator and
the relationship between special and regular education is under change. From these
multiple concerns, the question arises - is increased collaboration between regular and
special educators and related school personnel an effective part of that change?

It is recognized that change is an ongoing part of the education system today. As
the system changes, so do the roles and responsibilities of people defined within that
system. In some Alberta schools, educators are redefining their roles to better meet the
needs of students and to function within the changing system. and in some cases. increased
collaborative consultation between regular and special education personnel and others has
been found to facilitate this merger. Many questions arise when this change, focused on
the increased use of collaboration in schools, begins to become reality. Questions such as:
what is the meaning of this newly defined collaborative relationship for those involved;
how do the stakeholders function within this collaborative framework; what are the
perceived changes to the system and the stakeholders within, and how do those changes
impact upon the process of colluboration and the provision of services to special needs

students?
Justification for the Study

The establishment of collaborative relationships between regular and special
cducators has received a significant amount of attention in the special education and related
literature recently (Friend & Cook, 1990: Fullan, 1991; 1dol 1988: Lilly & Givens-Olge,
198 1: West, 1990). Collaboration among school professionals who can share their
expertise has been called for as a result of: greater diversity among the students that the
school system is serving: increased severity of students with handicaps entering the school
system: more children who are considered at risk for school failure; increased numbers of
children from dystfunctional homes: and a myriad of other social and economic conditions

(Cook & Friend, 1991). From the literature. many stated benefits of collaboration can be

o



cited. For example: school personnel and parents can be more directly involved in a
student’s educational program (Idol. Paolucci-Whitcomb. & Nevin, 1986: [dol-Maestas,
1983); interaction and collaboration among teaching protessionals can tfoster mutual
understanding and the sharing of material and instructional techniques (Idol et al., 1986);
and. collaborative consultation is cost effective in that it allows special education teachers to
manage larger caseloads than is possible when only direct special education services are
available (Idol, 1988).

An appreciation for the range of student needs presented to teachers and the
espoused benefits of collaboration have prompted educational leaders, policy makers and
many teachers to support the development of collaborative working relationships in schools
(cf. Reynolds, Wang. & Walberg. 1987; Stainback & Stainback, 1984a; Will, 1986).
Despite the apparent need for and promotion of collaborative working relationships
between educators in schools, the collaborative cthic is often non-existent in schools today
(Phillips & McCullough, 1990).

Research has suggested that many teachers are neither prepared nor motivated 1o
engagce in the shared instructional planning and teaming that is necessary in the
collaborative relationship (Garvar-Pinhas & Schmeldin, 1989; Gersten, Walker, & Darch,
1988; Myles & Simpson, 1989). Several reasons have been suggested for this reluctance
on the part of regular and special educators, administrators and other stakcholders. Among
these reasons, lack of ownership of programs, feelings of inadequate preparation and
support, and a lack of training and experience in collaborative teaming may be the niost
significant (Friend & Bauwens, 1988; Idol, West, & Lloyd, 1988)

Gathering data from the lived experiences of stakeholders involved in the
collaborative consultation process will assist in the development of understanding of the
meaning of the collaborative experience and the development and implementation of the
‘ollaborative process at the school level. This information is becoming increasingly
wportant as we look towards vehicles of system and school change to promote such

concepts as integration of children with special needs into the regular classroom.
Purpose of the Study
Through in-depth phenomenological interviews of regular and special educators,

administrate s, and support staff; observations of the collaborative consultation process:

and related school data, this study explored the extrapolated meaning of the process of



collaborative consultation between educational stakeholders in one north-central, urban
Alberta school where collaboration is defined and operational within the school.

This study represents an attempt to understand more fully the experience of
educators and other school personnel as they engage in collaborative working relationships.
Developing an understanding of the experiences of teachers who are currently functioning
in collaborative relationships may provide some insight into what enables or inhibits the
collaborative experience from being desirable and workable. The research literature to date,
however, does not include in-depth reference regarding the meaning of the collaborative
experience for those who are functioning within collaborative working relationships,
therefore, requiring investigation in this arca. A major motivating factor for undertaking
this study, then, is the concern that although various models of collaboration are being put
forward as desirable in education, little is known about how educators and others
experience their engagement in collaborative working relationships in schools. Gaining a
more complete understanding of what collaboration is according to those engaged in the
process will set the groundwork for understanding how to further research collaborative
school environments and how to evaluate them as being successful or not successful.

In order to gain an understanding of the experience of collaboration for school
personnel it would seem essential for the researcher to explore with the participants the

meaning of their experiences and to spend time observing and experiencing their life-world.
Theory and Method

A naturalistic research paradigm which can accommodate qualitative methodology
and phenomenological inquiry was selected as most appropriate for this research project.
Naturalistic is a term used by Guba (1981) to identify a research paradigm used to
investigate naturally occurring social phenomena. Important to the naturalistic research
paradigm is that the researcher acknowledges his/her interdependence with the people who
are the focus of the investigation. The researcher must accept that multiple realities exist
and be open to all of them. The researcher must recognize the uniqueness of the
phenomenon under investigation, yet believe that the value in describing and analyzing this
case comes from its similarity to other situations with which readers may be familiar. Deep
rich. qualitative data which permit the researchers and readers to identify with the
purticipants in their setting is considered critical. The researcher in the naturalistic paradigm

attempts to describe meaning from the perspective of the participants and, as such,



represents the key data-gathering instrument. In the naturalistic paradigm. the rescarcher
must be open to the natural unfolding of events as they will guide the rescarch process.

The qualitative framework of research has been utilized for this study as it is best
suited to gaining an understanding of the process of collaborative consultation from the
perspective of the participants. The researcher recognizes that a school is like a mini
community filled with complex and dynamic relations that change over time and across
circumstances. Through qualitative research methods the rescarcher was able to study the
collaborative process without manipulating or controlling it to fit predetermined constraints
or outcomes, but instead allowed it to emerge as part of a complex system full of complex
interdependencies. According to Stainback and Stainback (1984b), the qualitative approach
should be considered for research in education insofar as it helps to define the complexity
of the school environment and the human relations therein.

In order to understand the processes involved in an activity such as collaborative
consultation, one must examine the influences and variables involved within that process,
many of which are not easily measured. Beliefs, perceptions, definitions of events,
personal appraisals, attitudes, and personal reflections of the individuals involved in the
process are all important to gain understanding of the process. In-depth phenomenological
interviews, therefore, were utilized as the primary data source to gain first hand, subjective
descriptions in the participants’ experience of working in collaborative relationships.
Phenomenological study allows the researcher to turn to the lived experiences of a
phenomenon as it exists in the everyday world (Aanstoos, 1986). Itis the task of the
researcher, then, to describe the phenomenon with the purpose of illuminating the essential
structures of the phenomenon without destroying the holistic meaning that the phenomenon
provides (Polkinghorne, 1983).

Further sources of qualitative data collection in the form of observations, ficld
notes, relevant documentation, and reflective journaling were utilized 1o establish the
context of the participants life-world and to provide for support for trustworthiness of the

study.
Delimitations and Definitions
The focus of this study was the meaning of collaboration as experienced by

educational stakeholders at one school including regular and special cducation teachers,

administrators, and support personnel.



A number of terms of particular significance to this study are defined below:

Consultation is understood in this study as an indirect service provided to general
educators (usually from special educators) that results in high-quality solutions to student
related problems (Friend, 1985; Lilly & Givens-Ogle, 1981).

Collaboration is utilized in this study as an umbrella term to mean the act of
working with others in a mutually beneficial way, of which consultation may be a part.

Collaborative consultation is defined in this study as an “interactive process that

cnables teams of people with diverse expertise to generate creative solutions to mutually
defined problems” (Idol, Paclucci-Whitcomb, & Nevin, 1986, pg. 1).
Inclusion/inclusive education refers to the provision of services for students with

special needs taking place in the regular classroom often with the support of special
education personnel.
Resource facilitators are the special education teachers in this study who have

redefined their role to include consultation and collaboration with regular classroom
teachers and others. This term was developed and utilized by the school district in which
this study took place.

Special needs students/students with special needs represents a student for whom a

significant adaptation must be made to either the regular program or the classroom setting in

order to meet each child’s needs.

Stakeholders are described as individuals within the school system who have a
vested interest in the provision of services to special needs children.

Team members are those stakeholders working in collaborative relationships in the
school.

Preliminary Questions

The central question of this study was: What is the meaning of collaborative
working relationships for the major in-school stakeholders who had defined their
relationships as collaborative.

In order to address this question the researcher anticipated that the following related
questions would have to be addressed:

1. What are the principles and characteristics of cellaborative consultation.

2. How is collaborative consultation happening - in what time frame, environment,
within what support system?

3. What is being accomplished through collaborative consultation?



4. How does collaborative consultation fit into the continuum of services for
children with special needs and others?

5. What are the roles and responsibilities of the stakeholders involved in this
process?

6. How are stakeholders defining their relationships and patterns of interaction
when engaged in collaboration?

7. What are the perceived effects of the collaborative process for the stakeholders

involved?
Assumptions

It is assumed in this study that individual schools have developed creative and
unique ways of defining and implementing collaborative consultation between regular and
special educators and related school personnel who serve the needs of special needs
children in the regular class setting. Understanding how the school has established,
defined and enacted the principles and characteristics of collaborative consultation provides
the backbone for inquiry into gaining understanding of the system variables that are in place
to support the process.

It is further assumed in this study that through in-depth phenomenological
interviewing within the qualitative research process, the researcher can gain insight into the
expressed experiences and perceptions of individuals involved in and affected by the
collaborative consultation process and that the meaning of the collaborative consultation
process for those individuals can be extrapolated from the expressed language of the
participants. Gaining understanding in this manner will allow for interpretation of how
participants view their roles and responsibilities and how they perceive these roles as
changed within the system due to the collaborative consultation process.

It is also assumed in this study that collaborative consultation takes place in schools
where it is supported by the majority of stakcholders in that school. Understanding what
factors influence the stakeholders’ perceptions of the collaborative consultation process is
central to further understanding what affects their perception of the collaborative
consultation process as being either positive or negative.

Finally, it is assumed that the process of collaborative consultation is being utilized
in schools to provide for the needs of students with special needs in schools where

collaborative consultation is in place. Gaining understanding then of how these needs are



being met, by whom and under what conditions allows for analysis as to how

colluborative consultation fits into the continuum of services for students with special needs

in that school.
Significance of the Study

This study comes at a time of increased scrutiny of school organizations,
cducational programs, teacher professional development time, use of school resources,
spending of special education dollars, and teacher performance in general. Policy makers,
cducators, politicians, parents, and a myriad of other interested stakeholders are very
concerned about how educational time and dollars are spent and are seeking ways to make
cducational services more effective and efficient. Spending of educational dollars must be
continually justified and, as a result, quantifiable, easily measurable performance objectives
arc often utilized to determine if programs or concepts iraplemented in schools are valuable.
There 1s little evidence in the research literature of the use of qualitative data in the creation
of policy regarding educational programs. Even less frequently are educational
stakcholders asked the meaning of their lived experiences in their daily teaching/work
world. This study seeks to contribute to the limited information in this area.

This study will provide educators, administrators, parents, and policy makers with
insight into the collaborative consultation process as it is defined and operational in an
Alberta school teday. This study will highlight how the collaborative process is developed,
supported, implemented and experienced through the expressed language of the
stakeholders involved. Implications for the future direction of school personnel and school
policy makers who desire to become involved in the collaborative consultation process will
be revealed. More importantly, implications for how stakeholders (teachers,
administrators, and support staff) involved in the collaborative process currently
understand and carry out their roles will be expressed through this inquiry. Better
understanding of the collaborative process, the meaning of the collaborative process for
those involved in it, and the roles of the people involved is the goal of this research project.

This study s important in that it investigates a phenomenon which is becoming
increasingly common in our schools today, but which has received little systematic
mvestigation. It also employs qualitative methodology which will illuminate the process of
collaboration in a way rationalistic inquiry can not. Once an understanding has been gained

of the experience of collaboration in schools, further studies may springboard from these



findings which will allow for the further analysis of the principles and conditions for its
functioning. This study is the beginning to understanding the collaborative consultation

process as it is enacted in Alberta schools today.
Organization of the Thesis

This thesis is organized into eight chapters. Chapter 2 provides an overview of the
literature and is divided into significant areas of research. Chapter 3 outlines the conceptul
framework of phenomenological inquiry and the naturalistic research paradigm wtilized for
this qualitative study as well as addressing the issue of trustworthiness as conceptualized
within the naturalistic paradigm. Chapter 4 outlines the particular methodological
procecures used and includes information regarding the context for inquiry, data collection,
and data analysis. Chapter 5 consists of the phenomenological analysis of the participants
interviews. Chapter 6 illuminates the shared meaning of collaboration as defined by the
participants. A discussion and analysis of the findings and their relation to relevant
literature 1s presented in Chapter 7. Chapter 8 contains a summary of the study and
provides a number of conclusions, recommendations, and implications derived from the

study.
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CHAPTER TWO
LITERATURE REVIEW

The purpose of this chagier is to provide an overview of the literature as it relates to
consultation and collaboration in schools, especially as it is conceived with respect to the
working relationship between special and regular education. This chapter begins by
addressing the history of school consultation and how it has evolved into a collaborative
framework. The second section provides an overview of how collaborative consultation 1s
currently viewed in theory and in practice. Following is a discussion of both the reported
benetits and barriers to the collaborative process. An overview of the research related to
necessary skills and competencies for those engaged in consultative relationships precedes
discussion of the administrator’s role in collaboration. The next section examines the
literature as it relates o collaboration and system change. Finally, the types of on-going
rescarch in educationa! consultation are examined along with implications for further

research.
History of School Consultation

Even a preliminary view of the current literawure related to school consultation will
reveal definitions and descriptions that vary significantly in terms of theoretical basis,
components and procedures. Much confusion exists regarding school consultation, due at
feast in part 1o the diverse descriptions of consultation in the literature today (Gresham &
Kendell, 1987). An examination of the historical roots of school consultation may help
bring some clarity to this issue.

School consultation models began to appear in the literature as potential bridges
between the two separate systems of special and general education more than 20 years ago
(c.g.. Bauer, 1975; McKenzie, 1972: McKenzie. Egner, Knight, Perelman, Schneider, &
Garvin, {970). Lilly (1971) called attention to the need for a training-based consultative
model of delivering special education services to handicapped children in mainstream
settings. By this time, a variety of specialists from almost all categories of handicapping
conditions had already written about the need for developing a trained consultant to work
with teachers who served children with special needs. These were represented from the
areas of speech and language (Yauch, 1952), hearing impairment (Paul, 1963: Streng,
1953). visual impairment (Lowenteld, 1952), emotional disturbance (Knoblock & Garcea,
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1965). and mental retardation (Dunn. 1968). Up to that point in time there was little
coordinated effort to examine the practice of consultation in schools, however, since that
time a more integrated concept of consultation has appeared.

Since the 1970's a more coordinated effort has been put forward by educators and
researchers to understand the value of consultation in schools. The importance of
consultation has been emphasized by Blake and Mouton (1976/1984):

Consultation and education are probably the two most importance influences
behind the forward movement of society. In certain respects. consultation is
even more important than education in giving society its forward thrust. The
reason is that consultation alone deals with the actual “here and now™ problems
- ones that, if solved. can make a real difference to real people in the way they
live and work. Consultants offer assistance by intervening - this is by taking
some action to help a client solve his or her problems. (p. 111)

The Blake and Mouton definition of consultation represents an carly
conceptualization of consultation that was dyadic (two-person) and more expert oriented
and unidirectional than current, collaboratively oriented and multidirectional views. The
concept of consultation has since evolved to be viewed as a mutually enhancing educational
process that occurs between educators and others in order to provide high-quality solutions
to student-related probleras. The need for special education personnel who act as
consultants and for classroom teachers to work together has been explored by many
educators and researchers with increasingly more emphasis placed on a collaborative
approach to consultation rather than an expert approach (Idol, Nevin, Paolucci-Whitcomb,
1993; Parsons & Meyers, 1984, Rosenfield, 1988), requiring a broad range of expertise.
As early as 1978, Lippitt and Lippitt described the role of consultant as being more
multifaceted than the expert model including roles such as advocate, as an information
specialist, as a trainer/educator, as a joint problem solver and an identifier of altcrnatives, as
a resource coordinator, and as a fact finder. All of these roles would require skill in
working with others in a collaborative fashion, using effective communication and

interaction sKills coupled with a thorough knowledge of the decision-making process.

Consultation as Collaboration

The concept of consultation as a mutual educational process is supported by many

researchers and educators (Brown, Wyne, Blackburn, & Powell, 1979; Block, 1981;



Conoley & Conoley, 1982; DeBoer, 1986; Heron & Harris, 1987: Idol, Paolucci-
Whitcomb, & Nevin, 1986; Idol-Muestas, 1983; Lippitt & Lippitt, 1986: West, Idol &
Cannon, 1989). West and Idol (1987) and Idol and West (1987) through their extensive
review of the literature on school consultation have advocated the implementation of
interdisciplinary networking among professionals involved in rchool consultation This
configuration would allow professionals with diverse expertise to work collaboratively to
develop consultation as a viable, effective service delivery option for all students including
those with special needs.

From the school consultation literature, Brown, Wyne, Blackburn and Powell
(1979) defined school consultation in a manner which frames consultation within the
overall rubric of educational collaboration. Brown et al. describe consultation as a process
based on an equal relationship characterized by (a) mutual trust and open communication,
(b) joint approaches to problem identification, (c) the pooling of personal resources to
identify and sclect strategies that will have some probability of solving the problem that has
been identified, and (d) shared responsibility in the implementation and evaluation of the
program or strategy that has been initiated. This definition moves the role of consultant
away from that of an expert advising and guiding others to that of a facilitative collaborator,
skilled in drawing others into shared and mutual problem solving, program
implementation, and program evaluation (West, 1990). However, despite attempts by
some advocates of school consultation to de-emphasize the image of the expert consultant
providing the answer to the problem identified by the consultee, the term consultation
continues to be viewed by many in the educational community as an “expert” approach to
problem solving.

The term consultation has since been teamed with the word collaboration in order to
reflect the nature of consultation to include the concepts of mutual helping and joint
responsibility. Idol, Paolucci-Whitcomb, and Nevin (1986) used the term collaborative
consultation to describe a special education service delivery option for students with
handicaps that was intended to reflect this conceptualization of consultation:

Collaborative consultation is ar interactive process that enables teams of people
with diverse expertise to generate creative solutions to mutually defined
problems. The outcome is enhanced, altered and produces solutions that are
different from those that the individual team member would preduce
independently. The major outcome of collaborative consultation is to provide

comprehensive and eftective programs for students with special needs within



the most appropriate context. thereby enabling them to achieve maximum
constructive interaction with their peers. (p. 1)
In a similar vein, Curtis and Mevers (1988) defined collaborative consultiation as a
“collaborative problem solving process in which two or more persons [consultant(s) and
consultee(s)] engage in efforts to benefit onc or more person(s) [client(s)} for whom they
bear some level of responsibility. within a context of reciprocal interaction™ (p. 36).

More recently, in a discussion of the use of collaboration consultation as a school-
based problem-solving process. West and [dol (1990) noted that in the Brown et al.
(1979), Idol et al. (1986), and Curtis and Meyers (1988) definitions, there are two
important notions critical in collaborative interventions: mutuality and reciprocity. West
and Idol (1990) define mutuality as shared ownership ot a common issue or problem by
professionals. Reciprocity is defined as allowing collaborators to have equal access 1o
information and the opportunity to participate in problem identitication. discussion,
decision making and final outcomes (West, Idol & Cannon, 1988).

Several definitions of colluboration in the educational context have been oftered in
literature of curriculum and supervision as well as educational administration. Ciiing the
effective school literature, Olsen (1986) describes collaboration as “interactive processes
based on joint problem-solving and a set of commonly held beliefs, norms. and practices™
(p- 12). Schaffer and Bryant (1983), in describing a collaborative effort between
institutions of higher education and local public schools. defined collaboration as “shared
decision making, in governance, planning, delivering, and evaluation of programs. It is a
pluralistic form of education where people of dissimilar backgrounds work together with
equal status™ (p. 3).

Scott and Smith (1987) broadened the concept of collaboration by defining the
characteristics of the collaberative school. Within the context of the collaborative school,
collaboration means engaging in “‘help-related™ activities that promote eftective teaching.
Scott and Smith stress the importance of shared norms of collaboration wmong the school
faculty. Norms are shared expectations, usually implicit, that help guide the psychological
process and behavior of group members. When a norm is present, according to Schmuck
and Runkel (1985), most people know that their view of things is shared by others, and

that the others expect them to have the same viewpoint and to behave accordingly. Thus

certain ranges of behavior are approved, others are disapproved, and still others are neither

approved nor disapproved. What Little (1982) called the *“critical practices of adaptabitity”

are the principal practices encouraged by norms of collaboration.



I. Teachers engage in frequent, continuous, and increasingly concrete and precise talk
about teaching practice.

2. Teacher are frequently observed and provided with useful critiques of their
teaching.

3. Teachers plan. design, research, evaluate and prepare teaching materials together.
4. Teachers teach each other the practice of teaching.

It must be madc explicit that collaborative consultation differs from the expert model
oi consuliation in many ways. Cook and Friend (1991) describe collaborative consultation
as 4 suustion in which participants have a mutually defined goal: voluntarily participate in
the process: have equally valued personal and professional resources to contribute; and are
willing to share decision making, authority, and accountability.

As the concept of collaboration is being developed. attempts are being made to
produce more comprehensive and specific definitions of collaboration. West (1990 offers
this definition of collaboration for consideration which is designed to encompass the
problems solving orientaticn of educational collaberation:

Educational collaboration is an interactive planning or problem solving process
involving two or more team members. The process consists of up to eight
interrelaied. progressive steps: goal setting. data collection. problem
identification/analysis. alternative solution development. action plan
development, action plan implementation. evaluation/follow-up. and re-design.
Team interactions throughout the process are characterized by: mutual respect.
trust, and open communication: consiceration of each issue or problem from an
ecological perspective: consensual decision-making; pooling of personal
resources and expertise: and joint ownership of the issue or problem being
addressed. The outcomes of educational collaboration may focus on cianges in
kroewtedge, skills, attitudes or behaviors at one or more of three levels: child.

adult or system. (p. 29)
Collaboration in the Current Context

The current trend in education is towards inclusive education where all students
receive the majority of their education in the regular classroom. In Alberta Education’s
document A Vision Shared: An Integration Resource for Teachers and Adnministrators

(1990 1t is stated that “integration is appropriate tfor most children...(but that) an effective
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program is not provided simply by piucing the student with disabilities in the regular
classroom” (p. 2). If it is appropriate to integrate children with special needs and if, in fact,
it is inappropriate to simply place the student in that setting without support, the question
arises: What will that support be, how will it be provided. who will provide the support,
and within what structure? Alberta Education has produced a document entitled Teacher
Support Models (1989} which outlines options for providing support to regular classroom
teachers through consultation with special educators at the school level. Several models are
examined, however, all emphasize the use of collaborative techniques between regular and
special education.

A review of the literature demonstrates a current emphasis towards the mierger of
special and regular education services. Traditional special educational services have been
critictzed by many as placing the student at greater risk for educational failure by creating a
fragmented approach to educational services and by creating an ever-widening gap in skills
(Reynolds, Wang, & Walberg, 1987; Will, 1986). Stainback and Stainback (1984) report
that the separation between special education programs and the regular classroom
contributes to a lack of coordination of services, raises questions about leadership, clouds
areas of responsibility, and obscures lines of accountability in the schools. Teachers
working independently with small groups or individually with students in isolated special
education settings tend to minimize communication between special education teachers and
general education teachers. This results in a lack of coordination between on-going
classroom instruction and specially designed remedial programs.

This dual system of education has been characterized as establishing “artificial
barriers among educators that promote competition and alienation™ whereas a unified
system has been described as promoting “cooperation through sharing of resources,
expertise, advocacy, and responsibility” (Stainback & Stainbuack, 19844, p. 107).
Reynolds, Wang and Walberg (1987), in their argument for the restructuring of the school
system, catied for a move away from “disjointed incrementalism’ to a “new wave of
innovation in which special education would join others to advance to 4 broad program of
adaptive education for all students” (p. 396). In addition, given the inconsistency of
efficacy research from studies comparing current special education alternatives (Sindelar &
Deno, 1978; Weiderholt & Chamberlain, 1989) decisions about how, to whom, and under
what circumstances to provide services to students with special needs is still in need of

significant investigation. A merger between general and special education services, both
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philosophical and practical, has been discussed as a way to respond to the deficiencies in
current special education practices (Stainback & Stainback, 1984a).

According to Keogh (1988), the question is not if increased cooperation and
sharing between regular and special education is desirable, but rather how to provide
adaptive and appropriate education for all students.

Support through the use of collaborative models implemented by teachers can take a
variety of forms in the collaborative environment. Basic collaborative structures include (a)
mutual helping formats such as Collaborative Consultation (Idol, Paolucci-Whitcomb, &
Nevin, 1986) and Peer Consultation (Pugach & Johnson, 1987); (b) team formats, such as
Teacher Assistance Teams (Chalfant, Pysh, & Moultrie, 1979) and Prereferral Teams
(Graden, Casey, & Christenson, 1985); (c, joint teaching formats such as co-teaching or
team teaching (Bauwens, Hourcade, & Friend, 1989); and (d) teacher learning formats
such as peer coaching (Showers, 1990).

A number of service delivery options for students with special needs related to the
above collaborative models have been described and evaluated in the special education and
reiated literature that address a closer working relationship between regular and special
cducation. Idol and West (1987) provide a comprehensive overview and evaluation of
various consultation models and the various service delivery options that are currently
being utilized. Within a spectrum of service delivery options, consultation between regular
and special educators, to varying degrees, is a component. These consultation service
delivery options can range from full time indirect service as in the Vermont resource-
consulting model (Paolucci-Whitcomb & Nevin, 1985) to the resource teacher alternative
model (Vasa, Steckelbuy, & Ronning, 1982 as cited in Idol & West, 1987) in which
consultation is presently a minor component.

Consultation is becoming recognized as a service necessary for the integration of
students with special needs into the regular classroom. Lilly and Givens-Olge (1981)
called for the increasing need for cooperation and communication between regular and
special education and a decreasing distinction between regular and special education
techniques. Collaboration among school professionals who can share their expertise has
been called for due to the greater diversity among students the school system is serving, the
increased severity of students with handicaps entering the school system, the more children
who are considered at risk for school failure, the increase in children from dysfunctional
homes, and a myriad of other social and economic conditions currently affecting our school

systems. Cook and Friend (1991) state that no single professional or single group of



professionals will have the expertise to meet the needs of all students served in our schools
and that collaborative consultation between professionals where each can contribute
towards the generation of solutions is needed.

In Canada, the use of consultation models between regular and special education is
not as well documented as in the United States. One model that has been in effect and has
made available published documentation and analysis is the Manitoba Consultative-
Collaborative Service Delivery Model (Freeze, Bravi, & Rampaul, 1989). This model is
based on the belief that the goal of special education is to provide the best education
possible to all students. “*Special education is neither a preserve of experts nor a special
service for some children: rather it is an integral part of the evolution of an equitable,
egalitarian, non-exclusionary, and professionally developed educational system™ (p. 48).
Some noteworthy features of this approach include non-categorical service delivery. the use
of ecological assessments which are data-based and curriculum referenced, an indirect
service base, systematic rather than child-focused intervention, the crucial role of the
resource teacher and other support staff, the use of home-school problem solving
approaches, funding based upon school needs rather than individual child needs, and
adequate professional development activities for all staff involved in programs for students
with special needs.

In Alberta, an example of one school jurisdiction’s move toward a more
collaborative approach to service delivery for students with special needs is the Edmonton
Catholic School District’s School Based Service Delivery Model for Students with Special
Learning Needs - Learning Resources Model (Willis, 1990). The Learning Resources
Model as described in the document is a “multi-dimensional service delivery model which
focuses on developing within each school a collaborative approach to planning and
programming for students with special learning needs” (p. 3). It is described as a school
based, tlexible model that should change to accommodate the needs of the teachers and
students within that system through a range of service options and a team approach to
programming.

Regardless of the particular format being utilized to express the new collaborative
relationship between regular and special educators and related school personncel in which
consultation is a part, certain benefits of these interactive, collaborative relationships are

being identified in the literature.
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Benefits of Collaborative Consultation

When examining the literature, many stated benefits of collaborative consultation
can be cited: school personnel and parents can be more directly involved in a student’s
educational program (Idol et al., 1986; Idol-Maestas, 1983); interaction and collaboration
among tecaching professionals can foster mutual understanding and the sharing of material
and instructional techniques (Idol et al., 1986); collaborating teachers can develop teaching
and management techniques that prevent future classroom problems and reduce the amount
of referrals from classroom teachers requesting special programs (Gradern, Casey &
Bonstom, 1985); classroom teachers can develop strategies that assist many students with
academic and social problems not just those labeled with special needs (Idol-Maestas,
1983). and collaborative consultation can be cost effective in that it allows special education
teachers to manage larger caseloads than is possible when only direct special education
services are available (Idol, 1988). In direct relation to students with special needs, the
following stated benefits of collaborative consultation are found in the literature: reduction
of stigma attached to special needs students who had previously been served in pull-out
programs (Lloyd, Crowley., Kohler, & Strain, 1988; Reisberg & Wolf, 1986; Will, 1986);
potential decrease of referrals for special education placement and, therefore, a decrease in
the possibility of mislabeling students as having special needs (Algozzine, Christenson, &

Ysseldyke, 1982: Christenson, Ysseldyke, & Algozzine, 1982; Nevin & Thousand, 1986).

Collaborative consultation has also been cited as desirable between regular and
special educators at the school level for the following reasons: having local resource
personnel is superior to having outside consultants; one time sessions with outside
consultants prior to expected implementation of a program are not useful, as compared to
those provided by in-house consultants during the implementation stage; specific concrete
training that provides first hand experience is useful; and direct participation in learning,
including direct observation is useful (Berman & McLauglin, 1978; Hutson, 1979;
Lawrence, 1974; Mazzarella, 1980; McLauglin & Murch, 1978 as cited in Ido! & West,
1987).
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Barriers to Collaboration

Teachers may resist engagement in consultative or collaborative relationships for a
number of reasons. Several prominent barriers to eftfective collaborative consultation have
been noted in the literature. These barriers include: lack of planning for collaborative
interaction (Idol et al., 1986; Snow. 1988); lack of training in consultative skills and
competencies and collaborative relationships (Idol et al., 1986: Snow, 1988: Thousand,
Nevin, & Fox, 1987); lack of time for effective consultation; lack of a common knowledge
base from which educators can work (Idol et al., 1986: Johnson, Puguch, & Hammittee,
1988; Snow, 1988); out-dated hierarchical relationships that are not conducive to
collaborative formats (Idol et al., 1986; Johnson et al., 1988: Snow, 1988); and
collaborators demonstrating a lack of responsibility or ownership for all students (Idol et
al., 1986; Johnson, Puguch, & Hammittee, 1988; Snow, 1988; Thousand ct al., 1987).

Huefner (1988) wrote extensively about the potential barriers to consultation in
schools. Huefner’s comments focused on the dangers of casual or premature
implementation of consultative formats. Huefner was concerned that if implemented
inappropriately, a consultative format could lead to inetficient or ineffective caseloads for
special education resource personnel, causing them to be unable to truly meet the needs of
students with special needs or their classroom teachers. Secondly, there is a danger that
direct service models of consultation could be unwittingly converted into a tutoring or
classroom aide models, thereby under utilizing the consulting teacher’s potential
contribution to regular education. Thirdly, the consultation model is at risk when
unrealistic expectations such as viewing the consulting teacher model as a panacea for
services to special needs students and the overloading or underloading of the consulting
teacher with respect to expectations for services to classroom teachers. In addition,
Huefner viewed inadequate support from regular educators and administrators due to
insufficient preparation and resistance to the collaborative format as a barrier to
collaborative consuitation.

Teachers’ attitudes towards integration and teachers’ resistance towards change
have been frequently noted in the literature as barriers to the implementation of collaborative
formats in schools. As cited in Heidemann (1988), research regarding teacher attitude
toward mainstreaming has been both positive (Guerin & Szatlocky, 1974; Harasymiw &
Horne, 1975) and negative (Shot=l, lano, & McGettigan, 1972; Vace & Kirst, 1977).
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Teacher attitude toward mainstreaming is also affected by various institutional variables
(Larrivee & Cook, 1979). Heidemann (1988) conducted in-depth interviews with 23 rural
Alberta teachers to determine their perceived problems and concerns regarding the
mainstreaming of students with handicaps. Heidemann concluded that teachers felt a real
sense of isolation in the mainstreaming process. Teachers reported that lack of time,
combined with a Jack of support services and educational preparation lead o feelings of
guilt and inadequacy. These teachers were not involved in a collaborative relationship with
a special educator at the school level although many cited increased interaction between
regular and special educators as being a critical factor in the successful mainstreaming of
students with handicaps.

Other studies have been conducted on a wider basis, for example, 314 regular
education teachers were surveyed in Illinois by Phillips, Allred, Brulle, and Shank (1990)
to examine their attitudes and perceived ahtlities in working with students with handicaps.
The results from this study showed that regular educators perceived that they were both
willing and able to work with special needs children when they were part of the decision
making process and were involved with other regular and special educators in a
collaborative/consultation relationship. Studies examining teacher attitude about or
resistance towards collaborative formats generally demonstrate that teachers who are
prepared and supported in terms of time. resources and personnel are less resistant to
entering into collaborative relationships with others (Tetreault, 1988, as cited in Thousand
& Villa, 1990).

Skills and Competencies of Collaborators

A number of researchers have examined consultation knowledge, skills and
compelencies that are required by those engaged in consultative relationships (Canon, Idol,
& West, 1992; Friend. 1984; Friend & Cook. 1988: Heron & Kimball, 1988; Idol, 1988;
ldol, Paolucci-Whitcomb, & Nevin, 1993; Kurpius & Lewis, 1988; Polsgrove & McNeil,
1989: Tindal & Taylor-Pendergast, 1989; West & Cannon, 1988). Collectively, these
studies have produced great lists of skills and competencies that would be beneficial for
those involved in consultative relationships. Although consultation researchers, trainers,
and practitioners have yet to come to a consensus on a common set of necessary
consultation skills (Nevin, Thousand, Paolucci-Whitcomb, & Villa, 1990), there is
agreement on the fact that collaboraters in consultative relationships must build skills and



competencies in three main areas. These areas are interpersonal communication,
knowledge of consultation research, theory, models, and procedures, and competency in
problem solving and evaluation. In addition, some researchers (Idol, 1988: Idol et al.,
1993) have indicated that collaborators must also demonstrate competencies in knowledge

of exceptional students, special education history, legislation. and legal rights.

Administrator’s Role in Collaboration

Frequent in the educational administration literature is the examination of the role of
the administrator towards the creation of collaborative cultures in schools where teacher
resistance is overcome (cf. Firestone & Wilson, 1985; Jwaideh, 1984; Leithwood & Jantzi,
1990; Peterson, 1988: Rosenholtz, 1989). Glatthorn (1987) states that strong lcadership at
the school level is essential to the development of collaborative relationships where
educators engage in cooperative professional development. The administrator must provide
leadership in fostering norms of collegiality, in modeling and rewarding collaboration, and
support cooperation. It is the administrator’s responsibility to make the structural changes
to support collaboration (Little, 1982; Rosenholtz, 1989).

Piersal and Gutkin (1983) state that long term enthusiastic support of administrators
is essential for consultation programs. Consultation programs need not only verbal support
from administration, but also an appropriate allocation of time to become stabilized and
effective (Graden et al., 1985). Gerber (1991) identified three essential administrative
behaviors that contribute to collaboration in the school: program advocacy, visible
participation, and support for the maintenance of the program. According to Gerber, these
behaviors create the building blocks of the collaborative ethic: credibility and durability.

Program advocacy refers to the promotion >f beliefs, goals and information about
the value of collaboration. According to Phillips and McCullough (1990) this involves the
building of a collaborative ethic involving:

I. Joint responsibility for problems

2. Joint accountability and recognition for problem resolution.

3. Communication of a belief that the pooling of talents and resources is mutually
advantageous, with the benefits of increased range of solutions generated, diversity of
expertise and resources available to engage in problem solving, and the superiority and

originality of the solutions generated.



4. Communication of a beiief that teacher or student problem resolution merits
expenditure of time, energy and resources.

5. Communication of a belief that the correlates of collaboration, namely, group
morale, group cohesion, increased involvement in the problem solving process, and
support for classroom innovation are important and desirable .

In addition to the promotion of the collaborative ethic through supporting the
principles and benefits of collaboration, the administrator must be involved in the provision
of specific strategies and methods for carrying out collaborative efforts. The administrator
must be involved in advocacy for the collaborative process through a visible commitment to
it, which further builds credibility for the process (Gerber, 1991). This can be
accomplished through providing staff training on methods and strategies of collaboration,
visibly endorsing and participating in the collaborative process, and, most importantly,
creating the time and resources in which collaboration can occur. Finally, administrators
need 1o provide on-going support so that maintenance and durability can be achieved within
the collaborative process. This means that the administrator is prepared to support the
process with documentation on program effectiveness so that the case can be made for on-

going program support.
Collaboration and System Change

Some authors contend that the collaborative process itself, when conducted
appropriately, is an effective vehicle for bringing about change in teacher attitudes and
reducing resistance to change (Fullan, 1991; Goodlad, 1987; Rosenholtz, 1989).
Development of parity among professionals, trustworthiness, shared responsibility, and
reciprocity is the key to reduce resistance to change according to Idol et al. (1986).
Conoicy and Conoley (1982) believe that by cultivating a collaborative problem solving
relationship between teachers, attitudes and perceptions will change and resistance wiil be
reduced.

It is interesting to note that the collaborative process itself appears to account for a
number of the variables identified by Waugh and Punch (1987) in their examination of
teacher reciprocity to systemwide school change in the implementation stage. According to
their findings, teachers are receptive towards change when: fears and uncertainties
associated with change are alleviated. the new educational system has practicality in the

classroom, there are important aspects of the new educational system that they believe in,
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they perceive support of their role in the school within the new system. when the personal
cost of change is not greater than the benefits. and that when compared with the old
system, the new system is seen as beneficial. The question, of course still remains, can the
process of collaborative consultation help to facilitate change in the educational system and
is it the type of change that is needed and being called for in the literature. Examining the
role of collaboration as a vehicle for school change has significant imporntance to gaining
understanding of how to affect teachers” attitudes towards implementing change.

Collaborative consultation as a process has been related to what effective schools
research is saying about what is needed in school today. The effective schools literature
shows a relationship between instructional support to improve the skills of educators and
the academic growth of students. Effective schools can be described as having these
characteristics: 1) effective instructional leadership, 2) expectations for high achievement,
3) monitoring of student progress, 4) an orderly and safe environment, and S) emphasis on
teacher variables that increase academic learning time (Edmonds, 1982; Lezotte, 1989
Purkey & Smith, 1985: Robinson, 1983, as cited in Ysseldyke, Algozzine, & Thurfow,
1992). Idol and West (1991) describe collaboration as a “catalyst for effective schooling™
(p. 70). Scott and Scott (1990) in The Collaborative School state that the collaborative
school is easier to describe than to define and that its elements are based on effective
schools research. These elements include: a belief that the quality of education is largely
determined by what happens at the school site; a conviction that instruction is imost effective
in school environments characterized by norms of collegiality and continuous improvement;
a belief that teachers, as professionals, should be responsible for the instructional process
and be accountable for its outcomes; a belief that the use of a wide range of practices and
structures are needed to enable administrators and teachers to work together on school
improvement; and, that the involvemient of teachers is necessary in decisions about school
goals and the means for achieving them (p. 2).

In effective schools research, evidence is growing regarding the organizational
conditions necessary to promote teacher development. For example, Rozenholtz,
Basslernad, and Hoover-Dempsey (1986) surveyed 1213 teachers in 78 schools to measure
the relation of ten organizational variables of the workplace to the teacher’s reported skill
acquisition. This report showed that the condition most apparent in effective schools is the
degree to which teachers collaborated with one another. Rosenholtz et al. concluded that
professional development is one direct outcome of collaboration as teachers share ideas,

strategies, and techniques with their colleagues.

ty
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Little (1982) examined high success, high involvement schools (as measured by
both achievement scores and teachers’ participation in staff deveiopment) in order to
identify those variables conducive to staff development. Little found that in effective
schools teachers participated in the following behaviors: they frequently talked to one
another about teacher practices; they planned, designed, and evaluated teaching materials
together; they were encouraged to play the role of instructor with one another. Little
concluded that staff development is greatest when a high degree of collegiality is the norm.
In a related study, Little (1984) discovered that staff development programs were effective
where collective participation of staff and administration was required and where
collaboration was encouraged to build trust, to demonstrate reciprocity, and to develop
group efficacy over time.

It is apparent that collaboration between educators is a process that has been given a
lot of attention in the professional literature of late as it relates to the merger of regular and
special education, the changing roles of educators, the development of new service delivery
models for special education and school effectiveness. It is important to examine the

rescaich base in collaborative consultaiion as it relates to the above,
Research Types in Educational Consultation

Four main types of studies have been conducted in the special education and related
literature concerning educational consultation: field based survey research: follow up
studies, outcome studies; and process studies (Heron & Kimball, 1988). Each of these
arcas of study will be briefly discussed with an emphasis on the results as related to
collaborative consultation. This will be followed by a discussion of how this study fits into
the current scientific dialogue.

A number of field-based survey in consultation have examined preferences for
various models, comparing and contrasting the following models of consultation: mental
health model. medical model; expert model: and, collaborative (sometimes defined as
behavioral) model. Findings have generally shown that preferences for a particular model
are related to particular roles. For example, psychologists prefer a mental health model,
and teachers prefer a collaborative model (Babcock & Pryswansky, 1983). Teachers tend
to prefer a collaborative consultation model because it focuses on the client’s problem and
because the collaborative format utilizes stages consistent with a problem solving approach
(Babcock & Pryswansky, 1983). According to West and Idol (1987), field based



preference studies find that a collaborative orientation enhances the consultation success.
In special education, specifically. studies have examined the resource room teacher's role
as important in providing collaborative consultation services to regular educators (Evans.
1980). These studies discovered that this role function was rated as important by regular
educators (Speece & Mandell. 1980). and that the climate created by collaboration between
educators is an integral part of effective consultation (Friend. 1984).

Follow-up research studies have been conducted to examine and evaluate the use of
consultation skills utilized by graduates who have completed consulting teacher training
programs. Studies indicated that resource teachers trained in consultation skills tended to
engage in consultation as part of their regular duties in the field (Idol-Maestas & Ritter,
1985).

Outcome studies are numerous and varied in this field. All attempt to answer the
question, “Did consultation work?” Using meta analysis. Medway and Updyke examined
125 outcome studies related to consultation published between 1970 and 1985, with 54
studies meeting their criteria for inclusion in the final analysis (i.c., reported quantifiable
outcomes, use of a control group, or use of multiple subjects). Results showed that
consultee and/or client behavior improved as demonstrated through 192 positive outcomes.

Process studies in consultation research take into account that consultation in
schools is a social activity. It involves two or more people who are attempting to improve
the educational skills of the consultee, the learning or performance of the client (student), or
the structure, design, or operation of the system (Heron & Kimball, 1988). Studies related
to the consultation process have focused in two areas which according to the literature <eem
to be central to its success: interpersonal skills, and communication skills. Rescarch in this
area consists basically of the use of questionnaires and rating scales. The current literature
on the interpersonal process aspects of consultation represents a quantity of descriptive data
indicating that an effective consultant is one who facilitates a cooperative and positive
relationship between participants, uses clear communication, and promotes consultec
participation at every stage of the process (Heron & Kimball, 1988). For a current and
comprehensive examination of skills deemed important for both regular and special
educators for the collaborative consultation process and for meceting the needs of integrated
students see Cannon, Idol, and West (1992) and West and Cannon (1988).

In review, the research base has focused on examining the outcomes of consultation
efforts, determining preferences for consultation models, and identifying effective

communication/process variables that facilitate consultative interaction. Evans (1991 notes



in the concluding remarks of her examination of the research base in collaborative
consultation in special education that most research reviews in consultation and other
collaboration related literature frequently end in staternents of how difficult it is to conduct
rescarch on these constructs, how broad and how complicated these topics are and how
difficult is to determine clear directions for future research. However, she concludes that

this “is not a valid justification for the limited empirical knowledge in the area” (p. 13).
Implications for Further Research

Implications for further research in the area of collaborative consultation have been
outlined by several prominent researchers in the field. According to West and Idol (1987),
school consultation and related collaboration research is in its early stage of development.
They also state that “in special education the use of consultation as an indirect service
delivery model has far outdistanced any theoretical or empirical base” (p. 404). West and
Idol (1987) call for continued research in theory and model building, and both basic and
applied research. [t is in the area of applied research that the present study falls and
therefore recommendations in this area of study will be discussed. In addition, West and
Idol call for “sound applied research™ in which the focus is “on the complex,
multidimensional variables (input, process, and outcome) and their interactive effects
within the consultation process™ (pg. 405). Heron and Kimball (1988) echo this direction
in their statement that “*future research should maintain a broader based ecological
perspective to increase the relevance of consultation™ and “the effectiveness of consultation
cannot be appropriately evaluated without examining the environment in which the services
were dehivered” (pg. 24).

Heron and Kimball (1988) note that as consultation effectiveness research evolves,
all facets of the consultation environment and ecological variables should be considered.
These include: intervention management (space, facilities, record keeping. evaluation
procedures, maintenance of intervention): logistics of the collaborative team process
(coordinating of schedules, responsibilities of team members); fiscal cost (personnel
requirements. training and inservicing needs, caseload size, facilities required); time cost
(consultation activities and the time required for each): organizational factors (written
pelicies, administrative support, clarity of roles, consultation skills of consultee and

consultant, referral patterns, support of consultation by parents, students, and support



professionals): and, generality of consultation outcomes (application of strategics by
consultee).

The following chapter discusses the current study in light of the conceptual
framework and research paradigm utilized. The key concepts of qualitative methodology
and phenomenological inquiry will be discussed. A comparison will be made between the
naturalistic paradigm which was utilized for this study and the rationalist paradigm.



CHAPTER THREE
CONCEPTUAL FRAMEWORK AND RESEARCH PARADIGM

The purpose of this chapter is to discuss the characteristics of the conceptual
framework of phenomenological inquiry and the naturalistic research paradigm. The
chapter begins with an explanation of the key theoretical underpinnings and concepts
inherent in qualitative methodology and phenomenological inquiry . The second part of
this chapter compares the key assumptions of the naturalistic research paradigm which were
utilized for this study with the key assumptions of the rationalistic paradigm. The third part
of this chapter relates Guba’s (1981) criteria for the trustworthiness of naturalistic inquiry
to the steps utilized in this study to ensure credibility, transferability. dependability, and

confirmability.
Understanding Qualitative Methedology

The term qualitative research does not refer to a single method. but is an umbrella
term for numerous methods and techniques (Osborne, 1990). Qualitative research can be
conducted from the conceptual framework of symbolic interaction. ethnography.
phenomenology. and hermeneutics. Qualitative research methods encompass research
strategies such as participant observation. in-depth interviewing and document analysis
which allow the researcher to obtain first hand knowledge about the world of the
participants. Qualitative methodology allows the researcher to get close to the data. thereby
developing the “analytical, conceptual. and categorical components of explanation from the
data iselt™ (Filstead, 1970, p. 6). Guba (1981) provides three reasons why a qualitative
approach is more suitable then guantitative methods to examine social/behavioral
phenoimena: (1) there are multiple realities, existing chiefly in the minds of people; (2) i is
impossible to maintain investigator neutrality when working with people: and, (3) human
behavior is rarely context free. Qualitative research approaches. then, should be based on
the reality of the participants ar viewed in the natural context in which they function, by a
sensitive and reflective researcher.

Although the use of qualitative research methodology is comparatively new in the
ficld of education, it has been used for a long time in the areas of anthropology and
sociolog:  In the past few decades adherence to the logical positivist approach in education

has been questioned., enticized. and judged less than adequate by educational researchers



like Culbertson (1983) and Borman. LeCompte. and Goetz (1986). Other rescarchers and
educators (Bogdan & Lutfiyya, 1988; Goetz & LeCompte. 1984: [ano, 1988: Stainback &
Stainback, 1985) posit that there is a need for a different type of research strategy than
quantitative research in education: a research strategy that atlows rescarchers to broaden
their perspectives to encompass new ways of knowing and understanding. These authors
contend that the field-oriented qualitative approach may prove quite usetul in educational
research. Bogdan and Biklen (1982). in writing about the use of qualitative rescarch in
education, indicate that qualitative research strategy has some of the following
characteristics which make it desirable in educational rescarch:

I. Qualitative research uses the natural setting as the direct source or data, and

the researcher 1s the key instrument of investigation.

2. Qualitative research s descriptive.

3. Qualitative researchers are concerned with process rather than simply with

outcomes or products.

4. Qualitative researchers tend to analyze their data inductively.

5. “Meaning” is of essential concern to the qualitative approach.

(pp.- 27-30)

West (1977) also points out that qualitative research approaches “allow one to

understand how conceptions held by people shape their behavior, at least in part, and how

such conceptions and behavior change over time™ (p. 61).
Phenomenology

The phenomenological approach in qualitative research is based on existential
phenomenclogical thought, which has its origins in both phenomenology and existential
philosophy (Valle & King, 1978). Colaizzi (1978) states that the existential-
phenomenological view involves the philosophical position that we are in and of the world.
The researcher in the phenomenological study begins to identify data by turning to the lived
experiences of the phenomena as they exist in the everyday world (Aanstoos, 1986). In
accordance with the naturalistic paradigm and the principles of human science philosophy,
the descriptions of the experience as given by the participants are recognized as contextual
and blend with the common meanings of the historical, social, and cultural situation. This
view sets phenomenological research and natural science rescarch apart. That is, in

phenomenological study, the individual is not viewed as merely an object in the world, hut
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as forming an inseparable unity with it. The individual, therefore, has no existence apart
from the world and the world has no existence apart from the individual. The meaning of
each individual’s existence can be viewed only within the context of the world and vice
versd, therefore, discussion of one in the absence of the other would render the discussion
meaningless (Valle & King, 1978). For this reason, it is critical that the researcher actively
engage the participants as active co-researchers in the inquiry.

Phenomenology’s subject matter is the world as experienced by the individual.
Husserl, the founder of phenomenology, referred to this world as the Levenswelt or
lifeworld. It is “the everyday world as it is lived by all of us prior to explanations and
theoretical interpretations of any kind” (Giorgi, 1975, p. 99). The starting point of
existential phenomenological thought must be an individual’s direct and immediate
experience (Valle & King, 1978). Husserl’s famous maxim “unto the things themselves”
reflected his belief in the importance of using lived experiences as phenomenology’s
starting point. The task of the phenomenological researcher, then, is to study people’s
cxperiences as they occur in the everyday world. In accomplishing this, phenomenological
research adopts a critical, descriptive approach as opposed to the explanatory and primarily
quantitative approach of experimental psychology (Seamon, 1982).

Phenomenological researchers have challenged the natural science approach to
psychology and stressed the importance of existential-phenomenological thought for all
aspects of psychology. The implications of moving the pendulum away from natural
science methodology towards phenomenoclogy are broad, as outlined by Giorgi (1971):

The overall effect, therefore, of the phenomenological critique of the way
experimental psychology has been practiced is to free psychology from artificial
boundaries and restrictions in terms of the number and kinds of phenomena that
can be studied, and also in the ways in which these phenomena can be
approached. This freedom in turn will permit a new period of growth and
development for psychology (p. 14).

Phenomenology and other qualitative research methods are understood and
evialuated according to the naturalistic paradigm as opposed to the rationalistic or natural
science paradigm. The use of the naturalistic paradigm as it is conceived and related to this

study will be discussed in the succeedi- - section.



The Naturalistic Paradigm

Guba (1981) distinguishes between the naturalistic and rationalistic paradigms of’
inquiry. Each paradigm has its legitimate place in empirical inquiry, neither one being
inherently superior to the other. Rather, the selection of a paradigm of research inquiry
should be made on the appropriateness of certain key assumptions to the problem being
investigated. This study utilized those assumptions and methods that are encompassed in
the naturalistic paradigm. Guba (1981, pp. 3-8) suggests that these assumptions concern
the nature of the reality, the nature of the inquirer/object relationship, the nature of truth
statements, methods, quality criterion, source of theory, knowledge types used,

instruments, design, and setting.

Characteristics of Naturalistic Research

Table 3.1 provides a brief comparison of the key assumptions held by the
rationalistic and naturalistic paradigms. The naturalistic paradigm has been selected as
being most appropriate for the present study. The following section will examine the ten

assumptions of the naturalistic paradigm and how they apply to the study.
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Assumptions

Rationalistic

Naturalistic

The Nature of Reality

focus on single variable

multiple realities exist

The Nature of the
Inquirer/Object Relationship

independence

acknowledges
interdependence

The Nature of Truth

generalizations possible

working hypotheses

Statements possible

Methods preference for quantitative preference for qualitative
data data

Quality Criterion rigor relevance

Source of Theory deductive inductive or “‘grounded”

Knowledge Types Used propositional tacit and propositional

Instruments tests, machines, etc. researcher
{measurable)

Design advance design emergent design
(a priori)

Setting controlled natural, uncontrolled

*adopted from Guba (1981)



The Nature of Reality.
Naturalistic inquiry assumes that multiple realities exist for individuals as they

experience their lives and are affected by many situations. people and conditions, both
remembered and experienced. Over the three-month period of the study, the reality of
working in collaborative school environments was examined for the major stakeholders in
one school. The reality of this experience was both personal and multi-dimensional to cach
of them. The researcher’s task was to describe this reality in all its complexity and variety,
but not by disassembling the experience, but rather through providing a description of the
wholeness of the experience. In this manner, the resecarcher sought to provide a sense of

this lived experience: a sense of reality that could become vital and meaningful to others.

The Nature of the Inquirer/Object Relationship.

The naturalistic paradigm recognizes that the researcher and the participants must
interact and that in doing so ecach influences the other. This interdependence of
inquirer/object must be recognized by the researcher and monitored as the researcher moves
through inquiry, analysis and interpretation of the experience of the participants. In the
study, the researcher made every effort to sec the world and interpret it from the perspective
of the participants. In doing so, the meaning of the words and expericnces related could be
given accurate description and interpretation. At the same time, the rescarcher attempted o
maintain her own perspective as an inquirer (Wilson, 1977) through continuous monitoring
of her own perceptions of the experience of collaboration and of her reaction to the

experience as described by the participants.

The Nature of Truth Statements.

The researcher in a naturalistic study is not out to prove the truth of a principle
someone has previously expounded. Rather, the goal of naturalistic inquiry 1s to provide a
rich description of a phenomenon to allow those who read about it to casily recognize
similarities and differenc~s in situations they have experienced or may encounter. Qut of
examining the specific contexts of the participant’s expericnces, the generation of a
working hypothesis is feasible, the truth of which will be highly context dependent. Guba
(198 1) suggests that “‘hurmnan behavior is rarely, if ever, context-free; hence knowledge of
human behavior individually or in social groups is necessarily ideographic, and the
differences are at least as important as the similaritics to an understanding of what is

happening” (p. 4). This study provides a description of the lived experience of working in



collaborative relationships in schools through the use of in-depth phenomenological

interviews that should find resonance with those with similar experiences.

Methods.
The naturalistic paradigm shows a preference for the use of qualitative methods,

while rationalists prefer to use quantitative ones. Guba suggests that either methodology is
applicable to the other paradigm, yet rescarchers tend to relate to qualitative versus
quantitative methodology suggesting a relationship between paradigm and chosen methods
of inquiry. This study employed primarily qualitative methods including in-depth
phenomenological interviews, participant observation, taking of fieldnotes, collecting of
relevant documents, and keeping a reflective research journal. These methods of data
collection permitted the rescarcher to produce rich descriptions portraying the lived

experiences of the participants.

Quality Criterion.

Naturalistic research strives to provide descriptions of experience that are
meaningful and relevant. In deing so, naturalistic inquiry often appears “‘messy’ as it
attempts to describe the multi-faceted aspects of the experience, situation, and context. Yet,
according to Bolster (1983), this is precisely what makes this paradigm relevant to school
investigation. Teachers and other school staff members live cluttered, context-rich lives.
To ignore parts of this existence would be to ignore their reality and defeat the purpose of
the research. For this study to be valid, it must reflect the human situation as it relates to

the reality of the participants.

Source of Theory.

Naturalistic inquiry considers the human experience to be the source of theory from
which working hypotheses can be derived inductively in an attempt to describe and explain
the phenomenon under study. Naturalistic inquiry recognizes that each participant brings
his/her uniqueness to the situation, but at the same time, comparisons may ultimately be
possible due to common themes with other cases. These common themes can further find
correspondence with other cases and further hypotheses or, in some cases, grounded
theory (Glaser & Strauss, 1967) can be developed. Therefore, during naturalistic inquiry it
is imperative that the researcher not try to utilize previously held principles or theories
against which the data from the study would be compared. Instead, the researcher gathers
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the experiences as described by the participants to formulate a statement of shared

experience that can be utilized by others as a tool for examination of their own CXPCrienCes.

Knowledge Types Used.

Naturalistic inquiry utilizes both propositional and tacit forms of knowledge. In
this study, tacit knowledge such as intuitions, apprehensions, and feclings reveated the
meaning which collaborative working relationships held for the participants. Propositional
knowledge such as the participants’ written and spoken language, relevant school
documents, and observational and field notes also provided critical information for the
researcher in her attempt to understand the context of the lived experience of collaborative

relationships as described by the participants in this study.

Instruments.

In research which purports to investigate the subjectivity of human beings. the key
instrument for investigation must be another person with whom the participants have
established rapport and with whom they are willing to enter into an ongoing dialogue
(Wolcott, 1975). As it was in this study, the critical instrument for data collection then
becomes an empathetic and sensitive researcher who is willing and able to take on the

perspectives of the participants.

Design,

The rationalistic paradigm always begins inquiry with an advanced or a priori
design which carefully delineates all the aspects and steps of the research inquiry prior to
the onset of investigation. Naturalistic inquiry, comparatively, would appear to be quite
undisciplined in that the design is considered to be fluid and allowed to emerge In response
to the researcher’s attempt to procure a rich description of the phenomenon under
investigation. This is, of course, one of the most challenging and frustrating aspects of
naturalistic research in that the researcher must be prepared to surrender to the phenomenon

under investigation; willing to give up unrealistic or unfruitful methods of inquiry and tuke

on new sources of information and methods for obtaining that information when necessary.

In the research proposal for this study, the primary focus was identified, the participants
were selected, and the methods for inquiry outlined. However, this proposal did not
commit the researcher to a rigid plan, but instead allowed the researcher to follow sources

of information and methods of inquiry in some arcas that had not previously been



anticipated, while at the same time dropping some sources and information and
methodological procedures as they appeared to be unworkable and unrealistic in the field.
The researcher’s job then is to carefully outline this process and portray to the reader that
appropriate conceptual framework and methodology were utilized to collect and interpret

the data.

Sctting.

Many of the previous assumptions of the naturalistic paradigm imply that the
research setting must be a natural one; uncontrolled and free from manipulation by the
researcher. To attempt to control or change what the participants normally do or think in
rclationship to their experiences would destroy the naturalness which makes this type of
research relevant and powerful to educators. Participants in this study were both
interviewed and observed in their natural school and classroom settings. All attempts were
made for the rescarcher to become a “fixture” in that setting over the course of the three
month investigation in order to limit researcher effects on the participant responses or
actions.

The use of the naturalistic paradigm for educational research has many positive
characteristics which are now being recognized in the literature. Wideen and Holborn
(1986), in their survey of research in Canadian teacher education, call for increased support
tor and expansion of qualitative research in education. Others such as Bolster (1983), call
for increased support of the naturalistic paradigm in educational research as it is better able
to reflect the central importance of the teachers’ perspective and creation of meaning:

The most important elements of any social situation are the shared meaning
which participants take from the process of interaction and which ultimately
shape their behavior. Significant knowledge of any social situation, therefore,
consists of an awarencss of the emerging meaning that participants are
developing and the specific ways that the meanings are functioning to shape

their endeavors and thus the characteristics of the situation itself. (p. 303)

Concerns About Trustworthiness.

Questions sometimes arise about the internal and external validity, the reliability, or
the objectivity of naturalistic rescarch. This section attempts to address the issues that are
related to the trustworthiness of data collection, analysis and interpretation through the

naturalistic paradigm.
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Guba (1981) maintains that validity, reliability. and objectivity are scientific terms
which belong within the rationalistic paradigm. Instead he argues convincingly tor the use
of the terms credibility. transferability. dependability and confirmability as more
appropriate to use when answering questions regarding the trustaorthiness of naturalistic
research. Guba’s description of trustworthiness is echoed in the writing of other
researchers, educators, and theorists (Bogdan & Biklen, 1982 Geertz, 1979: Glaser &
Strauss, 1967; Wertz, 1984,1986: Wolcott, 1975) and is considered here as a succinet and
useful way to present a comparison of the issue of trustworthiness in both the rationalistic
and naturalistic paradigms.

The following section draws mainly from Guba’s (1981) “Criteria tor Assessing
the Trustworthiness of Naturalistic Inquiries™ in which Guba identities four aspects of
trustworthiness: truth value, applicability. consistency. and neutrality. Table 3.2 compares
these four aspects of trustworthiness and their respective terminolcgy in the rationalistic

and naturalistic paradigms.

Table 3.2

Scientific and Naturalistic Terms Appropriate to the Aspects of Trustworthiness in

Rationalistic and Naturalistic Paradigms

Aspect Scientific Term Naturalistic ‘Term
Truth Value Internal Validity Credibility
Applicability Generalizability Transferability
Consistency Reliability Dependability
Neutrality Objectivity Confirmability

*adopted from Guba (1981)

The truth value or credibility of naturalistic rescarch requires that the rescarcher
demonstrates that the data represent the truth about what occurred. The term credibility
implies that the researcher’s task is to show that the data are believable because the
thoroughness and total integrity of the description enables the reader to get a complete
understanding of the event or phenomenon. To establish credibility, Guba suggests that
the researcher remain engaged in the field over a prolonged period of time, and uwtilize on-

going and persistent observation during the period of data collection. Peer debricting,



triangulation, collecting related documents, anu checking the meaning of the transcripts
with respondents also allow for increased credibility. Prior to engagement in data analysis,
the researcher mast first “bracket” or suspend his/her preconceptions, beliefs, and biases
regarding the phenomenon. The ultimate goal of this procedure is to foster greater
openness and receptivity on the part of the researcher to the phenomenon as it is actually
expressed by the participants. This process of self-reflection is continual, occurring over
the entire course of the research study and is meant to bring objectivity to the invastigation.
Objectivity, from a phenomenological perspective, is fidelity to the phenomenon and is
characterized by *a refusal to tell the phenomenon what it is, by a respectful listening to
what the phenomenon speaks of itself” (Colaizzi, 1978, p. 52).

During data analysis. checking for coherence betw cen different sources of data.
testing interpretation against one’s data, and obtaining respondents’ reactions to the report

in various stages of development provide further checks of credibility.

Transferability.

A scientific study done in the rationalistic paradigm has to meet the criterion of
external validity or generalizabitity. Guba suggests the use of the term transferability when
rescarching under the naturalistic paradigm. It implies that a naturalistic researcher does not
expect findings {from the study to be generalizable completely to different situations outside
of the study. Rather, the researcher attempts “'to form a working hypothesis that may be
transferred from one context to another depending on the degree of ‘fit” between the
contexts™ (p. 11). The goal, then, is for the researcher to collect thick descriptions that will
allow the reader to visualize the context and grasp the meaning. The reader may then be
able to transfer the ideas from the study to new situations. being aware of those
characteristics in the study which do and do not fit their own lived experiences.
Transferability can be increased when the researcher provides details of the setting in which
the study takes place carefully giving the reader a complete picture of the context and a
“feeling™ for the participants’ situation in the study.

According to Osborne (1990). generalizability in phenomenological research is also
based upon empathic understanding. Thus, if the description of a person’s experience
resonates with the experiences of others, it has empathic generalizability. Generahizability
in phenomenological research is therefore established a posteriori as opposed to a priori as

it 1s in rationalistic rescarch (Osborne, 1990).



Dependability.

Consistency. Guba’s third aspect of trustworthiness. asks whether another study
conducted under similar circumstances would produce similar results. Since in naturalistic
studies it is impossible to repeat a study under identical circumstances, dependability, rather
than the scientific term of reliability, is preferred. Guba suggests that naturalistic
researchers leave an “audit trail” (p. 21) to show the steps the rescarcher has taken at
various points in the data collection and analysis so that others wishing to tollow that
pattern can do so. Leaving an audit trail also allows the reader to determine it the
methodological decisions made during the course of data collection and analysis were
appropriate to the question. Dependability is further enhanced if, after data analysis is
complete, the researcher seeks the assistance of an experienced naturalistic rescarcher to

perform a dependability audit to ensure that acceptable pructices were followed.

Confirmability.

In any study. the researcher must be aware of the potential of his/her subjective bias
clouding the data and its interpretation. Neutrality, or confirmability as it is termed in
naturalistic inquiry, is the extent to which the findings of the study truly reflect the
experiences of the participants rather than the biases of the researcher. It is critical in this
type of inquiry, which may be more prone te researcher bias due to the fact that the
researcher must take both the insider’s perspective and yet maintain his/her own, to have a
number of tools to maintain confirmability throughout the study. Guba specifically pointed
to two steps which the naturalistic rescarcher can take in the interests of confirmability.
Triangulation, which was earlier sugges:d as enhancing credibility, also supports
confirmability because it forces the researcher to collect and examine data rrom a variety of
sources and perspectives. Practicing reflection by keeping a journal is another way of
becoming aware of the researcher’s orientation. In addition, confirmability can be
maintained through the use of frequent member checks throughout the course of the study,
allowing modifications to be made that more accurately reflect the perspective of the
participants.

For a naturalistic study to be trustworthy, it i~ important for the rescarcher to
engage 1n some essential procedures, namely triangulation and member checks, complete
and insightful descriptions, leaving of an audit trail, and rescarcher bracketing and
reflection. The methodological procedures undertaken to ensure trustworthiness in this

study will be discussed in Chapter 4.



CHAPTER FOUR
METHODOLOGICAL PROCEDURES

In choosing a research methodology, the researcher must determine which approach
will be most appropriate for answering the research question. Phenomenological
methodology, with its emphasis on meaning and understanding individual experiences of a
phenomenoen, seemed to be appropriate for gaining greater insight into the phenomenon
under investigation The phenomenological approach uses first person descriptions of how
a phenomenon is experienced and may therefore provide us with a greater understanding of
the school stakeholders” experience of working in collaborative relationships Moreover,
the intent was to investigate and understand the experience of collaborative working
relationships in their entirety as opposed to narrowing the focus to one aspect of the
phenomenon, such as the participant’s perception to what the barriers of collaboration are.
For these reasons, it was felt the phenomenological research methodology was the most
appropriate for this study.

In this chapter, the methodological procedures that were undertaken during the
course of this study are outlined beginning with the bracketing of the researcher’s
presuppositions and beliefs. In the second section the context of the inquiry is discussed in
terms of the researcher gaining entry and establishing credibility, the selection of the
participants, a discussion of the development of collaboration at the study school. and a
aescription of the setting. In the third section of this chapter, methods of data collection
and the role of the researcher during data collection are discussed. This chapter ends with
an outline of the phenomenological data analysis used as well as a discussion of how the
rescarcher dealt with the primary interview data and the secondary data in the analysis and

writing stages of the study.
Bracketing of Presuppositions and Beliefs

The act of bracketing of one’s presuppositions and beliefs is critical in
phenomenological inquiry. Awareness of one’s presuppositions and biases is necessary
because it is from this perspective that one views and interprets the data. As Polkinghorne
(198 1) explains, the researcher must “cleanse himselt/herself of presuppositions . . . [in

striving | to allow the modes and objects of consciousness to be seen as they are in their
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original appearance™ (pp. 6-7). Therefore. every attempt was made in order that 1 be aware
of my own biases regarding the phenomenon under investigation and to suspend or bracket
them so that I could be open to the participants™ lived experiences and allow the data to
“show themselves™. Following is my personal story as it relates to collaborative working
relationships and a short discussion of the beliets and biases T currently hold in relation to
this phenomenon.

I am a trained and practicing special education teacher with six vears teaching
experience. T have taught in special needs segregated classrooms through to programs that
emphasized a highly integrated format. I have worked extensively with various
professionals and paraprofessionals involved in service delivery to special needs children
both within the school, within the district school system, and from outside agencics.

[ have experienced a wide range of responses to my role as a special educator.,
When [ first began teaching in a segregated. self-contained classroom, we did not have all
the rights and responsibilities afforded a regutar classroom program.  Integration of special
needs children into regular program was viewed and expressed as “dumping™ of the
students on classroom teachers and as an abdication of my responsibilities as a special
education teacher. It was impossible to get a teacher to cover my class; even getting a
substitute was at times difficult. Overall, I felt as singled out as 1'm sure the children did.

As an educator who believes that all children, regardless of their level of
functioning, have a right to be considered fully functioning members of a school body and
that all educators within a school. regardless of their title or teaching assignment, have
responsibility for the education of all the students served by that school, T was very

.

uncomfortable with my “place™ and status within the school. More importantly, I did not
feel that the children unfortunate enough to be labeled “students with special needs™ were
being treated fairly or with respect. I believe that every child has a right to have his/her
educational needs met in a way that ensures success both academically and socially in an
environment that is most educationally enhancing, by caring and well-informed cducators,
vithin a supportive and interested school milieu. 1 began to wonder out toud with the other
educators in my school how this could be accomplished in our school.

In my third year of tcaching, we had an administrative change at our school. The
new administrator had little experience with providing educational services to students with
special needs. However, he had a firm belief that it was the responsibility of the teachers

themselves to develop, implement, and evaluate school programs that provided the best
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possible educational programs for the students they serve. This change in focus provided
the impetus for system-wide change at our school.

The staff at the clementary school where I was teaching decided. after much
philosophical debate and personal soul searching. to reconstruct the school’s mission
statement and to develop a statement of beliefs about students, specifically about students
with special needs. Included in those statements were concepts reflecting a redefinition of
the roles and responsibilities of special and regular educators with a value placed on shared
responsibility, shared problem solving. shared accountability. and an overall collaborative
outlook. Also included was a statement that planned consultation time between regular and
special educators was both appropriate and necessary to develop a collaborative approach
and to mecet the needs of students with special needs in the regular program. It was also
stated that special services would be previded to the students with special needs where
appropriate and necessary: providing for their unique needs outside the sphere of the
regular classroom if necessary.

As a special educator, my primary responsibility shifted from removing students
from the mainstream and “'fixing” them. to working jointly with the regular educators to
explore possibilities in how we could make curricular, instructional, and environmental
accommuodations for the child so that he/she could experience success in the regular class.
In addition. we examined ways in which we could share ideas and expertise so that all
students, regardless of their level of functioning. had the most appropriate educational
experience. The development of this collaborative process took at least 3 years and was
(and sull 1s) under constant change as the needs of the teachers and the students changed.
It was a dynamic and exciting professional interchange: not the staid. defensive, closed-
door experience T had when 1 first started teaching. There were many painful hurdles as
teachers learned 1o trust one another. truly share their spaces. resources. and ideas, and live
with the tlexible nature of the model. However. for the first time [ felt part of a team that
wits endeavoring to meeting the needs of all students and it developed into the most
enjoyable teaching experience 1 have had. Other teachers working within the process
expressed to me the same type of feeling.

As a result of my personal experience and subsequent involvement with educators
who are experiencing a shift toward more collaborative work environments and the
personal rescarch and investigation [ have conducted to date. [ have come to hold certain
beliefs about the development and maintenance of collaborative working relationships in

schools which are outlined below.



1. Educators and other school personnel miust choose to engage in collaborative
relationships: the collaborative condition cannot he forced upon them or the essence of
collaboration breaks down.

2. Educators and other school personnet who form collaborative relationships will
experience many pitfalls and setbacks: resistance to an unfamiliar process and new roles
may destroy their efforts.

3. When collaboration does occur it will impact greatly upon both the personal and
work lives of those involved because it essentially requires a major shift in one’s way of
being in the world.

4. Collaborative working relationships can result in a more enjoyable work
environment that is viewed as both more productive and more meaningtul by those
involved.

5. Collaboration between school stakeholders may assist those involved to provide
more or better services to our increasingly heterogeneous school population, including
students with special needs.

6. The development of collaborative relationships in schools will occur only if
there is effective leadership and only if the leader is willing and able to provide for the
conditions in which collaboration will occur.

Since returning to graduate studies in educational psychology, I have become very
interested in the whole area school of collaboration including the restructuring of special
and regular education services. alternate options for service delivery for special needs
students; various teacher support models, issues surrounding integration of students with
special needs, the development and implementation of collaborative consultation at various
levels of education, and the characteristics. attitudes, and skills of individuals involved in
successful collaborative relationships. I am aware that my interest and extensive reading in
these areas coupled with my previous experiences as a special educator and a member of a
collaborative school team are a clear indication of my “vested interest”™ in the area of
collaboration. However, in phenomenological inquiry, such awareness is critical in that it
allows for suspension of the researcher’s presuppositions and biases which creates the
opportunity for a fresh immersion into the lived experience of the participants (Wertz,
1984).
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Establishing the Context for Inquiry

Gaining Entry
Following is a chronology and description of the process of gaining entry and

establishing effective rapport with the participants of this study.

The rescarcher gained approval to conduct research from the school district on
March 01, 1993, Shortly thereafter, the school principal was contacted with the researcher
and the principul meeting on March 18, 1993 to discuss the research proposal. The
rescarch proposal itself was presented to the teaching staff on March 20, 1993. During this
mecting, the rescarch project and its purpose were explained, the interview formats were
discussed, and ethical issues were addressed. In addition, the other methods of data
collection (observations and school data), data analysis, and use of information gained
through data collection were discussed. Although the school administrator was favorable
towards the research proposal, she clearly left the decision up to the staff whether to
become involved in such research as a group or as individuals. All individuals present at
the mecting responded favorably to the research purpose and design. One teacher was
highly concerned about the confidentiality of both the school and the individual teachers
involved. All teachers were assured that both the identity of the school and the individuals
would remain confidential and their identity anonymous.

At this meeting, the support staff were not present as the study originally intended
to focus on the teaching staff. In hindsight, it would have been appropriate to have all
school staff present as every staff member was eventually included in the study. It became
evident to the researcher that this school, which had defined itself collaboratively did so
with the inclusion of all staff members, not just professional teaching staff members. The
rescarcher remained to answer questions and returned on March 25, 1993 to respond to any
further questions and concerns.

The rescarcher gained entry to the school on April 08 and began to establish herself
as part of the school by informally visiting with staff members, attending meetings,
spending time in the staffroom and so forth. This time facilitated the establishment of
rapportand trustworthiness with tiie stuff. On April 25 n-depth phenomenological
interviews of participants began. Formal observation of classrooms began May 05 and
continued until June 20, 1993, Interviews for verification, clarification, and elaboration

with all individual participants began June 10. 1993, The researcher remained in the field
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approximately two or three halt days/week from April 08 to June 30, 1993 at which time

data gathering was complete.

Selection of participants.

Within the naturalistic research paradigm it is important that the design be fluid and
allowed to emerge as a response to the researcher’s attempt to procure a rich description of
the phenomenon under investigation. When the researcher began this inquiry. it was
intended to examine collaborative working relationships between educators in schools,
particularly between regular and special educators who work collaboratively to meet the
needs of special needs students. The source of data, theretore, was intended to be regular
and special education personnel who defined their working relationship as collaborative,
who were willing to explore the meaning of this collaborative experience, and who would
be able to provide rich descriptions of the phenomenon under investigation. Through
engagement in the research process, it became apparent that limiting the inquiry to these
individuals could not provide a rich and meaningful description of the experience of
collaborative workiag relationships as defined by these participants. It became clear that
the meaning of the collaborative working relationships of the teachers was highly
intertwined with the other school personnel including administration and support staft; that
these individuals contributed significantly to the meaning ot collaboration for the teachers
and without their descriptions of experience, the study would be incomplete. Their

experiences, therefore, were sought out through in-depth phenomenological interviews.

The Development of Collaboration

It is important here to discuss how the concept of collaboration developed at this
school as it has a major bearing on the framework utilized by the participants in this study
when they discussed their experience of collaborative working relationships. As was stated
in the introduction, the integration of students with special needs had become a major goul
of Alberta Education in the late 1980°s and early 1990s as was articulated through several
Government of Alberta publications. Districts and schools began to develop action plans
that would address the goals of inclusion. The staff at the study school examined the issue
of inclusion within the framework of what types and structures of teacher interaction would
best facilitate this process. In doing so, they developed the concept of a high level of
interaction and on-going support between teachers; facilitating the needs of all students

through the collaborative efforts of both regular and special educators and related support
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personnel. This staff, therefore, decided that the collaborative format would be the best
vehicle for introducing an inclusive education phifosophy and practices into their school. It
is interesting to note, however, that the development of this collaborative philosophy did
not focus around the word “collaborative™ or ““collaboration™, but instead around a set of
beliefs and practices that the stakeholders used to define ways of being and ways of
interacting in their school that would best facilitate the inclusion of all students into the

regular class program to the greatest degree possible.

Description of Setting

The study school is set in a middle socio-economic residential area in a north-central
Alberta city. Student population was 150 at the time of the study with a higher-than-district
average of students with special needs enrotled at the school. The school has the capacity
to facilitate almost twice as many students and previously had a population of 300 or more
students, but due to the building of a new school in the area, this school’s student
population had been significantly reduced and staff reduced accordingly. In total there
were six regular classroom comprised of one classroom for each of grades | through 6.

All participants in the study were teachers, administrators, or support personnel at
this school and have experienced working in collaborative relationships with one another
and could provide descriptions of the phenomenon under investigation. The staff at this
school had developed a model of interaction which encouraged collaboration between
regular and special education teachers, between regular educators, and between educators
and support personnel which assists our understanding of how collaborative working
relationships physically occurred in this school.

Staft at this school had developed a set of beliefs regarding the education of all
students in their schooi. These belief statements focused on the right to an appropriate
education for all students, the beliet that all students can grow and learn in an environment
that is positive and open to them as individuals, and the development of an atrnosphere
conducive to personal growth for both staff and students who are encouraged to work
together in a caring atinosphere of mutuality.

At the time of this study, staft at this school had worked towards the
implementation of these beliefs for approximately three years, following a multi-
dimensional service delivery model which tocuses on developing a collaborative approach
to planning and programming tor students with special learning needs. This model was

developed at the district level (Willis, 1990) and was being implemented in schools on a
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voluntary basis. This model is composed of four distinct components: cach one having its
own purpose, emphasis, and function. In its entirety, the design of the four components is
intended to create a continuum of support and services tor the regular classroom teacher
and the special needs student. Each component is also intended to be dynamic and tlexible:
responsive to the needs of the teachers and students.

The four components of this model consist ot a school based program development
team, a resource facilitator service, a supportive teaching component, and an adapted
instruction component. The school-based program development team is modeled afier
Chalfant and Moultries’ (1979) description of teacher assistant teams, with its purposes
being to assist staff in programming for students with special learing needs. The function
of the team is to facilitate shared ownership for programming of these students, to generate
the exchange of professional expertise and resources in devising appropriate intervention
strategies, and to facilitate the adaptation of programming within the regular classroom.,

The resource facilitator component of the service can be equated to what Hueiner
(1988) describes as the consulting teacher model. Within this component one or more
school-based teachers are to be trained to function as consulting teachers in providing
support service to regular classroom teachers. The purpose of this service is to provide
assistance to the classroom teacher on a one on one basis which will facilitate modification
in programming within the mainstream environment.

Supportive teaching is designed such that the resource facilitator can team with ihe
regular classroom teacher and participate in classroom instruction and lesson planning
when necessary. The purpose of this component is to assist regular classroom teachers in
accommodating diverse student ability levels in their classrooms, and to provide direct in-
class support to students with special learning needs.

Finally, the model is composed of an adapted instruction component which is
focused on providing students with special learning needs with differentiated instruction.
Adapted instruction may occur inside or outside of the regular classroom setting, on an
individual or small group basis, by the classroom teacher or by the resource facilitator
depending upon the needs of the student and the composition of the regular classroom
cnvironment.

[t must be made clear that this study s not intended to be an evaluation of the
implementation of this model in any way. It is important to understand, however, that
participants in this study lived within a context in which the aforementioned model is being

implemented and further developed. Since the adoption and implementation of this model
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created a structure in which collaborative working relationships were developed and
supported, recognizing the existence of this model as part of the lived world of the

participants is critical.
Data Collection

The primary method of data collection was through in-depth phenomenological
interviews of the participants. These interviews and their analysis form the essential
clements of this study and act as the primary tool to forward a rich and meaningful
description of the participants’ experience of working within a collaborative school
environment. Further data were collected through observation and related school
documents to assist the researcher in developing a understanding of the context in which
the participants were functioning and in order to provide a opportunity for further inquiry

into the lived experiences of the participants.

Role of Researcher in Data Collection
The primary role of researcher in this study was that of interviewer during the

course of the in-depth phenomenological interviews. The most important consideration in
phenomenological study is the development of geod rapport between the researcher and the
participants (Osborne, 1990). Without rapport and an atmosphere of mutual trust and
respect, participants are unlikely to provide genuine descriptions of their lived experiences
(Osborne, 1990: Polkinghorne, 1981). Therefore, by developing an atmosphere of trust in
which no judgments are made of the participant, he or she can be free to communicate the
fullness of his oi her lived experiences of the phenomenon. Phenomenological researchers
cite empathy, sensitivity, transparency, care, responsiveness, genuineness, playfulness,
and curiosity as qualities which interviewers should possess (Becker, 1986).

The role of the researcher during informal and formal observations was viewed as
being flexible and varied according to the method of data collection being employed and the
comfort level of the participants. Due to the flexibility inherent in this approach the
researcher was able to pursue research oriented questions when necessary, which, at the
same time, provided the rescarcher with unsolicited information, and the freedom to

participate or withdraw from activities at her discretion.



This qualitative study used the phenomenological approach to gain meaning and
understanding of participants” individual expericnces of working in collaborative
relationships with other educators. The phenomenological approach uses tirst person
description of experience and may therefore provide a greater understanding of the
participant’s experiences in collaborative working relationships. Minimatly structured, in-
depth interviews were conducted to avoid directing the participants’ thoughts or asking
questions that supported the researcher’s bias.

All staff members at the school were involved in in-depth phenomenological
interviews including one administrator (principal) who also served as a resource facilitator
for grades one and two, one administrator (vice principal) who also seived as the grade
four classroom teacher, one full time resource facilitator, one part time resource facilitator,
six full-time classroorn teachers, and five support personnel including three
teaching/classroom assistants, the school secretary, and the school custodian.

The interview process was composed of three components or phases off
interviewing. The first interview was conducted with the total school staft and allowed the
researcher to provide a structure or framework for the rescarch study in that the nature and
purpose of the research could be openly discussed while at the same time building rapport
with the participants. During this initial exchange [ had the opportunity te share my
personal background and interest in collaborative working reiationships in schools with the
participants in a general sense. This was conducted in a manner as to not influence their
responses in such a way as they would seek to please the researcher. In addition, issues
such as confidentiality, informed consent, and participant right to withdraw were discussed
and questions were addressed. Agreement for participation was secured from the
participanis at that point.

The second interview involved gathering datu regarding the participant’s experience
of the phenomena. All interviews took place at the school in a quiet room such as the
medical room or the counselor’s room away from the evervday distractions of school life.
Interviews with the administrators occurred in their personal offices. An open-ended,
minimally structured interview format was used to avoid both directing the participant’s
thoughts and asking questions which supported my personal biases. The interview guide

provided topic areas within which the interviewer was free to explore and probe in a

conversational style. The advantages of this method for this study were that the interviewer

49



was prepared with areas to probe if necessary, and could explore reievant topics that
emerged during the process of the interview. This assisted in creating interviews that were
more systematic and comprehensive across a number of interviewees than a totally open-
ended interview style would allow (Patton, 1990). The interview guide approach, at the
same time, allows the interviewer to be epen and flexible so that the phenomenon can be
explored in more depth and breadth that could be foreseen in a structured interview style
and is therefore more likely to yield aspects of the phenomenon which might otherwise
have been missed (Osborne, 1990; Polkinghorne, 1981).

The research question posed to each participant was, “*Describe your experience
working in a collaborative relationship with others at your school.” Participants freely
conversed with the researcher seeking clarification when needed. Additionally, participants
were prompted when they no longer appeared to have anything to say or were asked to
describe arcas of experience highlighted in the research that they might have eluded to in
their response. Becker (1986) states that during phenomenological interviews, the
rescarcher must perform several paradoxical roles simultaneously in order to gather the
richest description possible from the participants. Becker (1986) describes the researcher’s
role as onc of being “prepared, yet receptive: task-focused, yet personable; knowledgeable,
yet naive (p. 115).

Data gathering interviews lasted approximately 45 minutes. Each interview was
tape-recorded and then fater transcribed word for word. The third phase interview then
involved having the participants read over their transcripts and make points of clarification.
The rescarcher also sought veritication and extension of certain topics. The paraphrased
accounts or first-level analysis of the transcripts were shared with each participant at this
time in order to assess the researcher’s interpretation of the participant’s experience as it
had been analyzed to date. These interviews typically lasted from 20 to 30 minutes. Since

the third phase interviews were not tape-recorded, extensive notes were taken.

Observations

Supporting data were also gained through the use of both formal and informal
observations. Formal in-class observations occurred in every classroom for a minimum of
one class period. These formal in-class observations allowed the researcher to observe
cducators (regular and special education teachers) and support personnel working
collaboratively in the classroom environment. The researcher specifically observed for

indicators of role functions, communication patterns, and interaction patterns.
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Observations were also made of special and regular education students” interactions with
each other and regular and special educators interaction with students who have special
needs, in the regular class setting. Information gained and interpretations made from
formal observations were shared with the participants for their input. verification, and
personal reflections.

Informal classroom observations also occurred on many separite occasions over a
two month period. At times, the researcher was asked by the participants to join in a class
project or lesson and, at other times, the rescarcher would drop by and visit classrooms
without a specific invitation to do so. The researcher also involved herself in instructional
periods when special assistance was being provided to students idendfied with special
needs, and to others. During informal observations, the rescarcher took on a varied role
between observer-participant and participant-observer depending on the particular
classroom circumstances and teacher comfort level. These informal classroom
observations allowed the researcher to interact with students, educators, and support
personnel alike to gain insight into their beliefs and behaviors regarding the collaborative
environment at this school.

Informal observations aiso occurred at two regular staff meetings and many
informal staff meetings at the school. As weli the researcher engaged in many informal
staff discussions at the school with teachers, parents, support personnel and school
visitors. Finally, the rescarcher engaged in participant-observation during three school-
wide special events days which included a volunteer appreciation day, a guest theatre

production, and the annual track and field day.

Related Documentation

Information was gathered regarding the school, the community. and the school
population during the course of this study. School related information was collected in the
following formats: school demographics, schocl policy manual, school mission statement
and other materials, such as staff memos and handouts to teachers that were reflective of
the school philosophy, policy or practice. Information regarding students identified with
special needs was also gathered, including the number and type of identificd special needs
students and, where permission was granted. the content of student files to identify the
changes in program orientation over time (i.c., the shift from traditional puli-out mode! of
service delivery to in-class support). In addition, the school district assessment of

community demographics was also collected. Where possible, documentation was



collected and added to the research file. Where necessary, information was viewed at the
school and noted in the researcher’s field notes. Finally, biographical information on each
interviewed participant was gathered that, for example, contained information such as age,
teacher training or other training experiences, number of years teaching (or doing present

Job), and number of years at this school.

Ficldnotes

The researcher keep a collection of fieldnotes during the time in the field. In these
field notes records were kept regarding all types of observations, both formal and informal.
As well, participant input resulting from observations, and researcher notes regarding

impressions, interpretations, and further questions were included.

Reflective Journal
During the time in the field, but especially during data analysis and writing, the

researcher kept a personal reflective rescarch journal. The purpose of this journal was to

allow the rescarcher to keep an on-going record of her thoughts, feelings, questions and
impressions during the course of research. By recording these personal reflections, the
researcher was able to record and act upon tacit knowledge while conducting analysis and
writing and was better able to determine the extent to which her personal biases were

interfering with the interpretation of the data.
Data Analysis

There are several approaches to analysis in phenomenological research, each having
specific characteristics and advantages and disadvantages. Wertz (1984) outlines three
phenomenologically-oriented approaches to psychological research: the comprehensive
theoretical, the phenomenal, and the reflective empirical. The comprehensive theoretical
approach is almost purely conceptual and attempts to integrate existing psychological
theories into a more comprehensive theoretical framework through the use of lived-world
descriptions and phenomenologically oriented retlection. The major shortcoming of this
approach, however, is its lack of procedures for analyzing lived experiences.

The phenomenal approach strives to abstain from any presuppositions and to
understand phenomena solely through their expression in empirical data. No interpretation

is used and data analysis is confined to explicit statements in the description, with the result



that the researcher’s involvement is minimal. The phenomenal rescurcher simply presents
the full range of reported constituents of the phenomenon without assessing their me=aing
or relative importance. As a resuit of the researcher’s inability to “make sense™ of the data,
the descriptions appear quite sterile and “are therefore far from faithful to the phenomenon™
(Wertz, 1984, p. 31).

In contrast, the reflective empirical approach is interpretive and goes beyond the
phenomenal approach by explicitly using the researcher’s capacity to retlect on the data.
The reflective empirical researcher strives to disclose the meaning of the constituents of the
phenomenon and their relationship to the essential structure of the phenomenon. However,
it should be stressed the researcher does not impose meaning because:

reflection is not speculation but genuine finding, requiring the most rigorous
grasp of the essence of the phenomenon. The rescarcher thereby grasps the
whole of the phenomenon through the part expressed by the subject, making
explicit the implicit root of the matter. (Wertz, 1984, p. 32)

The reflective empirical approach, because of its emphasis on reflection and
disclosure of meaning. seemed the most appropriate for revealing the essence of the

phenomenon under investigation in ihis study.

Procedures for Analysis of Interviews

As was previously stated, there is no single way in which to conduct a
phenomenological data analysis. The reflective empirical approach to phenomenological
data analysis emphasizes reflection and disclosure of meaning, but is not tied to any one
procedure for handling the data. The specific procedure which is adopted depends upon
the researcher’s purposes. This study utilized the process of phenomenologicat analysis of
descriptive data discussed by Colaizzi (1978) and Giorgi (1975). The pheromenological
analysis of the participant’s protocols followed the general pattern established by Colaizzi
and included the following steps:

1. The protocol was first listened to and read through simultancously to get a feel
for the language and the perspective of the participant. Particular attention was paid to the
participants’ rate of speech, tone of voice, and those experiences that receive repeated
emphasis.

2. Phrases or sentences were extracted from cach transcript which were revealing
of an aspect of the person’s experience of the phenomenon. Redundant phrases and those

statements which did not speuk to the question were eliminated.



3. Significant statements were re-read, this time for the purpose of ascertaining the
meaning behind the words. Two levels of interpretive abstraction where then applied to
cach excerpt in formulating its meaning. First, statements were paraphrased to put the
participant’s experience into clear psychological language.

4. Sccond level interpretive abstraction involved formulating a theme which
captured the essence or meaning of that particular excerpt.

5. These themes were then clustered into more highly abstracted second order
themes. These thematic clusters were validated by referring them back to the original
transcripts. This involved determining where the thematic clusters suggested anything
which was not implied in the original transcripts and whether any aspect of the original
transcript was not accounted for in the thematic clusters (Colaizzi, 1978).

6. Each participant was presented with the analysis of his/her experience to
determine if he/she agreed with the interpretation of the data.  Any relevant modifications
suggested were discussed and appropriate changes made to the analysis.

7. The results of the analysis were then synthesized into a comprehensive
description of the person’s experience of the phenomenon. This synthesis was written to
state the fundamental experience of the participant as unequivocally as possible. This
synthesis for cach participant is presented in Chapter S.

8. The final thematic clusters for each participant were compared in order to
identify those themes which were shared by all three participants. If a muiority of
participants experienced a particular aspect of' a phenomenon, those participants who had
not alluded to this aspect were contacted in order to determine if it was indeed a valid part
of their experience. This procedure was necessary as some aspects of the phenomenon
may not be revealed during the initial data gathering interviews due to oversight or time
constrictions. This data was then integrated into the shared structure.

The shared structure was then integrated into an overall description of the
phenomenon. It is this shared structure of experience which is most important in
phenomenological rescarch. The shared experience of the participants is included in

Chapter 6.

Dealing with the Interview Data

The use of in-depth phenomenological interviews produces a significant amount of
data for each participant. In the course of this study a total of 15 initial data gathering

interviews were conducted producing a total of 220 pages of typed transcription and 110

54



pages comprised of participant description and phenomenological analysis. This amount
proved to be too cumbersome to present in the completed thesis document. A decision was
made then to encapsulate the presentation of the findings based on the tollowing criteria:

1. All participants were equally considered for inclusion in the presentation of the
phenomenological analysis.

2. Information rich cases were sought that had most fuliy iliumimated the
phenomena and that expressed the participant’s experienee. unciuttered with speculation
and analysis.

3. All stakeholders should be represented, that is. analysis should be presented tor
at least one participant in cach stakcholder “category™: i.c.. special educators, regular
educators, administrators, and support personnel.

4. Negative cases were sought out and explored. that is, the researcher did not
enter with the intent of limiting inclusion to only cases which supported a preconceived
notion of collaborative working relationships.

5. A template” of shared experiences was then created and utilized o further
examine the experiences of those not highlighted through phenomenological analysis as
presented in this document. This templaie was utilized to seek out both congruence and
incongruence with the experience as expressed by the information rich cases selected.
Again, negative cases were explored and included in the shared experience.

6. Finally, a comprehensive template was created that was utilized to reflect agaim
upon all the participants’ experiences to ensure that the rescarcher was being true to the

constituents of the data as experienced by the participuants.

Analysis of Secondary Data Sources

Data gathered through in-depth phenomenological interviews comprised the core of
this study. The researcher also engaged in secondary methods ol data collection through
the use of formal and informal observations. analysis of reluted school documents, and the
keeping of fieldnotes and reflective journaling for three main reasons. Firstly. these
methods allowed the rescarcher to understand the context of the participants” experience of
cotlaboration. Secondly, they provided the rescarcher with additional information thal
could be utilized to further probe during the actual interviews. Thirdly, the information
gathered through these methods was utilized to facilitate increased trustworthiness of the

study.
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The presentation of data gained through these secondary sources is not presented in
this document in a formalized manner, but instead was utilized by the author during the acts
of data gathering, analysis and interpretation, to question and extend her understanding of
the phenomena. Although there are few direct references to these secondary sources of
data, these sources assisted in the establishment of a context for this study and provided a

“sounding board” for much of the anulysis and interpretation that occurs in Chapter 6 and

Chapter 7.
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CHAPTER FIVE
PHENOMENOLOGICAL ANALYSIS

The purpose of this chapter is to present the phenomenological data analysis and
description of experience for the participants. For cach of the cight individual descriptions
provided, the data will be presented in the following format. First. a briet personal
description of the participant will be presented. Second. an analysis of cach participant’s
experience of working in collaborative relationships will be presented in tabular form.
These tables contain excerpts from the transcribed interviews which enhance understanding
of the phenomenon in the first column. paraphrases of those excerpts in the second
column. and first order themes derived from those puaraphrases in the third column. Third,
higher order thematic clusters are gathered from the tirst order themes and presented in
tabulur form. In the next section, generalized descriptions derived from the higher order
thematic clusters are presented in tabular form. Finally, an overall synthesis ot the
individual’s experience is presented in narrative form. The chapter ends with two tables.
The first presents definitions of all the themes generated by the participants. The second
presents a summary, by participant, of the themes derived from the phenomenological
analysis of his/her interview,

The individual descriptions are presented in the order in which the original
interviews were conducted. Table 5.1 provides an overview of roles of the participants i
the school. All of the 15 initial interviews were given cqual consideration for inclision in
this chapter. The eight that were chosen met the criternia of providing a ricn description of
the data with negative cases searched out. and also being representative of a school role
category.

It is important to note that the participant “Ann™ is represented i two interviews
here. Ann presented a unique case to the rescarcher in that she performed two distinet
functions in the school: administrator and resource facihitator. The author recognizes that
Ann, as an individual, can not be separated into the roles she performs, nor was that the
intent by representing her twice. Ann was unique in that she was very deeply involved in
the formulation of the collaborative model utilized in this school and was also actively
engaged in enacting it both as an administrator und a resource facilitator. As a result, Ann
was able to provide a unique description of experience that was both rich and meaningful.
The researcher found that it was impossible to dead with all of Ann’s experience in a

meaningful way in just one interview and that the time constraints of the school day forced
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a time limit on the interview sessions. Consequently. Ann participated in two initial data
gathering interviews. In the first one, she was asked to reflect upon her experience
primarily as a resource facilitator. In the other she was asked to reflect upon her experience
primariiy as an administrator. Both these interviews proved to be very rich in their
description of the phenomenon and provided an enlightened understanding of the
expericnee of working in collaborative relationships. However, the interview protocols
proved to be to lengthy to place together as one single interview and, therefore, needed to
be presented seperately. Since the purpose of this research is to provide a rich description
of the phenomenon and given the fact that there is no “weight” attributed to the amount of
data in phenomenological analysis, both of Ann’s initial interviews are included in this

chapter as both contained rich descriptions of the phenomenon of collaboration in schools.

Table 5.1

Summary of Participants’ Roles

Division I Division I Regular Ed.  Special Ed. Admin. Support
Vicki e | L.
Shannon hd L4
Ann ® °
Clara i 4
.orna i b '
Julie b L . °
Ann-admin, ' °
Elyic * | | ! ‘ °




Vicki

Vicki is an educator who has been teaching special needs children tor twenty vears.
She has worked in her present school for the last nine years. Vicki has experience teaching
special needs children in segregated special classrooms, resource rooms, and regular
classrooms. Vicki is now responsible for working with other educators in the regular
classroom, providing for both direct and indirect services to students with special needs
and others. Within this new model. Vicki is primarily responsible for providing services to
the grades three and four classrooms. Vicki is also the moiher of a learning disabled child.
Vicki, therefore, has experienced working relationships with educators as a teacher and a
parent, both within and outside of the regular class setting or mainstream.

In the interview, Vicki displayed a great amount of interest and animation in the
subject of collaboration. She leaned into the interview space to make her points and her
voice frequently quivered with emphasis. She spoke often of the process in terms of
outcomes for special needs students. These statements reflected Vicki's beliet that the
ultimate goal of the collaborative relationship between teachers is the success experienced
by the children they serve.

Excerpts from Vicki's transcribed interviews, the paraphrases of those excerpts,
and the first order themes are included in Table 5.2, The second order thematic clusters of
Vicki's experience are included in Table 5.3. The thematic descriptions of Vicki's
experience are included in Table 5.4. Following is a summary of Vicki's lived experience
as a resource facilitator (special educator) working within a collaborative school

environment.



Tahle 5.2
Thematte Abstractions of Vicki's Experience

Excerpts from trunscribed interview

Puaraphrases

Themes

VI1: My roie is as vaned as the
expenences | goanto. It depends what
the teacher needs and the needs of the
students.

V2: talso teach and we reverse the roles,
where she will be the observer and helper
where I'm teaching so we do team
teaching things together. Basically I'm
there to be a support to the teacher and
the student that needs exura help.

V3: | also help other students it I'm not
needed by the snectal needs students, I'm
willing to help anyone in the classroom,
so there are fringe benetits to the other
members of the class, ‘cause they do get
extra help so there's more one on one
teachimg i the classroom while 'm in
there.

V4o Unfortunately, it's only for one
period of the day for cach classroom,
when 'moan the classroom with the
regular teacher.

VS T have to be totally tlexible. | have
to walk in and {1t in to an existing
classroom, and aiso 1 have to be alot
more diplomatic in how | approach
nuaterial, or Fralk to a teacher. [ have to
reabize that 1 am coming in to her space
and do it in g way that 1s nos, threatening

Vo 1 have to maintain the fact dhat I'm
there to act as L.an advocate tor the
cluld. to muake sure he s bemng, his needs
are bemyg met. So, | have to balunce
those roles.

V7. Asaresource fucibitator, you have to
be ready to modity anvthing that yvou're
gomg to do at any time ... Now my day
depends o what s happening in the
chissroom zud T must bend to those roles.

Sces role as multi-taceted and dependent
upon the needs of others.

Recognition of role sharing and
interchunge with teacher that supports
both the teacher and the special needs
student.

Willingness to assist all students. Sees
role and tlexible and broad enough to
include meeting the needs all students.

Concern over lack of time with
individual teachers.

Awareness of sensiiivity of role.
Recognizes that she must share teacher’s
space and do so with diplomacy and
tflexibihity in order to be accented and for
a relationship to begin.

Duality of role. Primacy of
responsibility to child requires a balance
between the needs of the teacher und the
needs of the special needs student.

Sues role as reqairing openness to cvery
sttuation requiring continual tlexibility
and o willingness to take on different
roles.

Role ever-
changing
Ficxibility in
role

Interchangeable
roles

Support of
teachers

Flexibility to
meet student
needs

Time constraints

Flexibility in
interest of being
diplomatic
Sensitivity to
others

Role
claritication

Flexibility in
role
Role defined by

needs



V&: Well, the teacher has to be aware
that there's another person coming in and
she has to discuss things with me and
plan with me in order that | can be of
assistance, so they have to be flexible as
well in accepting me in the classroom.
And they have to be willing to allow me
to work.

VY: Sometimes when you first go into a
classroom, that isn't happening.  It's
basically that they are just letiing you in
and say. okay, you're here, I'm doing my
thing, you do your thing. That was what
it was like when | initially went in.
V10: Then atter they see the value and
they start to say. well. let's do this
together and ... they do a lot more team
planning. Betore, it's you plan, 1 plan
and then we'll somehow the two will
mesh, but after a while you can discuss
more and you start thinking on the same
lines and really functioning as a single
unit together. ... So their mind set
becomes one of, yes, I can modify and |
can program with this child.

VIl Aot of times it's just supporting
the teacher by letting them know that
what they are ptanning is a good idea,
and just sort of being a support and a
sounding board for them. They come up
with some excellent suggestions, ‘cause
they all want the best for the child. |
think my role ts mainly making them
aware, more aware that they have a child
that has a problem and supporting them
in the beliet that the child can make 1t in
therr classroom and that they as a teacher
can make it if they have the suppaort to do
SO

V12 | remember one instance when |
mentioned this child bas an attentional
problem, and the teacher kind of said,
“what is that?” 1 got the feeling that the
teacher was really apprehensive about
having the student in her classroom.
Then a couple months later that teacher
came up and said. “now | really
understaitd what you meant by attentional
problems™ yet, there was understanding
und acceptance 1n the way she said it
She wusn’t just talking cut of frustration.
As the teachers become more aware of the
specitic needs as the child, they are more
open to meeting those needs.

Recognizes that in order for
colluborative relationship to work, the
recerving teacher must be accepting of
her, demonstrate a mutual desire to work,
and be tlexible.

Experienced incomplete coltaboratve
relationship at tirst. Reatizes the real
acceptance and change take time.
Transition {rom state to tlesibie role
tukes time,

As teachers begin to see value in the
collaborative process, they build the
confidence that they can meet the needs
ol the special needs child, Teachers then
begin working i harmony with one
another. Team concept s being tormed.

Acts as a support to the teacher. so that
the teacher becomes aware of chuld’s
needs and gets the sense that what they
are doing is of value to the child.

Witnesses changes i teacher’s level of
understanding and acceptance. As
teacher’s knowledge increases the
teacher becomes more open to the
diversity of needs in the classroom.

Acceptance by
others

Reciprocity
function
Flexthility ot
recenving
teacher

Avceplanee over
e

Time tor
transthon

Initial resistancee

Buitding of team
Functionimyg as
ceuals

Process becomes
valued

Support for
teacher
DPemonstrates
trust

Buy-n

Open to student
necds
Chuange requites
L
Aceeptanee over
e
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V13: Together, however, we can reach
these kids. Knowing that I've had a role
n allowing these kids to be accepted and
understood by the regular class teacher
and ultimately by the other children
makes me teel very proud.

VI4: Now, it's, “there’s the child we're
working with, he has a problem, how can
we help him?” L. Before it was,
someone chse will deal with that
problem, and that's where the biggest
thing I've seen change, is that the
teacher's realize that they have
ownership of that problem.

V15: Before it was so frustrating because
you know you couldn’t fix them and you
felt rather powerless to help them in
other subject arcas. You knew they would
be having difficulties for the majority of
the day, but you only saw them for a few
pertods and usually weren’t involved with
the rest of their programming. Now it's
not the resource facilitators problem, it's
the problem of the teacher with the
resowrees factlitator.

V16: She (the administrator) is willing
to give us time to meet by bringing subs
so that we can have time to discuss and
spend time together to plan. They (the
administrators) have to be willing to
give me the time 1o goante the
classroom, and also the time to, the
freedom to make the modifications that
we want, The administrator has to be
there. totully behind the project. It the
administrator doesn't believe in it, it's
nat going to work.

V17: Well everyone in the school has to
bastcally buy-in to the philosophy that
we are goinyg to help the special needs
studenis.

VIR we all need to be open to the way
cach teacher operates and how the Kids
can function i that class with that
teacher. It Laccept a student in my room
who has o special need, another teacher
may teach him a difterent subject, so
there has to be sharing between teachers.

Sense of truly being able to meet the
children’s needs through collaborative
process gives this educator a sense of
pride and tulfillment.

Ownership of student problem by regular
class teacher seen as a major chunge.

Previous feelings of frustration and
powerlessness over not being able to
“fix™ the special needs child is replaced
with a joint ownership of problem and a
shared commitment to helping child.

Views role of administrator as central to
collaborative process.  Administrators
must demonstrate belief in process,
provide time, arrange for flexibility, and
encourage the freedom for teachers to
make their own decisions as to what 1s
hest for the children.

Philosophical “buy-in™ is scen as
essential.

An openness to both teacher and student
needs and a willingness to share
knowledge and responsibility between

teachers who deal with the same children.
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Shared
responsibility
Job satisfaction

Shared
Responsibility
Personal
fultillment

Shared
responsibility
for students
Empowered by
shared
responsibility

Administrator as
backbone
Administrator
buy-in
Administrator
provides time
Administrator
supports risk-
taking behavior

Buy in

Open to teacher
and student
needs

Sharing between
teachers



V19: there has to be a great
coordination and cooperation when it
comes to total school planning. And
again where the administrator came in
‘cause theyv, before any timetables were
made in this school, the resource
facilitator timetables were put in, so that
I would be available at the time when
their language arts would be taught...

V20:...there has to be preparation time,
and if it can be combined with the
teacher's time ... that would be ideal. ...
But if there was more time in school it
would be much casier to be able to do
planning ‘cause it has to be a team etlort.
One can't do it on his own,

V2I: Sometimes 1 just take over where
the teacher is. The teacher then takes the
remediation on and develops that
ownership and confidence in meeting the
needs of the special needs students, “it's
my child, I am doing remediation™. So |
think a resource facilitator can go either
way as the remediator or as the support to
allow the remediation to occur by the
teucher.

V22: This way it's part of the classroom
and also the way they view the resource
teacher. When | went into the classroom,
the first comment | had was: “You're a
teacher? a regular classroom teacher?”
They didn't look at it as T was a regular
teacher ‘cause | was doing pull out, and
they were really surprised that 1 was a
teacher and that | eould teach a regular
classroom.

V23: And | feel connected now too. |
teel part of the regular classroom, not
like just some appendage to the regular
program. .... And it was very difficult
when I was a separate resource teacher, to
find out what they're doing in the
classroom and relate it to the student’s
needs and then try to have it make sense
again so they could use it in the regular
classroom. | would pull out and they
would be doing something else (in the
regular classroom), and often there was
no connection at all.

Need for administration to coordinate
total schoo!l programs so that
collaborative process is seen as
prionty and is facilitated.

Time is viewed as critical element.
Expressed need tor greater plannig time
sa that team coneept can be established.

Interchunge of roles with teacher
develops ownership and builds teacher
confidence in meeting necds of students,
Sees flexibility within role as
facilitating this ownership and
confidence in the receiving teacher.

Viewed as a “real teacher”™ now by
students who previously saw her role as
detached from what real teaching was
defined to be.

Feels connected to the mainstream now
and equal in status to other teachers

Administrator as
nster
coordinator
Timetabling a
priority

Tune for process

Interchanpeable
roles

Shared
1espornsibility
for students
Flextbility in
roles

Perecived as an
insider

Feels equal
Identsties with
manstream
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V2S: ..every child has a special need
and try to modity and fit the program for
every child. I think 1t becomes more
child centered than curriculum centered
teaching and that there are ways 1o make
things suit the children, that it's possible
to change a particular stem and teach itin
a different way, and that will meet the
needs of different students.

V26: And | think it stretches the teachers
to think of innovations. ... You need to
find difterent ways of doing different
things and | think 1t makes tor more
exciting teaching.

V27 s aresource tacihitator, I'm
learning, too, because P learning from
them because the more teachers 1 work
with, more different ways |see of doing
things. 1've been teaching for a long
tme, and this 1s the most excited I've
ever felt about teaching because | really
believe we are doing more now for the
kids then we ever did betore.

V28: There is areal sense of
togetheriess and team work. Teachers
are not only opeming their doors to one
another, but opentng their minds as well.
Lven it you are dealing with the most
frustrating child, you never feel like you
are m it alone. Teachers are teamed, we
conmmunicate, we histen, and we feel
supported by the administrator. This way
we can really focus on the student’s needs
and not just our frustrations with doing
our job. Not to say that there aren’t
frustrattons.  No, but those trustrations
are shared and your concerns are heard and
your tdeas are supported.

V29: Oh, barriers are intlexibility, If
persons are not willing to be tlexible it's
not poing to work and there has to be a
desire to work with another person. If
yvou say, Ddon't want to, it there's not
that comnmitnent to work together, it's
not gomg to go anywhere. There has to
be a wilhingness to let mie ing tirst of all
So once 'min, then it is a willingness o
try something new. and to be tlesible.

Teaching hbecomes child-centered in that
teachers are cognizant of the diversity of
needs in therr classroom and are willing

to change their methods in order to meet
the needs of the child.

Sces teaching as becoming more
dynamic as teachers are required to fearn
and change in order to mect the needs of
the students in their class, Stretches
teacher to make innovations (take risks).

Values what she is learming trom other
teachers. s excited about teaching
because she believes the students are
benefiting.

Is experiencing the development of a true
school team where there is openness and
trust between the members that create a
sense of collegiality.  Feels supported
and understood by others.

Sces a major barriers to the collaborative
process as inflexibihity, unwillingness
to commit to the process and to take
risks.

Child-centered
teaching
Flexibility in
order to meet
student needs

Teachers
becoming
innovative
Skill
development

Empowered by
student success
Learning from
others
Enthused by
teaching

Skill
development

Openness of
minds

Sharing the
burden

Mutuai support
Communication
improved

Intlexibility a
barrier
Commitment to
Process
Willingness to

take risks
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V30: But one of the biggest barriers,
too, is ume. The planning time, the time
to make the modifications.  Without the
time to do actually cotlaborate, just
saying we're coilaborating is no good.
You nced the time to actuaily do it and do
it well.

V3it: You'll hear a comment, like, "'l
don't know how I could have done this
lesson without you in the classroom,”
“It's so nice to have an extra body
helping when P'motrying to teach a
particular subject.™ I can get to the
children on a more on one to one basis
because | have that person helping me.”

V32: 1 think the teachers are very, very
pleased with the whole process. T don't
have them saying, | don't want to have a
resource facilitator. They're all withing
to have it [ feel aceepted and needed and |
teel that they sce the value of what I'm
doing. [ think the attitude has totally
changed, and it takes time sometimes,
but it gets there once they see the value,
they're willing to aceept it

V313: When the teacher is new, that
makes it more difficult, and it the teacher
is probably returning, new into the
assignment. that would make it more
difficult. Time again becomes a problem
it you are working with someone new.
You need the time to develop your
relationship together.

Vidi Sometimes 1 feel I don't know
cnough, that I wish I had more
background and knew more about certain
problems. [ feel, sometimes I think I'm,
feel limited no matter how many times
you've gone through a situation, you
come und say, what can I do? You know,
stnee you're working with other teachers,
I really teel that | need to stay on top of
things. 1 can’t just let things drift by
because other teachers are counting on
ne.

Tune constramis
Sces msufficient time to plan and modaty
as a barrter to the collaborative process

Is experiencing positive regard trom Increased seli-
other teachers who are communicating
the need for her role i therr classroom,
Reintorcement of function mereases selt-
csteem

esteem

Is feehing accepted and vidued by weachers  Acceptance over
in role. Feels teachers have contideace e

in what she is doing and have accepted

her nto their classtooms.

Realizes that collaborative relationship
takes time to develop with new sttt
members.

Fane for process

Feels linited 1 her knowledge at times. Comnustment to

Feels need to stay current as others are role

counting on her. Role dennnds
Need tor annimg



V35 Somctumes | find that I'm not fully,
always being used to the maximum. | feel
like sometimes P'm kind of relegated to
almaost a teacher aide role where 'm just a
supporting role, but I know that’s part of
the job, but | sometimes teed like I need
to be more involved. But I know that
total mvolvement only comes as the
teachers are willing, as much as they're
willing to collaborate and involve me in
the planning, but sometimes | feel I'm
not quite in cnough and that's frustrating.
I"m confident that as the role develops.
we, the teachers and 1, will find new ways
to make 1t work to the maximum.

V3i6: Yes, | think that's part of my role,
where Tl get information and pass on
information. ... Or sometimes she can
go and bring it back to me. | think, this
way [ think the ownership would be more
i the teacher was involved in the
mservicing. 1 thik st's just not the
resource facihtator that should be
mserviced, I tank it could, should be
both.

V37: we have a duty to teich that child
trom where he is and bring him along,
and that all children have the right to
learn, and can learn, and that they all
have a nght to be taught 1in o way that
will help build their selt esteem and their
selt worth, and develop them into
responsible adults. And 1 think with this
inclusion and the resource tacititutor |
think we can aclieve that by giving cach
chiid success at what they're doing, and
clininating the frustrations and all the
things that knock that self esteem down.

VAR o see ity too, with students hating
a subject and then with modifications
starting to love it and say, 1 can do this,
And that just, hearing that words, I cun™,
mstead of T ean't™ is very, very
rewarding.

V39 Flexibiity s number one, | think.
Beng able to be tlexible o be able o
say. Dean dot a different way, that, just
hecause 've done it this way tor 10 yeuars,
it Fdon't have to do it that way again, |
can be flexible.

Is experiencing some continued
resistance to her role. Recognizes that
her role is not yet tully developed and is
disappointed by this, yet also realizes
that a fully developed role will only
come with time as teachers continue to
show a willingness to collaborate and
involve her.

Sces ownership and mutuality
devetoping it teachers have equal
responsibitity tor obtaining and sharing
information.

Believes that school’s philosophy
supports the collaborative process and
the child-centered approach.

Sces students” attitudes toward learning
and themselves change and finds that
rewarding.

Views tlexibility in attitude as being the
primary characteristic a teacher needs to

make collaboration work.

Role utilization
Resistance to
role

Time for role
development
Openness to
joint
involvement

Reciprocal
involvement
Sharing of
information

Beliet in process
Child-centered
approach

Personal
fultillment
througn student
suCeess

Flexibility in
approach
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V40: Willingness to change and
willingness to accept the child. To
accept children for what they are and not
have unfair expectations ...Be willing to
fook for other reasons why this child is
not achieving success because it could be
many, many reasons for him not doing
it, and be willing to look tor a solution
and not giving up.

V41: I think you have to be willing o
make mistakes, and admit that you've
made a mistake. [ think that if you think
that yon can't, everything has to be
always right, you wouldn't survive,
because it's, a lot of it is trial and error,
where you try something and it works or
it it doesn't work be willing to try again,
and stickwithitness.

V42: When 1 first started teaching, it
somebody had come into my classroom
and worked with me, 1 think 1 would have
felt totally nervous and worried and i
wouldn't have been able almost 10
function, and now ['m in the classroom
with other teachers and thinking that this
is some of the best teaching 've ever
done.

V43 And to be able to work with
someone else present and work as @ team,
is something that has to develop
because, betore we used o close our door
and we taught and that was our classroom,
now it's more ot an open door policy.
That's where the flexibility and the
willing to make mistakes come in
because if you were afraid of making
mistiakes, you don’t want somebaody there
when you make a mistake, and as a
teacher that happens all the tme. You
learn that something works well tor one
class, it may not work well tor another
chiss S0 you just go with it and aceept
things as they are and Jook torward to the
aext day.

Views an open response to change and
children as eritical combined with 4
commitment o keep teving unul
solutions are found.

Teuchers must be willing to make
mistakes and to keep trying unul
something s found that wotks.

Can relate to how recaving teacher
might feel. Recopnition that
collaboration takes trust and selt-
confidence on the part of the receving
teacher. but teels tis worth o and wualy
rewarding.

Realization that collaborative process
takes time to develop, requiring trust,
tlexibility, risk-taking, openness (o new
ideas.

Openness
chanpe

Tihe 115hs 0
timd solutions
Preservation in
cltous

Willtnpness o
make mastahes
Preservation
over e

Trust 1s essentsal
tinds workimy
relattonship
rewarding

Development of
trusting
relationship
Willingness to
make nustahes
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Vdd. | think 1t's the most beneficial
thing they have ever come into schools
with, us 4 parent and as an educator, in
that 1t allows children who are shipping
through the cracks, who were destined 1o
live hves that were not fultithing, 1 think
they're being given a chance through
mnclusion and collchoration in modifying
these programs for these Kids so that
they can learn and feel part of society and
not be, feel hke the outcasts.

Beliet that the colluborative process is
extremely valuable because 1t is meeting
the needs of children whom otherwise
may not be reached through the
traditionul means.

Belietf in process
Satistied that
ettort
worthwhile
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Table 5.3

Higher Order Thematic Clusters of Vicki's Experience

“First Order Themes

Sccond Order Themane
Clusters

Role ever-changing
Role demands
Role defined by needs

. Role demands
. Role utilization

Flexibility in role
Flexibility to meet student needs

Flexibility in interest of being diplomatic

Flexibility of receiving teacher

. Flexibility in role

. Flexibility to mect student needs
. Inflexibility a barrier

. Flexibility in approach

Interchange of roles
Reciprocity in function

. Building of team

Interchange of roles

. Learning from others
. Reciprocal involvement

Support tor teachers

. Support for tecachers
. Mutual support

Time constraints
Time for transition

. Change requires time

. Time provided by administrator
. Time-tabling

20.
30.
. Time for process

. Time for role development

Time for process
Time constraints

Sensitivity to others
Acceptance by others

. Acceplance over time
. Acceptance over time

Role Function

Flexibility

Reciprocity

Support

Timne

Acceptance

oy



15,
18.
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28,
36.

27.
38.
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N

I3,

t

— =l 10N

Initial Resistance
Resistance to role

Teachers function as equals
Feels equal

Process becomes valued

Beliet in process

Administrator believes in process
Philosophical buy-in

Belief in process

Belief in process

Demonstrates trust in teachers

. Trusting relationship develops

Undcrstands trust required

Open to student needs

Open to teacher and student needs
Open minds

Open o involvement

Shuring responsibility for student
Sharing responsibility for student
Sharing responsibility for student
Sharing of knowledge

Sharing responsibility tor student
Sharing the burden

Sharing of intformation

Pride and fulfillment
Enthused by teaching

Personal fulitllment through student success

Working relationship rewarding
Eflfort as worthwhile

Empowered in new role
Received os an insider
Identifies v ith mainstream
Empowercd by stadent success
Increased self-esteem

Admimistrator as backbone

Administrator as master coordinator

Resistance

Parity

Buy-in

Trust

Openness

Shured responsibility

Personal fultillnient

Eupowerment

Administrator’s rote

70



. Administrator supports risk-taking behavior
. Teachers become innovative

. Willingness to take risks

. Take risks to find solutions

. Willingness to make mistakes

. Willingness to make mistakes

. Child-centered teaching
. Child-centered approach

. Skill development
. Skill development

. Commitment to process

. Commitment to role

. Reservation in efforts

. Preservation over time

. Communication improved

. Need for on-going training

Risk-tuking

Child-centered

Skill development

Comunitment

Communication

Traiing

-
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Table 5.4

Higher Order Thematic Description of Vicki's Experience

Thematic Clusters Generalized ﬁascriptions

I. Role Function Role is defined as ever-changing and dependent
(Excerpts from Table 5.2: upon the needs of others (teachers and students),
1, 6,7, 34, 35) with the primacy of the responsibility to the child.

Role is demanding in that there is a need to siay
current in her knowledge. Recognizes that the role is
not yet fully developed, and that the extent to which
it becomes developed is dependent upon the
receiving teachers’ willingness to inciude her.

2. Flexibility Role is multifaceted and “as varied as the experiences

(1, 3.5, 8,21, 25,29, 39) 1gointo” requiring flexibility, and recognition that
she must be “ready to fit into the existing
classroom”. Being flexible in the interest of being
diplomatic allows her to be accepted. Sees that it is
essential for the receiving teacher to be equally
flexible mcaning that either teacher can take on the
other’s role. Willingness to be beyond static roles
and assist all children is an important component.
Inflexibility is viewed as a major barrier to the
collaborative process.

3. Reciprocity Sees collaborative relationship as one where teachers
(2, 8.10. 21, 27, 36) are willing to interchange roles and share

responsibility for teaching, including mutual
planning and decision making. Reciprocity in roles
means that she can “just take over from where the
tcacher is”™ at. Team concept is formed after teachers
start to “discuss more” and *“'think along the same
lines”. Feels she is learning from other teachers
through their modeling for her and through exchange
of information.

4. Time Collaborative relationships take time. Time is
(4, 9. 12016, 19, 20. 30, required to do job directly. Time is needed in order
33.35) for rele transitions to occur and for the role to fully

develop. Time is needed for teacher understanding
and acceptance to occur. Sees administrative
provision of :me as critical. Insufficient time to plan
and modify hampers the collaborative process: “just
saying we’re doing collaboration is not good - you
need time to do it and do it well™.



5. Acceptance
(5,8, 12,32)

6. Support
(2,11, 28)

7. Resistance
(9, 35)

8. Buy-in
(10, 11, 16, 17, 37, 44)

9. Parity
(10, 23)

10. Openness
(12, 18, 28, 35)

Acceptance is dependent upon her being sensitive 1o
other teachers. recognizing that she is “coming into
their space™. Diplomacy is required. Other teachers
need to accept her in her role, being “willing to allow
me to work™. Acceptance oceurs as knowledge
increases and understanding of process develops,
but only over the course of time.

Sees a major function of her role is to provide
support for the receiving teacher, “being a sounding
board™ for her ideas. Giving support and fecling
supported by others allow her to focus on student
needs.

Her new role in the collaborative model was met
with some initial resistance. Feels anxiety about
possibly being under utilized in role, feels a need to
move beyond just a supporting role.

Through supporting the teachers, she beiieves that
they develop a belief that what they are doing is of
value to the child. As teachers begin to see the value
of the collaborative process, they buy-in to the belief
that they can meet the needs of the special needs
child through it. Administrative buy-in 1o the
process is critical as, “if the administrator doesn’™t
believe in it, its not going to work™. In addition,
“everyone in the school™ needs to buy-into the
philosophy.

Feels that team members in collaborative
relationships begin to act as equals, “functioning as a
single unit together”. Feels that she is equal to and
part of the regular progranm and is recognized by
others as such.

Openness and involvement to the collaborative
relationship is seen as part of the process itself. As
the teachers’ awareness and knowledge increase,
they are more open to meeting diverse student
needs.. Recognizes that she must be open o the
needs of the teachers in various situation. Openness
is physical “*open doors™ and psychological “oper.
minds”.
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1'1. Shared responsibility
(i3, 14,15, 18, 21, 28, 36)

12. Personal fulfillment
(13.27, 38,42, 44)

13. Administrator’s role
(16, 19)

14, Trust
(11, 42.43)

15. Child-centered
(25, 37)

74

All team members working together is viewed as
needed in order to “reach these kids”. Views
ownership of student problems by regular classroom
teachers as a major changed that is accomplished
through the collaborative model. Feelings of
poweriessness are reduced as she is able to share
responsibility for meeting student needs with other
educators. Feels that teachers need to be willing to
share knowledge as well as responsibility, building
both involvement and confidence. Shared
responsibility means “you never feel like you are in it
alone”; others are sharing the burden with you.

Acquires a sense of pride and fulfillment when goal
of collaborative process is met in her eyes. that is,
having the children accepted and understood in the
regular classroom. Feels enthused by teaching
because she really believes the students’ needs are
being met. This provides for “very, very rewarding”
and stimulating teaching. Finds that the working
relationship with others has increased her enthusiasm
for teaching. Overall, she expresses satisfaction that
her efforts are worthwhile as she views the ultimate
goal of the collaborative process as meeting the
needs of the children she serves.

Views administrative role as cen*ral to the
collaborative process by providing time for planning
and modifying, while encouraging an atmosphere
where flexibility. risk-taking and sharing are the
norm, and where the administrator demonstrates an
overall belief in the process through positive actions
that support it.

Believes that all teachers ultimately “want the best for
the children™ and through supporting them in their
eftorts to do so a bond of trust between teachers
develops. Recognizes that the receiving teacher must
be able to trust her in her new role and that a trusting
relationship must develop if teachers are going to
“teach with someone else present™ and “work as a
leam’™.

Teaching becomes child-centered in that teachers are
cognizant of the diversity of needs in their classroom
and are willing to change their methods in order to
mect the needs of the child. Believes that the
collaborative process supports the school’s
philosophy of having a child-centered approach.



16. Risk-taking
(16, 26, 29, 40. 41, 43)

17. Empowermemnt
(15.22,23,27, 31

18. Skill development
(26,27)

19. Communication
{28)

20. Commuitiment
(29, 34, 40, 41)

21. Training
(21)

Views the creation of an atmosphere where risk-
taking is valued and accepted ax an adinunistrative
responsibility. Collaborative relationships required
the teachers to be willing to try new things, be
innovative, and take risks inorder ¢ find solutions
for students. A willingness to make mistakes and
learn frem them is essential because it you always
had te be right . you wouldn’'t survive™.

Previous feelings of powerlessness are replaced wiih
feclings of accomplishment. Empowered by the fact
that she is being perceived by other as aninsider,
“regular teacher™. Feels connecied to the
mainstream; no longer just “some appendage to the
regular program™. Feels enpowered by the success

reinforced by others for her rob: function, her self-
estecin Increases.

Sees team members learning and changing within the
collaborative model. Values what she learns from
others while working in various clussrooms.

Experiences staff members communicating bettey
thin they had previously.

A commament to work together is essential, part of
whiich is the perseverance that is needed 1 cider to
recach students and to keep trying new methods untii
the right formula is met. Also, a commitment to her
role is required as 2t is demanding of her time and
energy.

Feels imited in her knowledge at times and realizes
she needs to stay current in her information i order
to serve the needs of otiers well.




Summary of Vicki's Experience
Vicki initially experienced resistance to her new role, it was the experience of “I'm

doing 1y thing, you do your thing™ with little actual collaboration occurring. Over time,
Lhowever, acceptunce by the other teachers developed. This acceptance occurred through
Vicki being sensitive to the newness of her role and the potential threat this may be to the
other teachers. She recognized that she was “coming into their space™ and that she would
need o proceed slowly and with diplomacy. The receiving teacher also must show a
willingness to work with her in her new role. Vicki views acceptance of her new role as
part of the whole colluborative process occurring only as knowledge increases and
understanding of the process develops over the course of time.

Giving a definition of her rofe was difficult for Vicki to pin down as she viewed it
as being “as varied as the experiences I go into,” ever changing, and dependent upon the
needs of the teacher and the students. This dynamic role requires Vicki to be “totally
flexible™ and “ready to modify anything . . . at anytime.”™ She feels she must be “ready to
fit into the existing classroom™ and must “bend to those roles” defined within that space.
Conversely, she expressed that the receiving teucher must be equally as flexible, meuning
that cither teacher can take on the other’s role if required or desired.

This interchange and sharing of roles defines the substance of the collaborative
relationship for Vicki. Mutual planning and decision making, teaching in the same space,
and sharing of information and ideas means that Vicki can “just take over from where the
teacher is™ and that the “teacher can just take over the remediation™ of thie special needs
students. The roles become blurred as a new philosophy of mutual support and valuing
replaces the old situation where Vicki felt like jusi some appendage to the mainstream.”™ A
“team” coneept is born when teachers begin "o think along the same lines™ and support one
another in their newly defined roles.

Vicki expressed her contribution to the building of this team concept by initially
being a “support™ to the teacher by “letting them know their plans were good ideas™ and by
being “a sounding bourd for them.™ In doing so she believes that the teachers grew in their
“belier that the (special needs) chifd can make it in their classroom and that they as a teacher
can make 1t The support. over time, develops from a one way channei to a two way
interaction where she fedls as it she's never “in it alone.” being supported by the other team
members and adnunistrator.,

Administriative support is viewed as absolutely crucial to the collaborative process.

The administstor must support the collaborative process by providing adequate time for
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modifying and planning. whiic encouraging an atmosphere where tlexibility, risk-taking,
and sharing are the norm, and where the administrator demonstrates an overadl beliet in the
process through positive actions that support it for “it the admimstrator doesn’t believe in
i, i’s not going to work.”

.

In fact, from Vicki's experience. “everyone in the school has to basically buy-in to
the philosophy.”™ Vicki has clearly bought into the belief system that establishes the basis
for the collaborative process at her school. Throughout the interview, Vicki verbalizes the
belief that through the collaborative process, the needs of students are being met “beiic
than they ever have before.™ As Vicki works with teachers she sees their “mindset”
change. The team members “become more aware of the specific needs of the (special
needs) child™ and become more “open to meeting those needs,” theretore, essentially
developing an “ownership” for the special needs children.,

In fact, tcachers’ realizing that they have ownership of the special needs student's
problems is “the biggest change Pve seen,” declares Vicki. Betore Vicki felt “rather
powerless™ knowing that she couldn’t be there for the chitdren while they were in the
regular program and that the needs of the special needs students were considered hers
alone. Now. sharing responsibility for the these students means that “together we can
reach these kids.” Sharing responsibility for the students is also expressed through the
tcam members sharing knowledge and resources.

In order for this exj sssed shared responsibility to develop, Vicki experienced the
growth of other behaviors in herself and in other team members. First, a trusting
relationship slowly develops as teachers support cach other in their efforts. Vicki trusts
that the teachers ultimately “wunt the best for the children™ and recognizes that her new role
requires the teachers” trust if they are going to “teach with someone clse present™ and
“work as a team.” Having a trusting relationship atlows the teachers to “take risks™ and “be
willing to make mistakes.” Within the colluborative process, risk-taking is extremely
valued for it makes for “exciting” and “innovative™ teaching as teachers are cncountered
with the challenge of mecting diverse student needs. Vicki feels that a willingness to make
mistakes and learn from them is essential because “if you aiways had to be right, you
wouldn’t survive.”

A willingness to try new methods, be imovative, and take risks in order to find
solutions for student needs are seen as part of the commitinent required to make the
collaberative process work. Perseverance or Ustickwithitiess™ is seen as part of that

commitment. Vicki finds a real need 1o stay on top of things” as she feels other teachers
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“are counting on me” and therefore expresses a commitment to the demands of her role.
This commitment has paid off in terms of teaching becoming more child-centered in that
team members are more cognizant of the diversity of needs in their classrooms and more
willing to change their methods in order to meet the needs of the student.

Vicki makes it clear, however, that every aspect of the collaborative process
requires time. At the beginning of the process, time for the development of a philosophy or
belief system is needed. As new relationships develop, one must recognize that
acceptance, role development, and mutual valuing take time. Within the process, Vicki
states that time 1s needed for planning and modifying to meet student needs. Insufficient
time to do so hampers the collaborative process; ““just saying we're doing collaboration is
not good -- you need to do it and do it well.™

Overull, however, Vicki displays an enthusiasm to “make it work to the maximuem.”
Part of this renewed enthusiasm for teaching experienced by Vicki is the feeling that within
this working framework she is viewed as an equal, as a “real teacher.” Feeling part of the
regular program or “mainstream’™ and being recognized and valued for her function within
that structure adds to a feeling of empowerment. Not only does she feel empowered by her
own success within her new role. but also by the fact that she is witnessing success in her
stadents.

Having the special needs children “accepted and understood in the regular
classroom™ is viewed as the ultimate goal of the collaborative process by Vicki. She fecls
that teaching is now “very, very rewarding™ and that working with other teachers has made
for stimulating teachinz. Overall, Vicki feels that her efforts within a collaborative working
relationship with other t-am members are worthwhile as the ultimate goal, that of meeting

the needs of all students, is being met in her eyes.
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Shannon

Shannon is a teacher with ten years experience, primarily in the arcas of grade one
and French Immersion. Shannon is teaching on a half time basis and had not vet been
teaching at this school for one full year at the time of the interview. Shannon. therefore,
was not in the school when the collaborative model was first discussed and introduced.,
Her primary responsibilities are to tunction as a resource facilitator tor grade 6 and as the
grade 5 and 6 French language teacher.

Shannon does not have any previous experience working with service delivery to
special needs students, either as a resource teacher or a teacher receiving resource room
services, although she is trained as a special education teacher.

Shannon appeared somewhat nervous and unsure during the interview process even
though good rapport had been established. Her comments often began with 1 think™ or 1
guess”, giving the impression that she may not have a total understanding of the
collaborative model or process.

Excerpts from Shunnon's transcribed interviews. the paiaphrases of those excerpts,
and the first order themes are included in Table 5.5. The second order thematic clusters of
Shannon’s experience are included in Tuble 5.6. The thematic descriptions of Shannon's
experience are included in Table 5.7. Following is a summary of Shannon's lived
experience as a resource facilitator (special educator) working within a colluborative school

environment.



Table 5.5

Themaue Abstractjons of Shannop's Experience

Iixcerpts trom transcribed interview

Puaraphrases

Themes

S1: You know, does the student need
help at the moment within the
clissroom, or s the problem und the
difficuity thut the student s
experiencing, does that the student need
to be pulled out at that nme. So, 1it's kind
ot like on, on, thinking on your feet, and
making that decrsion at that time, at that
moment.

520 the other aspect 1o it wis not just
helping those studenis who had @ lack of
skills, but . .. need extra or something
ditterent to keep them gotng. So, it
wusti't qust helping the fower students,
iw's mclusive education.

S3: we beheve that ali students have
right 10 ceducation, have, we believe that
all students have a desire to learn and are
motvated to fearn, some of them more
self motivated than others. And so, and |
think we believe that we, teachers and our
stad ' you want, are nere to just
tactlitate that process. So, 1 guess the
philosophy of collaboration is that let's
all try 1o work together and find out what
cach student needs, and what we can do
for cach student, and how we can deliver
that. whether it be tna small group. or it
i's 1t the clissroom, or one on one, a
combinition of alt three.

S4: P there for, to factlitate, maybe
make the process casier tor them, maybe
hreak through and help them learn certain
CONCepls,

S50 Dalso see it as facthtating the
caasstoom as a whole, so it | ean help the
classtoom teacher in his or her role, in
any way shape or form, then 'm there tor
the teacher as well. And as | said betore,
s not just the group of spectal needs
students whao'd in the classroom that |
work with, Pm there for all of them.

Recognition that role requires quick
decision making and tlexibility.
Decisions are based on the needs of the
child.

Witlingness to assist all students. Role
includes providing for the needs of all
students

Belief that the school’s philosophy of a
student’s nght of an education is
supported in action through the
collaborative process.  Collaboration
means working together to find ways to
delives services to students.

Primary role is to assist children in the
icarning process.

Role includes supporting the teacher in
order that they can work to meet student
needs.

Flexibility in
role
Child-centered
decision-muaking

Flexibility to
micet student
needs
Child-ceniered
approach

Buying into
philosophy
Child-centered
decision
-muking
Flexibility in
service delivery

Role function

Support of
teacher
Duality of role



s0: 1 don’t limit myselt to the special
needs students at those times, and 1 can't
say to Betty, svell, gee Betty. 1 can't help
vou. you're not one of MY students, you
know, vou just can't do that. .. . [ think i
am the resource facilitator tor that
classiv 0 of students and that classroom
teacher.

S$7: We discuss when we can grab a
minute, throughout every day, and it
begtns tirst thing in the morning when
we, you know, before classes start. You
have a concern, we talk about it It we.
you know, need te come 1o an agreement
on som 2. we talk about 1t betore it
happe.

S8: two heads are better than one sort of
thing. ond so we brainstorm together and
we getour ideas together and, I guess
that's how [ view my role. It he needs the
help. if he needs different ideas from his
own, then that's what I'm there tor.

S9: Istarted the year oft that way, saying
I'm open o anything.. .01 guess it's
e work ina way. Its like we don't
steed alone. I you're stuck on
something. say something because that's
what I'm thee: tor

S10: Maybe not so much the role has
chunged as their ideas, or maybe not their
ideas or style of teaching, but they have
to, if they're open to it they need to kind
of open up their classroom to another
teacher, and a lot of us aren’t used to that.
We had our classroom, we ran the ship,
we made the dectsions, and now, well, for
instance this year, I'm catching the
classroom teacher wiall say something,
and two seconds later realize that it
affects mie too, and that | should be
maybe i on s decision or should have
this intormation, and you know, so it's,
not that he doesn’t want (o seek me out,
but it's very different for nim to hive
someone, another teacher in the
classroom

Stl: Open to working, working with
someene else and saying, ' zoing to do
this with my students, but there's another
teacher in this ciassroom and (it s
tmportant) for her io know what is going
on. [ need to et her know and we need to
agree about the process and come to an
agreement

Sces role responsibilities as inclusive of
all students and the classroom teacher.

Communication is viewed as essental,
but 1s restricted by Lick of scheduled e
o meet,

Sharing of sdeas aind information in a
feam unit viewed as a way to support the
classroom teacher,

Openness to the process in begimnimg
leads o a sharing in respopsibihny

Recarving teachers must be open o the
process. Understands that having then
classroom  open to anothier cducator may
be untumiliar to teachers. Feels that
teachers may not be totally fonuliar wath
her role and how their decistons atfect
her

tsportant tor izachers to know what they
are doing and why. communicatiog with
cach other and creaung what they behieve
their workig relutionstip should be

Role tuncton
Support ot
teacher
Stdent need
versis label

Communication
casentnl
Lack of ume

Stuning of wleas
Support ot
tacher

Openness (o
process
Shanng of
responsibtiny

Openness 1o new

iole

Sensitive (o
teacher’s
posttion

Role acceptance
OVEE Hme

Cpenness of
communcation
Acceptiice
requires
apenness
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S12. Okay. you hiave to agree that you
waunt 1o collaborate. ... you have to
come to an agreement as to, okay look at
the philosophical base, why vou're doing
tt, what you're domg, and do it Fist of
all, do we want 1o work that closely
together.

S13 Sctung aside the tune tor the
resoutce tacilitator to work 1in the
classroom and for the teachers o meet
colluboratively should be a bsst priony.

ST you need a distiiet that supports
colluborative education or mclusive
cducation and a distniet that supports your
philosopby and where you're headed.
what that staft would hke to do within
therr sehool

S5 Students are receiving an education
that 1 very speaitic to them and ot just
apenerid sort of education beciause we're
helping them with therr specitic
dithicultios or specthic talents and gifts,
that they're almost getting an
mdividuabized education,

Sto: Lok we're also accomplishing
icam work. Taunk as a stat! we grow that
way. We learn more and more how (o
work s acteam rather than stand on my
own and try to do this on my own, |
Know 've expeaenced it

S17: I've done and I've tried 1o do it on
my awn and w hasn't worked and | know
why, i's because Fdidi't seck out, maybe
not somuch help but st emotional
support or different resources or whatever
that would help me out,

STR: the stafd workmg together as a team
15 aole model tor the students and

think mavhe we're accomplishing that,
That mavbe then seeimnyg team woik i
action, and hopetully s esentuabiy, 'l
come mie thew hives and thevil, of
they' Il msbe vears from now look back
and sas L veab, elementary school was
areat decause those teachers were realby
together

ST reachiers who don't swant to
collaboriate or work as o team, or work
that closely together, you Anow, have 4
teseurce factitator i the classroom,
Okiy, a closed mund. T guess, would be a
bareier.

Teachers need to come from the same
philosophical position and agree to
participate in the colluborative process
with cach other. Mutual planning and
deciston making creates a base to work
from.

Time to work within the classroom and
tme to meet collaboratively with
classroom teacher seen as entical.

Recognizes need for a district that
support philosophically the direction
and goals of the collaborative process
within the scheol.

Feels that all students are able o henefit
from the model becsuse teachers are able
to provide an education more specific to
their needs.

Is experiencing the building of a 1cam
concept in her school where all teachers
contribute to the process.,

Has expocenced the need to seek out
others for assistance and found it
heneticial when feeling supported by
others,

Belhieves that the collaborative process
between teachers create a maodel tor the
children that 1 worth emanating.

Resistance from teachers i termis of not
bemy open to the process or 1o the role
ol the resource tacilitator is viewed as a
barner.

Buyving into
philosophy
Reciprocity

Time for process

Support itom
district
Philosophical
buy-in

Cutwd-cetered
approach
Satisfied vith
process for
student:

Team concept
formed

Support tfrom
uthers

Need for input
from others

Saustied ihat
Process is
voorthw hile

Resistance o
process



S20: The problems come with just not
cnough time.

S21: there are tmes when, you know.
mformation s passed between the
classroom teacher that T work cloely
with, information is passed very last
minute und very quickly, so you have
again as 1 used the expression betore.
really think on your feet. really jump.
And I'm not used o that and it's tiken a
while for me to get used to that, and
think it's tuken them awhile o get used
to me coming up to that fevel.

0,

5220 1 were here the tull day. I would
be getting my prep tmes as well, and we
could schedule prep times for me tht
coincided with the another teacher's prep
time, so there would be s built in time o
sit down with the teachers | work with
and do some kind of talking with them,
too,

S523: An open mind and flexible
approach to education is a detinite kil
needed by teachers in this process.

S24: Very specitically, Tthink it helps it
you have same of you teachers on stalt
who have a special education
background.

525: they (teachers) have a professional
obligation to keep up on curient theories
and practices and so they hke 0 go o
mservices say on how to teach your
students to be collaborators, and I think
that falls in with the training as well,
that you do, that it's ongoing and that 1t's
not just the special education teachers
that do that but the other teachers. 1 tink
they wunt to. Now there's a desire to.

S26: Lets be prepared tor hard work, 100,
because sometimes you have to dig deep.
realiy do o lot of thinking or
Sransterming, or reading up on a certain
problem that a child is experiencing. So
you have o be prepared to do extra
outside ot the hours that you're required o
be at school.

S27: geuing back to the open
nindedness, you have be open minded
about sharing your expertise and your
resources and so foith with the other
teachers.

Expresses a lack of time to do b as the
centrad creator of dithicuities with the
Process,

Iy concerned abouat the Tack ot tnie tor
thorough commumcation between
teachers. Quick commumeation reguires
her to be tiexible. Recoguzes that coth
herselt and the classroom teacher need
tme o understand and aceept the new
relationship

Recognires need tor scheduted
communication tune with teachets on an

an-gomy bass,

Feels that tlexibihity and an open mind
are two central skills needed by teachers
working within the collaboranve
process.

Sees aneed for special education trinned
peop o be ona statl who are workig
within this model.

Believes that snserviee trammng shoald
be angomng and avintable to adl
cducators, Believes that within thas
mode! teachers now have a desite o
learn.

Recogntzes that one st be commnaed
Lo this process beeiitse s oitensave
and sometmes requires e outsede ol
the classroonm to mahe 1t work.

Shartmyg of expertise - nd resotrees with
others 16 viewed as bemng open nnnded

within the collaborative process
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Fack of tine

Fimne foi
Contmumcation
Acceptance
[NINUSEITIN
Flexibihity
teginted

Hupottanee ot
GIL g oy
conninication
Time 1o
CONUIICAton

Ooen mined
Flexible
appiroach

Need for trannny

Need for tranmany
Desite io learn

Commitinesn
reginred
Foxtra tine
el

Sharing ol
knowledpe and
Tesozees
Openness ta
sharing



S28: 1'd hike to say if's ablmost a hard
process to deseribe. oL T almost has o
be observed and even that can be haed
unless vou're a tly on the wall. because
vou. and yvou'd almost have o have spent
the whole vear with us, kind of every day.
witch what happens because 1t is
different every dayv, it really depends on
the necds ot the students.,

Rofe s hard to desenbe becanse s
deper dent upon the needs ot students and
thercioie s constantly changing o meet
thetr changing neaeds

Role dependent
upes student
need

Role-ever
changing




Tuble 5.6
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Higher Order Thematic Clusters of Shannon’s Experience

First Order Themes

Second Order Themutic
Clusters

DN WD -

— )

tI o ‘it —

NN e

1O,
28.
RIS

Child-centered decision making
Child-centered approach
Child-centered decision making
Student needs versus labels

Buying into phtlosophy
Buying into philosophy

Flexibility in role

Flexibility to meet student needs
Flexibility in service delivery
F'exibility required

Flexibility i approach

Role function

Duality of role

Role function

Role acceptance over time

Role ever-changing

Role dependent upon student needs

Support of teacher through role
Support of teacher

Support of teacher

Support from district

Support from others

Communication essential
Openness of communication
Importance of on-going communication

[Lack of time
Time for process
Lack of tme

. Time for communication
. Tine for communication

Extra time required

Child-centered

Buy-in

Flexibility

Role function

Support

Communication

Time



am interaction
Pieprocity

T:am concept formed
Need for input from others

Openness to process
QOpenness to new role
Openness of communication
Open mind

Openness to sharing

Sensitivity to teacher position
Role accepted over time
Acceptance reqiires openness
Acceptance takes time

Satisfied with process for students
Satisfied process worthwhile

Resistance to process

Desire to learn
Commitment required

Need for training
Need for training

Reciprocity

Openness

Acceptance

Personal fulfillment

Resistance

Commitment

Training
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Higher Order Thematic Description of Shannon’s Experience

Thematie Clusters

Generahized Descriptions

I. Child-centered
(Excerpts from Table 5.5:
1, 2.3, 6)

R

2. Buy-in
(3. 12)

3. Flexibility
(1.2.3,21.23)

4. Role Function
(4. 5. 6,10, 28

Decisions about intervention and service delivery
options are based on the needs of the child with all
children who have a need being serviced within the
model regardicess of whether or not they have a
special needs classification. Belief that the
collaborative process supports the school’s
philosophy of a child-centered approach.
Examining “what vou're doing™ and “why you're
doing it are the beginnings of establishing a
philosophical base for the collaborative process.
Teachers need to come to an “agreement” on what
the process is going to be. Understands the
philosophy of collaboration to be teachers working
together to determine “what cach student needs, what
we can do for cach student. and how we can deliver
i

Working in the classroom to meet student needs
requires her to be ““thinking on vour feet”, making
decisions quickly. Willingness to assist all students
require her to be flexible in both how and where she
does her job. Feels that fTexibility 1s o definite skill
necded by teachers™ to work in the collaborative
model.

Describes the role she performs as not easy because
it 1s “difterent every day™ and highly dependent upon
the “needs of the students.”™ Her role is not confined
to the special needs children, but rather is viewed as
“facilitating the classroom as a whole™ which
includes meeting the needs of all students as well as
the classroom teacher. Feels that teachers may not
fully understand or utilize her in her new role yet
because of their unfamiliarity withit.



5. Support
(5.6.8. 1417

6. Communication
(7. 11. 22

7. Time
(7. 13,20, 21, 22, 26)

8. Reciprocity
(8. 12, 16.17)

9. Openness
(9. 10, 11.23,27)

Views role as supporting the regular classroom
teacher in any way. shape or form™ as part of her
role responsibilities. Sharing of ideas and
information with teacher is an important part of that
support. Has experienced the need for support from
others and values 1. Feels that itis also important
that the school district supports the goals of the
school’s philosophy.

Communication on a regular, on-going basis
between teachers working collaboratively is viewed
as essential. but is restricted by the fack of scheduled
time to meet during the school day. Teacher need to
discuss with cach other the structure and functon of
their working relationship and agree on what it s
going to be.

Time to work within the classroom and time to meet
collaboratively with the classrooni teacher viewed as
a “first priority.” Problenis with the collaborative
process arise when there is a lack of time to do the
job well. Acceptance of the process and of the roles
occur only over time. Teachers must be willing to
srend time outside of the hours of the school in
order to make it work.

Sharing of information and ideas leads to the
development of a team concept where teachers
“brainstorm™ and “get ideas together.” Teachers
working together as a “team™ allow her 1o give and
receive support and Clearn more” that if she were to
“stind on my own.”

Being open to the process requires that one not only
exhibits “open-mindedness™ about the sharing off
expertise and resources, but that teachers open thewr
classrooms to one another, and open their
perspectives to include the ideas of others.
Recognizes that at the stirt of the process “he necids
to be “open to anything” so that the teact.er would be
open to sharing responsibility with her.



10. Acceptance
(10, 11,2

1. Personal fulfillment
(15, 18)

[2. Resistance
i19)

13, Commitment
{25. 26)

t4. Training
(24.25)

In order to become accepted she must be sensitive to
the teacher’s perspective who is unfamiliar with
having another teacher working within their
classroom. Acceptance is also dependent upon the
cachers taking time to openly communicate about
what they believe the process is and how they will
function together. Recognizes that both herself and
the classroom teacher need time to understand and
accept the new relationship and roles.

Feels satisfied that the collaborative process is
allowing the teachers to provide for a more
“individualized education.” Believes that the
collaborative process between teachers creates a
model for the children that is worth emulating.

Resistance from teachers who are not willing to be
open to the process, work as a team and welcome the
role of the resource facilitator is viewed as a major
barrier to the process.

Recognizes that one must be committed to the whole
collaborative process because it is intensive,
requiring team members to give extra time and effort.
Sees others around her expressing that commitment
through a desire to learn in order to provide the best
education for the students they serve.

Sces a need for special education trained people 1o be
on staff when the collaborative model is employed.
Believes that inservice training should be available
and ongoing to all educators and not the
responsibility solely of the special education
personnel.
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Summary of Shannon’s experience

Shannon finds that defining the role she performs is not casy because it is “different
every day™ and highly dependent upon the “needs of the students.”™ Her role is not
confined to the special needs children. but rather is viewed as “tacilitating the classroom as
a whole” which includes meeting the needs of all students as well as the classroom wacher,
Shannon feels that teachers may not fully understand or utilize her in her new role because
of their unfamiliarity with it. Although Shannon states that she has received ne outward
resistance from teachers. she states that teachers” unwillingness to bemg open to the
process, work as a team or welcome the role of the resource facilitator as potential barriers
to the process. Furthermore, Shasaon expressed the need for atrained special educator to
be fulfilling the resource ftacilitator role.

In order to become accepted in her role as resource facilitator by the regular
classroom teacher, Shannon feels she must be sensitive to the perspective ol that teacher
who is unfamiliar with the new role and the process of collaboration. Acceptance is also
dependent upon the teachers taking time to openly communicate about what they believe the
process is and how they will function together. Shannon recognizes that both herself and
the classroom teacher need time to understand and accept the new relationship and roles.

Shannon feels that individual teachers involved in the colluborative process must
examine “what you're doing” and “why you're doing it to establish a philosophical base
for the collaborative process. Teachers need to come 10 an “agrecment” on what the
process is going to be. Shannon understands the philosophy of colluboration to be teachers
working together to determine what each child needs and how to deliver what they need in
order that they may experience success. She feels satisfied that the collaborative process is
allowing the teachers to provide for @ more “individualized education.” Shannon also
believes that the collaborative process between teachers creates a model for the children that
15 worth emulating.

Shannon feels that within the colluborative model decisions about intervention and
service delivery options are based on the needs of the child with all children who have a
need being served within the model regardless of whether or not they have a special needs
classification. Shannon believes that the collaborative process supports the schoof™s
philosophy of a child-centered approuch to education.

Shannon has experienced that working in the classroom to meet student needs
requires her to be extremely flexible, “thinking on her feet,” making decisions quickly.

Willingness to assist all students require her to be flexible in both how and wheie she does
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her job. She feels that flexibility is a “definite skill needed by teachers™ to work in the
colluborative process.

Shannon views supporting the regular classroom teacher in “any way. shape or
form™ as part of her role responsibilities. Sharing of ideas and information with the
receiving teacher is an important part of that support. Shannon has experienced the need
for support from others and values it greatly.

Sharing of information and ideas leads to the development of a tearn concept where
eichers Ubhrainstorm™ and “get ideas together.”™ Teachers working together as a “team™
allows her to give and receive support and “learn more” than if she was to *'stand on my
own.”

Shannon feels that all teachers must be open to the coliuborative process, exhibiting
“open-mindedness™ about the sharing of expertisc and resources. Shannon has
expericriced teachers opening their classrooms to one ar utiier, 2na opening their
perspectives to include others’ ideas. Shannon recognizes that at the start of the process
she needed to be “open to anything™ so that the teacher would be open to sharing
responsibility with her,

Communication on a regular. on-going basis between teachers working
collaboratively is viewed as essential by Shannon, but is restricted by the lack of scheduled
time to meet during the school day. Teachers need time to discuss with each other the
structure and function of their working relationship and agree on what it is going to be.

Shannon states that time to work within the classroom and time to meet
collaboratively with the classroom teacher i« ~wed as a “first priority.” Problems with the
coliaborative process arise when there is a I < of time to do the job well. Acceptance of
the process and of the roles occur only over time.  In addition, teachers must be willing to
spend ume outside of the hours of the school in order to make it work.

Shannon recognizes the need for teachers to be committed to the process due to its
intensity. requiring them to give extra time and effort to make coilaboration successful,
Shannon witnesses others around her expressing their commitment to the process through a
desire o fearn in order to provide the best education for each student they serve. Overall,
Shannon teels that the extra effort is worth it for it allows the teachers to provide for a more

mdividualized education for all students.



Ann

Ann is an educator with 21 years experience in delivery of service to special needs
students. She has worked in both integrated and segregated special cducation settings as a
teacher, a consultant, and as an administrator. In addition, she has taught grades 1, 2, and
4. Ann is currently fulfilling two roles in her school. that of principal and that of resource
facilitator. There are three teachers sharing the resource facilitator role in her school. Ann
is primarily responsible for providing service in this capacity to the grade one and two
classrooms.

Ann participated enthusiastically in the interview process and appeared confident m
the experiences she shared.

Excerpts from Ann’s transcribed interviews, the paraphrases of those excerpts, and
the first order themes are included in Table 5.8. The second order thematic clusiers off
Ann’s experience are included in Table 5.9, The thematic descriptions of Ann’s experience
are included in Table 5.10. Following is a summary of Ann’s lived experience as a

resource facilitator (special educator) working within a collaborative school environiment.
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Thematie Abstractions of Ann’s BExpernience

cerpts Trom transciibed interview

Paraphruases

Themes

Al My expenience is that every year is
poing to be diiferent

A2 1 would say that there has been
certainly an inerease 1n the amount of
discussien between so called regular
cducators and resource fucilitstors, vhere
are more frequent regquests by teachers
that have grade responsibily for
information about special needs, or
bouncing oft ideas relative to special
needs kids.

A3 There's also o graying of the role
arcas. Ity somietimes ditficuit here 1o
talk about the resource facilitator and the
regalar classroom teacher because we're
all sort of fadling into this teacher perntod
role, even though some ot us have
pitrtrcular grade responsibilities, | don't
seeareal distinction. | see a real melding

of roles.

A Lrhink it's because we have a
sttwtion where we're i support units and
1S not as al there's one person in the
school that is the designated resource
factiitator who helds the expertise und
then moves from class to class fixing the

Kids.

A5 what we've created s a tairly
collegial relationship whe:e your input,
hecause you see the kids all day fong. is
absolutely as important or valid s my
mnput might be holding the so called
capertise in special needs or special ed.

A6 what's contributed to that is the fact
that we teach. We don't just do
remediation or facihtation. By having to
ro into those classtooms and assume a
curaculum responsibility and see kids in
a totally ditterent light, and get just as
frustrated with classroom managenent,
or curriculum preparation, those lines are
blurring.

Expresses an understanding that she is
mvolved o along term change process.

Sees an increased interchange of ideas
and information between teachers.
Communication is enhanced.

Experiences less rigid role definitions.
Even though teachers have spectfic
responsibilities, there 1s a move towards
the melding of roles.

The expert model is not utilized. instead.
teachers are supported by smaller support
units and the staff as a whole.

Collegial relationship has developed
where teachers have cqual input into
finding educational solutions for
students.

Views sclt as o teacher first. Experiences
shared responsibility tor curriculum with
regular educator and has the opportunity
to teach and manage the students in
regular class settings.

Change occurs
over time

Enhanced
communication

Melding of roles
over tine
Functioning as
Equals

Teachers support
cach other

Input equally
vilued

Role
interchange
Shared

responsibility
for students



A7: Collaboration, to me. 1s a sharing.
it is all of the parties in a school,
regardless of whetiier you're the educator,
the support statf, the custodian, all of
those people in that school environment
sharing responsibility ot the cducation.
And that's it. There's more that is lesser
or greater. There is no grade level that 1
more important or less important. There
is, in many ways, even no curricular area
that is more important or less important.
The total development of that child 15 a
shared responsibility. That's what
collaboration is.

AB: My role as a resource facilitator is, 1
guess | have a couple, sec it as having a
couple roles. Number one, I'm there for
those children. T am there to increase the
cducational program for those kids. They
may be coming from a medical deficit,
they may be coming from a social deficit,
they come with all Kinds of problems.
That is not the relevant point. The
relevant point is as a resource facilitator
1s what are these kids needs. and what can
I do to make that match between the
mandate. which is the program of studies,
and what the child is bringing to that
particular program ot studies. So that's
my primary role.

AY: T would say my sccond role, but I'm
not. I wouldn't say secondary, because to
nic it's just as important is then o know
what are the needs of that weacher who's
primary mandate is to carry out that
prograin of studies and who has all of
those children to deal with. .1 need to)
have a very good sense of what 1s
happening in that classroom, the
dynamics of that classroom, understand
the strengths of that classroom teacher,
understand the arcas that 1 can support
that classroom teacher.

AT0: Resource factlitating 1s all about
process. And | resource facilitate all day
long. [t doesn’t matter what particular
role i'm assuming at that time because all
day long I'm making these little checks
inside my head so, (asking myscell)
“okay, is the learning process going
on?”

All: that observarion takes place. it
might be me in the classroom us a 5o
called visitor, just to go in and observe
and visit.

Views total staft as part of the
collaberatzve process whieh is bunlt
upon the shared responsibility ot
meettng the developmental needs ot the
students. Views all staft members as
being a valued and equal member ot the
scheol team.

Primacy of role 15 to mect the educanonal

neads of the chiuld regardless of ther
specific type or level of need. Role s

dependent and detined by the needs of the

students wt any given nme,

Duality of role also requires that she be
receptive to understanding and mecting
the needs of the classtoom teacher aid
the classroom as o whole in order 1o
provide appropriate support.

Rule is continually developing, o
process that is not contined within a
space at a given particular time.

Awareness of needs oceurs through
observation in an injormal manner.

Shared
tesponsitibiny
tor students
tquity berween
all school
members

Ruole dependent
upon student
necds

Flesibibny
tofe

Dualay o tole
Suppott of
teacher thouph
rale

Role ever-
changing

Role mcludes
observation
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A2 Tt oneht be cose of when T am
actiatly taking over the curniculbur
responsility. and teaching

AL so b making mental notes about
I'm noticige this happeninz, b
noticing this happening, and gomng o
bounce ths oft the teacher and see what
they are also see happenmg.

Ald: Tt might be u case of the teacher
wanling to see me just on thaar own, and
that. that to me s more of the
consultative thing, when 1t's the teacher
comtny o mie and soving, | need advice
on tsomethimg). - CThe real
colliaboration, to me. comer. when I'm in
there with the person and assisting or
taking over trom or bouncing off when
we're together i that process

ALS. the tong term poal i this school s
that ¢veryone s o sesource facilttator

Al6: and so Fuunk that the primary role
of our resoutcee faalitutor is to work
themselves out ot i job. And that way
vou have the regular classroom teacher
being able to handle the kinds of
sttuations that they do now.

AL7: what T wanted thens to come 1o
understand, which 1 believe they have, 1s
that therr skills are every bit as good as
iy skills.

A8 over the course of the last six or
seven months, Fyve seen tremendous
shlls developmg, shills that were there
all the timie, but that these people
thought were held by some magic person
called the resource room teacher. Andats
been great! s been wonderful,

ATO: 1 would say that the regular
classroom teacher s becoming more
tocused on the chld versus the

cutreeiurnm,

A2 1 think there s anincreased
owaership for total programmng
happentng, not just within cach grade,
but across grades and across the whole

school,

Shares responsibility for whole class
instruction.

Classroom observations and sharning of
teaching responsibilities leads to

shi oz of information and 1deas between
teachers.

Feels that providing direct consuliation
tr teachers participating is part of the
collaborative process. but not the
critical component. Views colluboration
as more of a teaming process where
reachers work together within the same
space.

Sces ultimate geal of the process as a
complete sharing of role responsibilities
in the ~chool.

Views collaborative process as a means
1o increase the regular educators” skills
so that they are able to better provide for
special needs students

Betiet that teachers skills are equal in
value - cach contributes to the process

Has witnessed teacher skil develop as
teachers learn to fet go of "expert”™ model
of service delivery.

Child-ceniered approach is becoming the
sorm for educiators

Witnesses teachers taking ownership of
programming on a variety of levels.

Role
tnterchunge
Shared

responsibility
for instruction

Sharing of ideas

Consultation
part of role
Collaboration as
team interaction

Role
interchange

Role
interchange

Equity of skills

Skifl
development in
teachers
Acceptance ol
new maodeld

Child-centered
approach

Shared
ownership of
program



A2l 1 think there is. there has certanhy
developed a greater commitment o the
education of all children.

A22: There has been a development away
from having to look at Tabels. We don't
think of them as a label. Weo in many
instances have forgotien the labels.

A23: the other thing is the pride in the
nersonal expertise that people are
bringing. People that | would say
typically regular classroont teachers that
betore would have sat back in a team
nieeiing or o statt mecting or any of
those things and tistencd whileo perhaps
the resource tactitator talked on and on
about Tourettes or whatever, are coming
forward and as experts and saying this is
what Pmoseeing.

A24: I would say the observational
skills of these teachers have absolutels
sky-rocketed, because they are observing
the chifdren as process Tearners rather
than th. -¢ receptacles of mtormation
that's coming out ot curriculum and that's
been ahsolutely svper.

A2S5: Twouid say that the relatonship s
becoming more and more colicgral.
Absolutely.  And collegial, not just in
the teaching situation, but in the
dectsion making process. People aie
believing that their commitments and
contributtons are impectant. That they
bave the so called power to make changes
in the service delivery model or wiiads
happening in the classroums or the
children that need help at any griven tme,
so those Kinds of things are all
happening.

A20: To have tiis process happen i a
school 1T would sav number one a
principal has to iet go of a fot of the
control that is sometimes needed to run a
school.o o and its o very diftroule fask,
and it's somewhat feartul, because you
have to put the frust into vour sttt and
then you have o step back and ~ay, |}
hape 1t happens.

Believes that weachess are demonstiating
anoncreased commtment o educatnge all
children

Chiidren are not viewed as or tracked
within the school as a cetm Label and
thirs decreases the Huparlange teachers
place en such labets

Recognizes that teachiers vatue ihe
process when they e part of ot and e
being vatued for what they contribute 1o
it This leads o mcrcased parcaipanion
and buy-u.

Witnesses an ingrease e weachers’
ability to deam from ebhsenvabon ol
students and thus creats o chuid centered
focus.

Teavners are buvipe into the process and
are feching cmpowered o etfect vlianee as
they experience success withi the
cotiuborative process

2ecognizes that the admumstration st
be willmg to ke nisks relimgursbiny
control and demonisttating trust e the
st

Commirment o
cdacation ot al

chibdien

Student need
vetsus labwel

Fimpowered
throngeh process
Buy i when
fecie valoed

Shill
d\'\\‘,nl)nll‘lli
Child centered
N cwicnlum

facnsed

npowcted o
cliect chanye
By o when

crnposered

Acdhistiaton
dernonstrides
[RRIRY
Adinmratator
wilhing to ke
sk
Imporisnee of
admistrative
suppeort
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A27. Also as an admimistrator you have
to keep rantorcing Sa.as the
adnunistrator, [ think you always have to
be monttonng the situation and
observing as much anybody eise. o
think also as an adminstator very
important tor vou to demonstrate
feadership So.you're the tuaihitator
of the process as an admimistrator, That's
absolutely crucral

A2XD The admiistrator role bas to
change or there s, there's no way under
the kind of admmstration of say 5 vears
ago where the tmetabling ruled
everything eise. There is o way you can
do that. .01t you hine peonle coming
and going inand out of classrooms, and
sotrare caught i o rigid structure of
scheduling, you'ie gomg to be dead.

A29: The other thing 1s yvou have to be
prepared to recogmyee that certnn things
dre not poing to work, and that you have
to change. And sometmes you have to
change i mid vear or vou have to change
cvery second month.

A20r Time. Time s the number one
because the commuiment. the expertise.
all ot those things can be developed. but

they can only be developed through time.

And vou have to hinve the time g
school to facil-tate the process.
Cooperative planmng. very dilticult to
do atter school. Time has to be there o
dots You want (o create support units, it
tikes more time

A3 Nuniber two, Fhink you aced Jdo to
have the moral support ot the statt to do
i That we're gomg 1o take a k. We're
2omg o ook ai some changing things
aind so vou need that lind of support.

Administrator’s responsibilities in order
to tacthtate the process include
reintoreing otiiers, monitoring the
sitvation. and providing feadership.

Flesibility on the part ot the
adnmimnistrator 1s crucial, especially 1n the
area of scheduling.

Recognition that tlexibility, a
witlingness to change, and a degree of
risk taking s part of the process.

Views time as the central component to
alfowing collaboration to occur. Belief
that other components. such as
commitment, can devclop as long as
adequate ame 1s allotted to the process.

Stat! needs to buy-n into the process and
support cach other in the risks und
changes that occur.

Importance of
admimistrative
leadership

Flexibility in
administrator’s
role

Openness (o
process

Need for
tlexibility
Willingness o
take risks

Time tor process
o develop

Swatt support of
changes
Statt buy-in
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A32: Where s this child functioning
emotionally. ard socially and
academically and try to get a picture of
what theyre doing. Then we tryv o
match. okay. are there some special
needs? Where do we have to
accommodate to make this a positne
learning experience and alse a profitable
learning experience? ... 1 think the
worst thing that could happen in
inclusive ed.. is to keep kids in
classrooms happy. They're sitting there
happy. but theyv're not progressing. |
mean, they're not learning, they're not
moving along.

A33: Then, however. there is. discussion
between the person doing the pull out,
myselt, and the repular classroom
teacher. Always discussion about how
are they coming along here. how are they
applying what's happening back in the
classroom. . .. (thaty telis me what | need
to work on, and 1t helps the regular
classroom teacher in the accommodation
of those children in the classroom.

A3 And at that point. the decision was
made. who could hest mee. their needs,
and that was the regular classroom
teacher. So. they do the work with those
children while I take over the class for
another subject.

A35: Then there is the consultative
support that says. okay. you've tried
these Kinds of things when they're n the
classroom, I'm noticing this in the
classroom, and that in the classroom.

A306: 1 find that this type of maodel
allows for 4 range of service optinns to
be available to children. giving us
movement and flexibility needed.

A37: Just looking at kids, and just
caching kids tfrom where they are to
where vou think you might like to see
them go. I don't know where the regular
kids are. We don't have regular kids, We
don't have repular kids. so called regular
kids. We just have Kids. And, so s ]
would say theyv're benetiting as much.
tthere are) no conditions on who the
teacher works with

Believes that the fearmng expenence tor
ceveny child must be mecanmgtul and meet
therr deselopmental necds.

Communtcation between the repula and
specil educator needs to be ongomny,

Decistons for service delivery o students

is based on the needs of the ehidd and
who can best provide tor those needs.,
regardless ot role utles.

Sces providing consultative support as a
component of her rofe

Feels that the consultitnve model allows
for the type and range of tlexabihty
needed in order to meet the needs of
special needs chifdren in the mamstrcam

Feels that all students are gaming from
maodel because all childrern benetit from
1w Al chifdren have access 1o exira
support.

Focus on
maeamngtul
progranmmg

Tmportance of
on-gong
cammuntcation

Child centered
decision makiny
Role
interchange

Suppaort through
consultiation

Flesibilinty ot
service dohivery
aptions

Satinhiction
with student
outootnes
Flexabihity an
progam
dediverns
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A3%. TUs sull, do you think at would be
akuay it L0 7 where T would hike to see
them tike more ownership and put that
more mnto o declarative statement that
says, I'm going to do this now. But sce
that's the growth process and that's the
seeursty level of, well, I'm not really a
spectal ed. teacher, maybe I'm not. which
they have to get over,

A3Y: The other thing I'm finding, too, is
by down-playing the expert role, by
assuming a collegial role where
sometimes |omay say to the teacher, I'm
so frustrated by so and so, do you have
any wdeas that would help me? The
teachers” self esteem i terms of being
able to program for kids and 1o suggest
strategies, ete. has sky rocketed.

AJO: We can see it in the products. Kids
that coutdn’t write are writing,  Kids that
were reluctant to read are reading. Kids
that were very protective of their own
work or didn’t hike to share are sharing.

A4l The other way I'm seeing 1t is the
children, I've seen the feadership skilfs
i these bids. They're taking ownership
of their learning process. The other real
benetit that 'm oseemng is these children
do not believe that they're any ditterent.

A420 They're seeing learning happening
and they're feehng it happening and
they're not discriminating (between
teachers)y. And because, everybody's
coming and going, and because ( the
sprechd educator) is an there tor social
studies as much as (the special educator)
15 10 o out tor anvthing clse. there's

absolutely no distinction about who goes

with (which teacher)

A43: There s a collaboration among
children. They help cach other. They're
very helpful because the whole point is
that we all get help and we alt help cach
other, and if that's the point the
compention is not, there's certainly
competitton, as there always is with
hids, but competition and labeling and
pecking order are not there with the so
called specnal needs Kids.

Would like to sce teachers take more
instiative in and ownership of the
process. Realizes that this will occur as
teachers feel comfortable within the
process.

As she demonstrates trust in her
colleagues abiliues, the teachers™ efforts
are validated increasing willingness to
participate and skill utilization, leading
to increased self-esteem.

Feels the process 1s worthwhile as she
sees it measured in the success of the
students.

Witnesses changes in student’s heliefs
and attitudes about their abilities,

Feels she s identified as being part of
the mainstream classroom, not any
ditferent from any other teacher.

Sces collaborative cthic filtering down
to students.
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Add: 1 would be surprised it the Kids in
this school, it would be interesting 1o see
if they could identify a resource teacher. a
resouree room teacher. It would be
interesting because of the kind of
interchange (oceurring now) in teaching.

A45: I think my experience of the other
model. and this model is there is a
signiticant change in the educator. All of
the educators in the school. A very
significant change. A signiticant change
in what their role is, How they view
themiselves. How they view each other.
How they view the children. How they
view the parents. . . certainly far more
commutment to talk with parents.

A46: People that came trom a very
narrow understanding of their mole as
educators are now much more flexible,
much more collegial. just little things
like coming to the staft room more. The
doors are open more...Sharing ot
materials, and frustrations.

A47:. You know, you don't come and say
everything's pertect all the time. Those
Kinds of things certainly changed, and
really a whole mentality, | would say, of|
there has never ever been a statement this
year by any member of this staft as o
“where could we send this child. The
child’s not our respoasibility. Where
could we send them away to be fixed?”
There have been many, many statements
about who could we access 1o hielp us get
more infornution.

Ad8: That is the classroom teachers
saying, where, who could we ask for more
information about this child? . . . So,
they're certainly going beyoud, you
know, just curricular aspect.

A49: The biggest barrier would the lack
of time. And in this school at this
particular time, I would say that is. that
would be the only barrier, because
everything else has opened up so much.

AS0: I think the biggest concern would
be how much is going to be expected of
me. Is there an expectation, as a resource
facilitator, I sometimes worry taal is this
classroom teacher going to expect me to
tix this child, because I'm not witling to
do that. I'm not going 1o he able to send
them back atter my little session and
work at that, and 1 think that's a fear.

Specukites that duc to the interchange of
roles between wachers that the stadents

would not be able to distinguish between

regular and special educators

Beheves that educators pereeptions off
themselves and others s stgmbicant!y
altered through the collaborative
PrUCL‘A\SA

Increased openness i perspective of
role, sharing and flexibility are
witnessed behavioral changes in
teachers.

Teachers feel comtortable enough to
speak honestly about therr frustrations.
Teachers seek solutions to siuations
they now feel able to deal with

Sees teachers accepting ownership of
gathering mformation on student
problems.

Insuftictent time is considered the Targest

barrier to the collaborative process,

Concerned that regular educittors may
continue to have role expectations for

her which are not desirable or attainable.

Role
mterchange

Party m eyes of

students

Behiet that
Pl [SINS Y
tacihitates
change

Openness ol
perspectinve
Fleatbitiy
IMCTCANes

Trushing
relationship
Empowcered to
seeh solutions

Shanng ot
responsibiiity
for students

[.ack of time s

brggest bariier

Acceptanee of
new role
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AS]. 1 thaink another barnier will be
district decistons on the tunding of
inclusive educanon. the kind of support
they're going to give us, those will be
barness for us

ASZ Flexabahity, The number one
charactenisue that o person would need 1
flexthibity, because you huve (o change
the way that you operate your classroom.
You have to change the way you think
about kids. You may have to ~hange your
schedule at any given point or notice.
You will have to make moditications tor
kids. So tlexibility is certainly one of
the key characteristies,

AS3: 1 think another imiportant
characteristic is an openness. You have
to be an open communicator with your
colleague. It you're not going to talk
with the person commg to facilitate with
you, vou're not going to get very far.

AS4: 1 think another thing is you have
to have a commitment to kids. Kids
hetore program, and that's crucial because
these are cur kids and it's the kids that
we're working with,

ASS5: 1 have comie to the conclusion, just
in my cxperience this veuar and last year,
with this process, | den't think there's
any other way to teach for this tme in
Iustory. 1 can’t imagme (rying to teach
any other way.

AS6: Because 1 have seen so much
growth, so much change. we talked in the
hiterature so often about catalyst for
change and how do we change people,

and change is the biggest stress and all of

those Kinds of things, T have seen, as a
teacher, so much change in individuals,
mndividual teachers, in the dynamices of
the statf, the whole statt, whether it's
support or of clerical or certified. T have
seen change in the fechng tone of the
school. 1Us ineredible.

AST: And 1 have also seen. because of
that change, how much more quickly vou
cait progress i goals that you set. Guoals,
when you work collaboratively, goals
become achteved so much more quickly
than when you're working cither from a
top down, or in your little resisti e

poals. 1t's Just incredible.

Lack of support from the school in terms
of providing adequate funding for the
process is considered a barrier.

The ability to be tlexible in both
perceptions and actions is considered to
be essential.

Teacher’s need to be open to receiving
others and be willing to communicate
aopenly with one another.

An overall commitment to providing a
child-centered focus is critical.

Behie! that the colluborative process is
best able to meet the teaching demands
of today.

Belief that the collabuerative process
nrovides a means to facihtate change.

Belief that the goals of the staft are
being met through the process as it
allows for a reduction in resistiance to
change amonyg wachers,
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ASE: T guess it's a value or moral change
in many of the people here. The teachers
will still gripe about Kids. and you need
that, you need to say, “John Smuth 1s
driving me crazy today”. but it's kind of
at this level, do you know what I'm
trying to say? It never goes to that level
where Kids. there is no child in this
school who is hated or totally disliked o
the extent that, you know, vou cun tfeel
117 There's none of that. There is, |
would say this maodet has resulted in u
tremendous amount of love and that may
sound unusual, because a tremendous
amount of jove, and I think the kids are
feeling it and they are responding o it

AS9: I don't know if you felt it or not,
hut there is a tremendous sense of
happiness and peace in the school and 1
rcally believe it's because ot the
collaboration, the commitment to each
other. There's a commitment there,
okay. this is what we're doing, but in
order to do that, I have to be committed
to you and you have to be committed to
me. and so that tremendous commitment
is there.

A60: Making a mistake is actually
encouraged because you learn {rom
mistakes.

Teachers are able w support one another
through the collaborative process which
reduces overalf frustration tor them, and
ultimately for the students in the
classroom. Feels supported and secure
within the school environment.

Is experiencing satistaction m the
process m that the school environment
Is pleasant to be . Feels that this has
resulted because the teachers are not oniy
committed to the process, but to one
another as well.

Risk-taking 15 encouraged so that
learning can oceur.
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Table 5.9

Higher Order Thematic Clusters of Ann's Experience

Firet Order Themes

Second Order Thematic

Clusters
1. Change occurs over time Time
30. Time for process critical
38. Acceptance of process takes time
49. Lack of time biggest barrier
2. Enhanced communication Communication
33. Importance of ongoing communication
53. Communication with colleagues vital
3. Melding of roles over time Role function
8.  Role dependent upon student needs
9.  Duality of role
10. Role ever-changing
14. Consultation part of role
3. Functioning as equals Parity
5. Input equally valued
7. Equity between all school members
17. Equity in skills
44, Parity in eyes of students
4. Teachers support one another Support
9. Support of teacher through role
26. Support of administration
31. Sttt support of changes
35. Support through consultation
51, Support front zche ol district
58. Teachers support cne another
6. Role interchange Reciprocity
12. Rele interchange
14, Collaboration as team interaction
5. Role interchange
16. Role interchange
34, Role interchange
44. Role interchange
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18.
38.
50.

18.
24.

19.

22

21.
54.
59.

23.
25.
31.
41.
45.
55.
56.

26.

Shared responsibility for students
Shared responsibility for students

. Shared responsibility for instruction
. Sharing of 1deas

. Shared ownership of prograins

. Shared resporsibility for students

Self-esteem increases

. Empowerment through the process
. Empowered to cffect change

. Empowered by student success

. Empowered to seek solutions

Acceptance of new model
Acceptance of Hrocess takes time
Acceptance of new role

Skill development witnessed in teachers
Skill development witnessed in teachers

Child-centered approach

. Student need vs. Jabel
24,
32.
34.
54.

Child-centered vs. curriculum centered
Focus on meaningtul program
Child-centered decision making
Child-centered focus

Commitimment to education of all children
Commitment to children
Commitment to one another

Buy-in when feeling valued

Buy-in when empowered

Staff buy-in

Student buy-in

Belief that process facilitates change
Belief that process meeting needs
Belief in value of process outcomes

Importance ot administrative support of

process

27.
28.

26.
39.
47.

Importance of administrative leadership
Flexibility in administrator’s role

Administrator demonstrates trust
Development of trust
Trusting relationships

Shared responsibility

Empowerment

Acceplance

Skill developiment

Child-centered

Commitment

Buy-in

Administrator’s role

Trust
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2K.
29.
36.
38.
46.

29,
46.
53.

37.
57.
58.
59.

57.
26.

29,
60).

Flexibility in administrator’s role
Willingness to chinge

Flexibility in service delivery options

Flexibility in program delivery
Flexibility increased

Openness to process
Openness of perspective
Openness to communication

Satisfied with student outcomes
Personal satisfaction with process
Improved work environment
Improved work environment

Process reduces teacher resistance
Administrator willing to take risks

Need for risk-taking
Risk-taking encouraged
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Table 5.10

106

Higher Order Thematic_Description of Ann’s Expericnce

Thematic Clusters

Generalized Descriptions

1. Time
(Excerpts from Table 5.8:
1. 30, 38, 49)

2. Communication
(2. 33, 53)

3. Role Function
(3,8.9,10, I4)

4. Parity
(3,5,7.17, 42, 44)

Time is identified as the most critical factor in the
collaborative process. sctiet that ail other
components of coilaborattve process can devetop,
"but they can only develop through time." Time is
needed for acceptance and implementation of the
process. Since the collaborative model involves a
long term change process, time is essential for its
development. Insufticient time would be the
"biggest barrier” to the collaborative process.

Communication between teachers needs to be on-
going. Without a willingness to participate in open
communication "you're not going to get very far” in
the collaborative process. Once the colluborative
process is occurring. she sees an increase in idea and
information exchange between team imembers.

Role is defined by the needs of others (students iand
teachers). Describes primary role as making a
"match between the . .. program of studies and what
the child is bringing” to the classroom. Describes
role as a "process.” not hmited within a particular
space and time. Eavisions the "melding” or joining
of roles over time when all teachers function equally
to provide for student needs.

Describes teacher relations as "collegial” where all
input from all staff members is "absolutely as
important or valid as my input.” In addition, no role
responsibilities are “more important or less
important.” Feels that students now are not
“discriminating” between teachers because they wre
used to dealing with all teachers and because there is
a high amount of “interchange” occurring hetween
teachers. Ultimately. there is a “graying of role
areas” where all teachers just fall into the “teacher,
period, role™ where all members function as cquals.



5. Support
(4,9, 26, 31. 35. 51, 58)

6. Shared responsibility
(6,7, 12,13, 20, 48)

7. Reciprocity

(0,12,

14, 15, 16, 34. 44)
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In this collaborative model, one person does not
“hold the expertise” and provide all the support to the
others. All teachers support each other. Because of
the support teachers feel, there is less frustration and
more “love™ expressed in the school. To create this
type of system, the support of the school
administration and school district is critical. The
staff as well must provide its “moral support’ to the
colluborative ethic and be willing to support the
changes that will occur. Feels that she, as an
individual teacher in the role of resource facilitator,
needs to “understand the strengths of the classroom
teacher™ so that she can “understand what areas that [
can support that classroom teacher.”

Defines collaboration as all staff members
responsible for the “total development of the child.”
Views a shared responsibility for students,
curriculum, information gathering and sharing, and
instruction as a result of increased collaboration
among team members. Is witnessing in team
members an “increased ownership for total
programming happening, not just within each grade,
but across the whole school.™ Coilaboration is
viewed as complete and total “*sharing™.

Views the collaborative process as one in which team
members, especially teachers. can assume each
other’s roles and responsibilities. Feels that “*the fact
that we [the resource tacilitators] teach™ has
contributed to the model being as accepted as it is.
Resource facilitators assume classroom and
curricular responsibilities along with the classroom
teacher. Collaboration is viewed as the building of a
team relationship, where decisions are made jointly
in the best interest of the individual child.
Ultimately, the goal of the collaborative process is
that there be complete sharing of role responsibilities
in the school whereby everyone is a “resource
facilitator.” In this respect, regular classroom
teachers would be able to manage most special needs
children in their classroom.



8. Flexibility
(9. 28. 29, 36. 46)

9. Skill Development
(18, 24)

10. Acceptance
(18, 38. 50)

11. Child-ceatered
(19, 22, 24, 32, 34, 54)

12. Commitiment
(21, 54, 59)

Must be flexible within role so that she can meet both
the needs of the students and the needs of the
classroom teacher. Has witnessed teachers
becoming “"much more {lexible™, letting go of “their
very narrow understanding of their role as
educators.” Flexibility means a “willingness (o
change™ that 1s lead by the administration who must
let go of such things as a “rigid structure of
scheduling.” Moving to a more flexible approach
gives the “movement and tlexibility needed™ 1o
provide for an increased range ot service delivery
options for students in this school.

Has witnessed increased skill development in
teachers as they are willing 1o let go oi' the “expert”
special education service delivery where teachers
thought the resource teacher “held some magic™ that
they could not access. Skills being developed such
things as observational abilities.

Acceptance occurs only over the course of time and
is viewed as a “growth process.” ‘Total aceeptance is
dependent upon teachers letting go of the
expectations of the old “expert model.” Some tear
exists that all teachers are not yet prepaied to do this.

Teachers are becoming more “focused on the child
versus the curriculum™ as they engage in the
collaborative process. As special needs students are
involved in the reguiar programs less emphasis is
placed on labels of special needs category and more
emphasis is place on creating a meaningful learning
experience lor cach child. Decisions for service
delivery arc being made based on the needs of the
child. A “kids before programs™ approach means
that the children are being viewed by teacher more as
“process learners” rather than “receptacles of
information.”

Besides a commitment to children in general, there is
a commitment to the “education of all children™,
including those with special needs. Is experiencing a
commitment in the tecam members to one another, not
just to the concept of colluboration. "FThis generates a
sense of “happiness™ and “peace’ in the school
environment.
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13, Buy-in
(23,25, 31, 41. 43,45,
56)

14, Empowerment
(23,25, 39, 40. 47)

15, Administrator’s role
(20, 27. 28)

5

5.

Views team members as buying-in to the process ¢s
they begin 1o feel valued and empowered. Valued as
part of the process and valued for what they
contribute to it. Empowered by the fact that they
“believe their commitments and contributions are
imporiant”™ and that they have the “power to make
changes.” Has experienced students buying-in to the
process as well, taking “ownership of their learning
process’. believing that “they are equal™ and
showing a willingness to “help each other.”
Recognizes that all teachers and administrators miust
buy-in to the model and provide their “moral
support” for the changes that are going to occur.
Believes that the collaborative process itself
facilitates or 1s a “catalyst” for change in her school.
Demonstrates that she has bought into the
collaborative model by stating. I don't think there is
any other way to teach for this time in history.”

Is experiencing a feeling of empowerment through
the colluborative process due to several aspects.
Teachers are experiencing “pride in their personal
expertise” which is more willingly shared on staff;
self esteem incrzases as team members’ efforts are
vahidated by others; solutions are now sought for
problems team members feel empowered to deal
with: and. team members feel they now have the
“power to make chunges”™ within their school.
Feelings of empowerment also stem from the view
that the students are experiencing success through
this model.

Administrator is responsible overall for facilitating
the collaborative process which includes
demonstrating a willingness to change and a
witlingness to take risks, an ability to relinquish
control, and a consistent demonstration of trust in the
staff. The administrator facilitates the overall

process by reinforcing others. monitoring the
situation. and providing leadership. Flexibility in the
administrator’s role is seen as critical because “if
you're caught in a rigid structure ol scheduling,
you're going to be dead.™
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16. Trust Trust develops between the resowree ficilitator and
(26, 29, 47 the reguiar educaton when a willingness to learm from

cach other and help one another s demonstrated.

The resource faciitator must be willing to et go of
the expert role.” A trusting relationship develops
when team members are able to speak openly and
honestly about their frustrations due to the tact that
there is a sharing ot responsibility for theses
problems. The administrator begins this process by
being able to “put the trust into the statt and then step

back.”
I7. Risk-taking I'he administrator must demonstrate risk-raking
(26. 29, 60) behavier and “let go of the control of the school ™

The statt must be prepared tor the tact that “things
are not always gomg to work™ and that you have to
“be willing to change™ as aresult. In Gact, "making
mistakes 15 encouraged™ hecause “vou fearn from
your mistakes.”

18. Openness Staft members must be open to the process.

{29, 46, 53) Witnesses a physical “opening of doors™ as well as
increased participatton in the process. A willingness
to be open in your communication with others s
seen as critical.

19. Personal Fulfilliment Feeis that all students are benefiting from the
(37.57. 58.59) collaborative model and that the sedl can “more

quickly progress in the goals™ they have set. s
experiencing satisfaction in the process because of
the enhancement of the work enviromment,
describing an atmosphere of “love™, “peace™, and
“happiness.”

20. Resistance Feels that the collaborative process itsell allows for a
(57) reduction in the resistance to change among the team

members . Feels that so much mare is beiig
accomplished through the colliborative model than
could be through a “top-down™ approach when
teachers can be functioning m “hitte resistive pools.”
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Summaury of Ann’s expericnce
Ann is aware that collaboration is itself a process, and that this collaborative process

is one of continuous che ~ue, where “every year will be different.” Through this process.
she has witnessed many changes 1n how teachers view their roles noting that teachers are
beginning to let go of the previously held narrow perspective of what they believed an
ceducator’s role 1o be. Through the use of the colluborative process, she eventually
cnvisions a “melding™ of roles for all teachers, in which there will be less discrimination
between teachers as far as strict role descriptions are concerned. She envisions a time
when all teachers will function equally to provide for the needs of all students, including
those with special needs. )

Ann describes her role as a resource facilitator as a process; defined by the needs of
her students, constantly changing, and not limited to a particular space and time. She
describes her primary role function as creating a “match’ between the mandated curriculum
and the necds of the child. Ann was careful to state that her second role function (not
secondary role) is to be responsive to the needs of the classroom teacher “whose primary
mandaice is to cuiry out the program of studies.”

Within the collaborative model. Ann experiences support from other teachers and is
able to provide support to other teachers. In her role. Ann searches out the strengths of the
classroom teacher so that she can understand the areas in which she can best support that
tcacher. With teachers supporting one another in their efforts. Ann experiences less
frustration and feels that more “love™ is expressed in the school between staff members and
staft members and students.

In this model, one person does not ““hold the expertise™ in special 2ducation or any
other arca. Therefore. the deficit-driven, medical model of special education where special
educators are viewed as Uexperts”™ who took students out of the «lassroom te be “fixed™ is
not part of the collaborative model as experienced by Ann. In {0 all teachers learning to
let go of the old expert model is critical if the new collaborative :nodel is to be accepted and
resistance reduced. Inaddition. Ann has witnessed an increase in skill development and
use when teachers believe they all have abilities that contribute to the process.

Ann belicves that all team members bring expertise into the learning situation and
that all expertise should be valued and shared. In this manner. all team members share
responsibility for the “total development of the ¢hild™ including ownership of student

problems, curricular needs. information gathering and sharing. and classroom instruction.



In addition. Ann is witnessing increased ownership and responsibility of team members for
all students not just within their own classroom, but across the whole school.

Team members working together to share responsibility for students has resulted in
what Ann describes as a more “collegial™ working environment. This collegtality is
demonstrated in a new sense of parity between teachers and support personnet where input
from all staff members is considered equally important or valid. In addition, no role
responsibilities are viewed as “more or less important™ as cach contributes to meceting the
overall needs of the students.

When teachers view one another as equals and share responsibility tor all children,
they are able to assume cach other’s roles and responsibilities when desirable to do so.
Ann shares curricular and instructional responsibilities with the regular classroom teachers
she works with. She believes this contributes to the level of acceptance she is experiencing
in this model. Collaboration is described as the building of a team relationship where
decisions are made jointly in the best interest of the individual child. Ultimately, Ann sees
every teacher in the schooi being capable of performing the resource facilitator role, not
eliminating the need for special educators, but rather creating a situation where regular
cducators would be able to manage most children with special needs in their classroom.

In order for the collaborative process to be successful, all team members must be
flexible. Ann must be flexible in her role as resource fucilitator so that she can meet the
needs of both the students and the teacher in the regular classroom. This flexibility or
willingness to change must be modeled by the administrator in the school who must let go
of such things as a “rigid structure of scheduling.”™ In addition to modeling flexibility, the
administrator must also model and encourage risk-taking behavior. Team members learn
that mistakes are made, but that there are learning benefits from making mistakes when you
have the support of others around you.

Ann believes that a trusting relationship develops between team members when a
willingness to learn from cach other and help one another is demonstrated. This trust
means that team members will be willing to speak openly and honesty about their
frustrations due to the fact that they feel there is a shared responsibility for problems as well
as solutions. Again, the administrator is central in beginning this process by heing able to
“put the trust into the staff and the step back™: by giving the staff the power to make
decistons and plan for their vision of the school.

Within the collaborative process. Ann is experiencing a new openness between

teachers that is characterized in the physical opening of classroom doors as well as
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increased participation of teachers in all aspects of school involvement. As well, Ann is
wilnessing an overall increase in idea and information exchange between all team members.
Furthermore, Ann experiences a higher level of commitment between tearmm members,
generating a sense of “happiness™ and “peace”™ in the school environment.

Ann feels that teachers are becoming more focused on the child instead of the
curriculum as they engage in the collaborative process. As students with special needs
become involved in the regular programs less emphasis is placed on labels of special need
and more emphasis is placed on creating a meaningful learning experience for each child.
Within this model, the team members are more free to make decisions for service delivery
based on the needs of the child rather than on a program description. A *“‘kids before
programs” approach means that children are viewed more as “process learners™ rather than
“receptacles of information.”

Ann is experiencing a feeling of empowerment through the collaborative process
due to several changes she sees in herself and other team members. Team members are
experiencing “pride in their personal expertise” which is more willingly shared on staff; self
esteem increases as team members’ efforts are validated by others; solutions are now
sought for problems team members feel empowered to deai with: and. team members feel
they now have the “power to make changes™ within their school. Feelings of
cmpowerment also stem from the view that the students are experiencing success through
this model.

The fact that she believes students are benefiting from staff engagement in the
collaborative model gives Ann a sense of personal fulfillment. In addition, she feels
satisfied the staff as a whole can more quickly progress through the goals they have set
because the collaborative process eliminates the “top-down’™ approach and also mitigates
against teachers functioning in “little resistive pools.” Personal fulfillment also stems from
the feeling that the work environment is enhanced through the collaborative process.

Ann recogmyzes that all staff members must buy-in to the collaborative model and
provide their “moral support” for the changes that are going to occur if it is going to be
successful. Ann believes tcam members buy-in to the process as they begin to feel valued
and ecmpowered: vaiued as part of the process and for what they contribute to it;
cmpowered by the tact that they “believe their commitiments and contributions are
important”™ and that they have the “power to make changes.” Ann has experienced students
buytng-in to the process as well, taking “ownership of their learning process,™ believing

¢

that “they are equal™ and showing a willingness to “help each other.” Ann demonstrates
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her buy-in to the collaborative model when she states. I don’t think there is any other way
to teach for this time in history.” Essentially. Ann believes that the coltaborative process
itself facilitates or is a “catalyst”™ for change in her school.

Finally, time is identified as the most critical factor in the collaborative process.
Ann puts forth the belief that all other components of collaborative process: such as
commitment, flexibility. and shared responsibility. can develop, "but they can only develop
through time." Time is needed both for acceptance and implementation of the process.
Since the collaborative model involves a long term change process, time is essential for its
development. Ann clearly states that insufficient time wouid be the "biggest barrier” to the

collaborative process.
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Ciara

Clara is an educator with 18 years experience teaching all grades at the elementary
level at various times in her career. She is currently teaching grade 5 and is serving
students in her classroom with medical difficulties and learning problems. Clara does not
currently have a resource facilitator or a support person working directly with her in her
classroom this year, but has received support for herself and her students through other
team support mechanisms such as teacher assistant team meetings and consultation time
with the resource facilitator and administrator.

Clara presented herself as calm and confident in the interview setting. Clara’s
conversation gave the impression that she is quite in-tune with the staff dynamics under the
collaborative model. She focused many of her comments on the new staff relations she
was experiencing in this model. referring frequently to how the staff had changed and
become “a very close knit staff™. “relaxed™. and “like a family™ since collaboration had been
introduced.

Excerpts from Clara's transcribed interviews. the paraphrases of those excerpts,
and the first order themes are included in Table 5.11. The second order thematic clusters of
Clara’s experience are included in Table 5.12. The thematic descriptions of Clara's
experience are included in Table 5.13. Following is a summary of Clara's lived experience

as an educator working within a collaborative school environment.



Excerpts from transcribed interview

Paraphrases

Themes

C1: 1 think a lot of our working together
is like a team building thing. A lot of the
decisions we make are with the whole
statf deciding.  It's brought to the statf
and we decide on it

C2: We're setup on kind of a
mentor/buddy system, where two teachers
have been paired together, tor instance,
I've been paired together with the grade 3
teacher. and we not only exchange
classes, so that we get to know cach
others Kids, but it we have problems, we
go to cach other, or it I have discipline
problems and I need one of my kids to
have time out of my room, then the child
will go to my buddy teacher's room, and
things Iike that. Just to. it's kind ot
support system.

C3: ... cverybody kind of knows what
ceverybody else is doing, and everybody
shares all the materials. IUs a very close
knit staft as far as, you know, all the
teachers know all the Kids and. you
know, we share a lot of things and a Jot
of ideas. IUs a lot of team building that
we do.

C4d: Ohoit's great, because you not only
get to know the rest of the teachers really
well, and their teaching methods and
their styles, but you get to know all the
kids in the school. And we have the
opportunity, we do. there's a lot of
intermingling. so we are building s
strong communication base, and 1 think,
t0o, a sense of trust has really developed.

CS5: It's kind of nice to see, because |
don’t think you sce that ina lot of
schools and we're very laid back this
year. There's kids always working in the
hallways or. coming and going into
different classrooms. There's always
something going on where they're
intermingling and same with the staff
So. it poes way beyond the staft, yeah.

Focus of colluboration has been on the
butiding ot a team which involves jomnt
decision making between admimstration
and staft.

Teuachers are supported through a buddy
system where they can exchange deas
and find support tor themselves and tor
their students.

Sharing of resources and ideas common
among teachers. Feels that the stdt s
close and highly aware of cach other's

students. “The concept of team s butlt

through this sharing.

A high tevel of colluboration alfows for
teachers to really get to know cach other
personally and professiomilly. building
commumcation and trust

Statf feeling more relaxed. Sees the
colluborative ethic tiltering down to the
students in the amount of shanng and
interchange that 1s occurnng between
groups of students.

Shared
tesponstbrhity
throtgh team
bindlding
Shared decision
nking

Support tor
teachers
Shanng of wWeas
aned pesourves

Shanng ot adeas
amd tesourees
Increased
awirencess of
student needs
Shared
responstbiiity
through team
hutlding

Acceptance of
ditferences m
teachers and
students
Oppostunity fos
creased
mterchange
Trust s building

Statf relaxed
Students alfected
positively
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6, . we have quite a number of
special needs kids in this school, and
they're not treated any difterently thun
any of the other kids, and they are
mvolved n everything all the other kids
are mvolved in. From [my cxperience in|
previous schools and stutf. when we hid
spectal needs kids, they were treated
difterently und they were almost, you
know, i lot of the times they were walked
around very cautiously and carefully, and
here they're not.

C7: They're just one of the group and
they go along with the low and they do
get, you know, they do get the extra help
when they need it, and there's always
someone there to tacilitate, and Kind of
witch over, but they're not treated any
ditierently und I don't think they teel any
ditterently.

C¥: This school has o very high
population of special needs, so over the
yvears working here and being exposed to
these Kids, you, I mean we have no
formal training as far as how to work
with these children or what we can do tor
them, suat's fpreviously] been basicully
a hitand miss thing, But | find that Pve
hecome much more open minded, much
more tolerant, much more creative
beciause of these kids, because you have
to continuously try to think of wavs to
get through to them, or ways to help
them cope. ..

CY: [The administrator} is very well
trmned. And sho's always been very
accessible as tar as helping us out with
any of the things we didn't know how to
cope with, With my particular situation
I've had Tots of help, you know, getting
matertals tor him and getting research
where I ean read through it

Sces students with special needs as
having equal status and opportunity in
the school.

Sees needs of special students are being
meet within this model. Believes that
students with spectal needs are afforded
equal treatment in the school through
teacher collaboration.

Finds that attitude and skills have
changed as 4 result of having inclusion
of special needs children within a
collaborative format.  Describes self as
more open-minded, tolerant, and creative
due to efforts to meet needs of children
with special needs.

Having a well-trained administrator who
is accessible and who shares
responsibility for  students has
tacthtated her understanding and
management of students with special
needs.

View of special
needs children
changed

Support for
students
Shared
responsibility
for students

Attitude changed
Skills improved
Openness to

process required

Support from
administrator
Shared
responsibility
for students
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C10: If we need to have case conferences
with parents, or if we just need to sit
down with another teacher and discuss
whatever, [the administrater] will cover
for us, or she'll provide subs for us. We
have kind of a resource tacilitator day
where about once every two months a sub
will come in and that sub will go around
and cover cach of our classrooms and we
will have a chance to sit down with {the
resource facilitators} and go through our
class lists and take a look at how our
spectal needs kids are doing, and see if
anybody else had cropped up in the last
few months as maybe, you know, having
a learning disability, or whatever, that
needs to be referred or that needs special
attention.

Cl1: Sothere's a lot of extra ettort and
care and attention being given in this
particular school to special needs. | tind
the way it's been handled is, it makes it
casier for us, because s 1 said betore
sotne ol us don't have any special
traming with special needs, so this is a
real help to us.

Cil2o ... years ago when they firs
started talking about inclusive
edfucationj and including special needs
[students], it bothered me. 1 thought, you
know., we have enough on our shoulders,
they're not going to fund any sort of
training for us, but yet they expect us to
be able to do all this stuff. But anyway.
coming into this school, because it
Gnclusion) is such a heavy focus here,
yet it's not being pushed down your
throat, it's just a part of our school
culture, that's just what we do. 1 find it's
great.

C13: I know, from working in other
schools .. .when they [special needs
students] used to be pulled out tor
resource room, they already bad it in their
heads, they had a label in their heads
that, I'm quite as, as good as the other
kids. And the other kids fabeled them as
such, too. Why, you won't see that in
this kind of a program. because we don't
pull out, the resource facilitator comes in
and works in the classroom.

Administrator arranges scheduling,
substitute teacher tme. and mectings so
that teachers, parents and support
personnel can address student needs.

Acknowledges that due to luck ot
training in special education, without
support in the regufar clussroom trom
special need personnel, mecting the
needs of special needs students would be
particularly difticult.

Initial opposition to inclusion of special
needs children has changed to positive
support because of being given
opportunity for input and due to the
creatton of a school culture that supports
mclusion.

Sees o reduction in the negatuve ettects ol
special education services, ve Jabehing
and reduced self-concept, when childien
are serviced within the regalar classroom
with support trom special educators,

Admumstratoc’s
sappott cntical
Time to et

Support required
Student needs
hemg met

Opposttion and
resistance
teduced
Opportuniy tos
put

Students not
singled o



CE O [the resource facihtator's role] s
whitever 15 comfortable tor the
classroom teacher and whatever susts that
teacher's, teaching style, and what's good
for the kids. And, so we do g little bit of
hoth. [The resource taciiitator] tries to
work mostly righit there in the
classroom.

CI5: And it changes, because T didn't
need any at the beginming of the year,
and now, fthe resource factlitator] is
coning i every sa often to pull out.

C16. think to Pave a program Like ths
set upin a school, Think you have o
have one person that knows what they're
domg, and Umean, that's [the
adininistritor ), because if it wasn't tor
her expertise, we would never, we would
never be doing this.

C17: And | think the administrator also
has to be knowledgeable, they have to be
suppective, plus they have to sell this
whole idea to the staff, and do it in a way
that, not comng through to the staft and
saymg, this s what we're going o do,
and, you know, this is my baby and 1,
well, Tdon't care what you think, but
presenting it to the staft and training
your staff, kKind ot and leting them flow
mto the system very slowly which is
what huppened with us.

C18: .. the way that it was brought
through, was a very slow process, very,
you know, step by step, and when it's
done hke that, you get your staft 1o
behieve inat. And then once the staft
believes ot they. they work, basically
they work their butts oft to see that at's
accomphished, but, vou know, i you
don’t have an administrator that supports
i, and it you don't have somebody
hnowledgeable that knows how 1o go
about puttimg the system in, it won't
work.

C19 You have to have your whole staf
hehieve ot because even it you just have
one, one or two teachers that won't
support it vour whole systems tliwed.
You have to have a whole statt. . and the
whaole school body has 1o believe in the
thing

Sees her role as teacher and the rescurce
facilitator’s role as being flexible and
dependent upon the needs of teacher and
student.

Sces the model as being flexible and
changing in accordance with student
need.

L.cadership as critical if the program is
going to be successful.

Administrator’s role is ¢ritical in the
creation of the collaborative culture. The
admintstrator must be knowledgeable, be
supportive of the staff, allow the staff to
buy-in and have ownership of the
program, and allowing tor time in which
the program philosophy can develop.

Allowing for sufficient time to
understand and own the process builds

staft buy-in and participation. Once staft

buys-in to the philosophy, they are
willing to put in the eftort and time to
make it successtul. Administrator’s level
of knowledge and support is critical to
this process.

Staft buy-in to the philosophy is critical
for the success of the collaborative ethic.
Student buy-in is diso viewed as
important,
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Role of resource
facilitator
changeable
Flexibifity 1n
roles

Fiexibility in
process

Administrator as
collaborative
leader

Administrator’s
tole in buy-in
Importance of
administrator’s
support

Buy-in to
process

Time for process

Time for process
Phitosophical
buy-in
Commitment

Lo process
Importance of
administrator’s
role

Philosophical
buy-in
Student buy-in



C20: And not that 1Us ever been tormally
presented to the Kids, but just the way
that it was brought into this school, the
Kids just accepted it and 1t's just part of
the school.  And it's something that we
don't think about and we don't question.
that's just what our school's about.

C21: think you have 1o be very open
minded. and I think the. the teachers in
this school are very. evervbody is really
@ hard, hard worker and will go that extra
mile to try these things out or to, vou
know, accommodate this kind of
program. And I think that, as I say. if
you're not open minded and if vou're not
willing to accept change. and 1f you're
not willing to learn through this change,
then it's never going to happen in this
school

C22: And you do, it's a lot of work, and
i's a lot of extra time put in. but as | said
betore, if it's presented so that first your
staff believes in the concept, then the
extra work doesn’t matter because it's,
you know, it'’s something that all of us
are working towards and we all believe in
it and we all, and we've all, we've seen
that it works. So we don't, we don't even
consider it extra work now, it's just
somcething that we do.

C23: 1t's just a different way of
approaching. . . . Us hard to explain
what's happening in the school becatse
as | say, it's just become a part of our
school culture. so it's something that we
don’t think about. . . . we don't sit there
and go, oh no. 1 got another 2 hours
worth of work because of this. We don't
think of it that way. It's just something
that we do. und because of the way, as |
say again, because of the way it was
brought in, and the slow process, and.,
you know it's just part of, part of the
school and that's it

C24: when vou work 1ina place like this,
and when the statt and the students are as
close as this school is, 1 think that hite 1
Just that much casier. And when you
come to work it's not ‘coming ta work',
1IU's just like coming {together with] part
of your family. I know we are being more
successful with kids under this type oi
philosophy.

Sees philosophy as filterning down to the
stident body due o the tact that the
collaborative ethic s ainherent within
how the school views itselt.

Behieves that necessary teacher
characteristies i the colluboratinve
format include open-miededness,
willingness to connbute, wallingness o
engage i Jearning and change.

Acknowledges that collaboration does
require exira work at least i the mitad
stages, but when all members buy-in o
the philosophy and process through
active engagement i decision-makhing,
1t becomes part of the school culture, and
ts nut resented.

Finds colluborative format difficult 1o
explain clearly and simply.  Recogmzes
that it has become part ot how ihe school
detines ttself, part of the school culune

Feels personnel joy and empowerment
working within this type of tormat due 1o
the closeness of students and statt and
the success of students. View working
relationships within o canng fanily
framework.
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Students
engaged
process
Buy-imn to new
cultine

Openness (o
process
Commitment (o
Process
Willimgness 1o
change

Trne
commitment
Shived decssion
makinyg

Buy-m to new
school culture

Buy m o new
scftool culture

Persoinad
talfrtment
through model
Empowered by
SUCCESS



25 We don't have as many disciphine
problems. As I said betore, the children
are very tolerant and understanding of
cach other.

C20: “The stalf s very close. Andat’s
just o mice place to work. [Us very laid
back. 1 don't want to kid you, there are a
lot of ligh expectations in this school,
as tar as the statt goes, but, it's not extra
stress or pressure on us because we know
what we've got ourselves mnto, and we
wanted 1o be in there, so none of us mind
domyg it

Sees coliuborative cthic filtering down
to the students in the torm of increased
tolerance and understanding and reduced
discipline problems.

Muaintains a close personal relationship
with staft members within a relaxed
atmosphere. Recognizes that
expzctations tor staft are high, but due 0
the persanal buy-in into the philosophy
of collaboration and the support received
through this format, reststance is not an
issue.

Changes in
students

Personal
fulfillment in
work
relationships
Resistance
reduced

Support received
from others
Buy-in reduces
resistance




Table 5.

Higher Order Thematic Clusters of Clara’s Experience

12

First Order Themes

Sccond Order Thematie
Clusters

1O — —
toto”

w o
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I — 3O\

N W=

4. Acceptance of differences in teachers and

Shared decision making
Opportunity for input
Shared decision making

Sharing of ideas and resources
Sharing of ideas and resources

Shared responsibility tfor tcam building
Shared responsibility for team building
Shared responsibility for students
Shared responsibility for students

Support for tecachers

. Administrator support critical
. Support required

Importance of administrator’s support

. Support received from others

Increased awareness of student need
Student affected

View of special nceds students changed
Support for students

Child-centered approach

Students not singled out

Students engaged in process

Changes in students

students
5. Staff relaxed

4. Opportunity for increased interchange

4. Trust building

% oc

21

Attitude change
Openness to process

. Openness to process
21.

Willingness to change

8. Skills improved

Parity

Reciprocity

Shared responsibility

Support

Child-centered

Acceptance

Communication

Trust

Openness

Skill development
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16.

18.
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. Time for process
18,

22
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26.
id.
14.

15

17.
I8.
19.
20.

27
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23.
26.

18.
. Commitment to process

21

-

24
26.

Support from administrator
Administrator support critical

Administrator as collaborative leader

Administrator’s role in buy-in
Importance of administrator’s role

Time to meet

Time for process
Time commitment

Opposition and resistance reduced
Resistance reduced

Role function

Flexibility in roles
Flexibility in roles

Administrator’s role in buy-in
Phifosophical buy-in
Philosophical buy-in

Buy-in to new school culture
Buy-in critical

Buy-in to new school culture
Buy-in reduces resistance

Commitment to process

Personal fultillment through model

Personal fulfillment in working relationships

Empowered by suceess

Administrator’s role

Time

Resistance

Role function

Flexibility

Buy-in

Commitment

Personal tulfillment

Empowerment




Table 5.13
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Higher Order Thematic Description of Clara’s Expericnee

Thematic Clusters

Generalized Descriptions

1. Parity

(Excerpts from Table 5.11:

1. 12.22)

2. Reciprocity
(2. 3)

3. Shared responsibity
(1. 3.7.9

4. Support
(2,100 1117, 260

6. Acceptance
+. 5

In the collaborative model, all sttt members are
given equal opportunity for mput and share wn the
deciston making process. Active engagement in
shared decision muking facilitates buy-in to the
Process.

The sharing of wdeas and resources is common
among teachers to the extent that “everyone knows
what everyone is doing™. This extensive sharing
allows for greater support tor the teachers and for the
mdividual students.

Through sharing responsibility tor students, teachers
can ensure that “they get the extra help they need™
and that “there 1s always someone there to tactlite™
and ensure that therr needs are met. Having a
administriator who also shares responsibility for
students 1s beneticial. Through the shiring of
responsibility. teachers build a sense of “team™.

Teacher support cach other through a formalized
“mentor/buddy system™ and through also through
informal support of one another in their learning.
This support allows those who have no training in
meeting the needs of children with special needs to
receive help. Supportis also provided by the
admmistrator through the organizational structure of
the school and by allowing the statt the statt time 1o
learn and grow mto the collaborative process.

Experiences the needs of students with spectal needs
and others being met through the collaborative
process due to the fact that teacher receive support in
the classroom and share responsibility for students
with other team members Sees thar the children are
becoming more “tolerant and understanding of cach
other™, have mcereased setf concept, and are less
affected by having "o fabel on their head™.

Team members are teehng imore reluxed and “laid-
back™ with cach other. A high level of collaboration
allows team members to get to know cach other
better both professionally and personally.



7. Communication
(1)

8. Trust
(4)

Y. Openness
(8, 21)

10. Skill development
(¥)

H. Administrator’s role
(9. 10, 16. 17, 18)

12, Time
(1O, 17, 18. 22

More intermingling allows team members to “build a
strong communication base™.

Trust develops as team members get to know each
other well through on-going communication and
spending time in each other’s classrooms.

Describes self as more open-minded due to efforts to
include students with special needs. Believes that a
necessary characteristic for collaboration is to be
open-minded and open to change. for if you're “not
wiliing to accept change and if you're not willing to
learn through this change™. then collaboration cannot
be successful.

Finds that her own skills and attitudes such as open-
mindedness, telerance and creativity have developed
working with children with special needs in an
inclusive format as “you have to continuously try to
think of ways to get through to them or ways to help
them cope™.

The adminmistrator’s role 1s central to the creation of a
collaborative school culture. The administrator must
be knowledgeable and well trained. be supportive of
the staff in their efforts to learn, and be accessible to
staft members. The administrator must also
establish the organization structure in order to
provide time and opportunities {or teachers, parents.
and support personnel to engage in collaborative
activities. In addition, the administrator must aliow
the staff sufficient time for team members to have
buy-in to and ownership of the model.

Having time to engage in collaborative activities and
taking time through a “very slow process. step by
step” fucilitates the engagement in the process and
establishes the framework to “get your staff io
believe init. It is dependent upon the adgministrator
1o arrange the time for this process. Team members
also have a larger time commitment when engaged in
collaborative activities. but due to the time taken to
aliow for buy-in, “we don’t even consider it extra
work. its just something that we do™.



13. Resistance
(12.26)

14. Role function
(1

I5. Flexibility
(14, 15)

16. Buy-in
(17,18, 19,20, 22. 23, 26)

17. Commitment
(18.21)

18. Personal fulfillment
(24, 26)

19. Empowerment
(2
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Personally was experiencing initial resistance to the
concept of inclusion of special needs children, but
developed positive support tor the concept due to the
opportunity for input in the program and the time
taken to create a school culture that supports it.
Resistance to the collaborative process is reduced,
even though staff expectations are high, due to the
opportunity for personal buy-in and the experience
of support from others.

Seces her role as a teacher and the resource
factitator’s role as being flexible and dependent
upon the needs of the teacher and the students.

Sees the model of how teachers work together,
support one another and establish role
responsibilities as being flexible and changing in
accordance with student needs.

Buy-in to the collaborative ethic or philosophy by
staff and students is critical. Allowing tor sufticient
time to understand and own the process builds staff
buy-in and participation. Once team members buy in
to the philosophy. they are willing to put in the effort
and time to make it successtul. Adoption of the
collaborative cthic defines the “our school culture™
and “its just part of the school™. Buy-in means that
members all “believe in it and is something that all
members believe is worth “working towards™ and
are willing to “work their butts off to see that s
accomplished”. The administrator is central in
facilitating buy-in through being knowledgeable.
supportive, and providing time for the process to
work.

Individuals involved in collaborative relationships
must be committed to a developing precess.
Commitment is enhunced through approaching the
process slowly, allowing for individual input.

Collaboration allows for the maintenance of close
personal and professional relationships with other
teamn members in a relaxed atmosphere. Views
collaborative working relationships within a caring
family framework.

Feels empowered by the fact that work is an
enjoyable place to be and that the stalf members
believe they are contributing to the success of
students.
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Summary of Clara’s experience
Clara describes colluboration as “team building” Within this team, individuals have

equal opportunity for input and share in the decision making process, they share
responsibility for students with others, and they receive support in their own
teaching/learning from others in both formal and informal ways. Clara sees equality within
the decision making process as facilitating buy-in to the collaborative model. The sharing
of ideas and resources allows for greater support of the teachers and the individual
students. Having an administrator who also takes on shared responsibility for students is
beneficial to students and to the collaborative process. Clara feels that receiving support
from other team members allows those who have no training in meeting the needs of
children with special needs to receive help. In addition. support is provided by an
administrator who establishes the organizational structure of the school so that team
members have time to learn and grow into the collaborative process.

In fact, Clara sees the administrator’s role as central to the creation of a
collaborative school culture. The administrator must be knowledgeable and well trained, be
supportive of the staff in their efforts to learn, and be accessible to staff members. The
administrator must also establish the organization structure in erder to provide time and
opportunitics for teachers, parents, and support personnel to engage in collaborative
activities. In addition, Clara feels that the administrator must allow the staff sufficient time
to buy-in and have ownership of the program, “selling the whole idea to the staff” in such a
way that it “flows into the system very slowly™. This is, in fact, how she experienced
ownership of the collaborative process in her school.

Buy-in to the collaborative ethic or philosophy by staff and students is critical in
Clara’s experience. Allowing for sufficient time to understand and own the process builds
staft buy-in and participation. Once team members buy-in to the philosophy, Clara
believes they are willing to put in the effort and time to make it successful. Adoption of the
collaborative ethic defines “our school culture™; “its just part of the school,” according to
Clara. Buy-in means that members all “'believe in it” and is something that all members
believe is worth “working towards™ and will therefore, “work their butts off to see that it’s
accomplished™. Clara sees the administrator as central to facilitating buy-in through being
knowledgeable. supportive. ©. I providing time for the process to work.

Clara teels that having time to engage in collaborative activities facilitates the
involvement in the process and establishes the framework to “get your staff to believe in

it". Clara believes that staff members must realize that they are committing to a “developing



process™ over the long term. Clara recognizes that team members also have a larger time
commitment when engaged in collaborative activities. but due to the time taken to allow for
buy-in, “we don’t even consider it extra work, its just something that we do™.

Initially, Clara was resistant to the concept of inclusive education for students with
special needs, however. she developed positive support for the concept due to the
opportunity to provide input in the development of the program and the time taken to create
a school culture that supports it. Overall, she feels resistance is reduced through
engagement in the collaborative activities themselves by receiving support trom others and
through the opportunity for personal buy-in. In fact, Clara describes the staff as “close™
and feels the staff has gotten to know cach other better both personally and professionally
through the collaborative model. In addition, the staff is more relaxed and “laid back™ with
each other even though she describes there being “a lot of high expectations in this school™.

Clara also describes herself as more “open-minded™ since she has worked within
this model. Other skills such as tolerance and creativity have also developed since working
with special needs children in the inclusive format. A “strong communication base™ and a
“sense of trust” is also built through increased interchange between team members. Clara
believes that necessary characteristics for collaborators are open-mindedness and openness

.

to change. She feels that if individuals are “not willing to accept change and if {they’re] not
willing to learn through this change™, collaboration cannot be successtul.

Within the collaborative framework, Clara values flexibility. The model itself must
be flexible and responsive to changing student and teacher nceds. Within the model, team
member roles must be flexible and generally dependent upon the needs of the student and
teacher at any given time. This flexibility, along with shared responsibidity for students and
support of teachers in classrooms, means that the needs of students with special needs and
others are being met. Clara also experiences children becoming more “tolerant and
understanding of each other™, have increased sclf concept, and being less affected by labels
that carry negative connotations.

Finally, Clara feels that collaboration allows for the maintenance of both close
personal and professional relationships with other staff members in a relaxed atmosphere
where “life is just a lot more casier”. She views working relationships as being within a
caring “family” framework. Finally, Clara feels empowered by the fact that work is an
enjoyable place to be and that she believes that she and the other staft members are

contributing to the success of students,
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Loma

Lorna is an educator with 19 years experience, with the past 15 years teaching
grade 1. Previous to teaching grade 1, Lorna had gathered experience in teaching grades 5
and 6 and junior high. Lorna has taught grade 1 for the past four years at this school.
Lorna is experiencing this year, for the first time in her teaching career, support in her
classroom through a resource facilitator. Previously, she “ran the show’ and now
describes the collaborative experience as *“terrific” and expresses the desire for it to continue
in the future.

Lorna enthusiastically participated in the interview. She was most excited and
articulate regarding the role of the administrator in the collaborative process. It should be
noted that the administrator {school principal) and the resource facilitator at the grade one
level were the same person (Ann). The critical role Lorna ascribed to the administrator
often referred to the manner in which she facilitated buy-in of the new model by
implementing it in such a way that the staff believed “it’s something that’s going to help”
tcam members do their job and not just mean extra work.

Excerpts from Lorna's transcribed interviews, the paraphrases of those excerpts,
and the first order themes are included in Table 5.11. The second order thematic clusters of
Lorna's experience are included in Table 5.12. The thematic descriptions of Lorna's
experience are included in Table 5.13. Following is a summary of Lorna's lived

experience as an educator working within a collaborative school environment.
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Excerpts from transcribed interview

Paraphrises

Themes

L1: There's a lot of on-going
communication between myself and other
primary teachers and the administration.
.. ..1 think that’s why we teel
comfortable with it and with cach other,
we're not intimidated at all, and [ think
that is one of the reasons probably it
took so well.

L.2: 1 think [the administrator] is very,
very familiar with this. She's worked a
lot with it and 1 think she's kind of
spearheading this whole idea.

L3: Her [the administrator's] personality
and her knowledge and her experience.
probably [makes colluboration
successful]. Her expertise in the area, |
think it's the person that's heading it is
an indicator of how well your program is
going to work. She's very positive. She
lets us take chances, we take risks. You
can make mistakes.

L4: .. .they [the administrators] clearly
define to everyone what our positions
are, what our jobs are. What's needed,
provide you the time that's needed.
Provide you the assistance that's needed.
What else? I think support is the main
one.

L5: 1 find it, like this i< the first year I've
ever had a person coming and working
with any of my students. 1 ran my own
show before, so T find it terrific this year.
I really enjoy the support 'm getting.
I"ve never really cxperienced this before
and I hope it continues.

L6: The henefits are definitely increased
self esteem fe. the students.

L7: 1just find the communication is
very, very good.  Like, the more you
interact with other people in the school,
the better the rapport is in the whole
schoel, the betier you get 1o know
everybody, the better you get to know
the students

Ongoing communication has fead to the
acceptance of others and the
collaborative process.

Administrator provides leadership tor
coilaboranve process.

Administrator’s personal characteristics
and knowledge base contribute to
successtul collaboration.
Administration promotes nsk tiking
behavior in a sate environment.

Leadership from administrators add 1o
role clarity and arrange for teachers to be
supported i their clissrooms.

Enjoys support received from speciat
cducation personnel and hopes to see
continue in the future.

Scees students” snerease moself-esteem as
o dtrect result of eolluborative tornat.

Communication is increased, leading o
an enhanced teaching and learning
environment and personal closeness
with statf and students.

Communicition
is crtical
Acceptance
enhanced
through
communnciabien

Admimstrator as
leader

Adnmnsteator
charactenstics
Risk-taking
promotcd

Administrator’s
role

Role clanty
Support tor
teachers

Support recerved

Student suceess

Conunumecation
ncreased
Acceprtance
enhanced
thiough
communmeation



1.9: She [the administratorf s very, very
postive and reatly encourages you to
tuke chances and do you best, and you
know, just continue working. And she's
able o break things down into httle bits,
like rather than sayming, okay, we're
doing this, this year, just dumpmg it all
on you and so you're sort of really
uptight, she's able 1o, you know, lets try
this and lets so this and lets see what's
working for us. Andat 1t doesn't work for
us, or if 1's not needed, why should we do
1! Like, she's really able to sort out
what's necessary from what's not
necessary. And even for students, oo

LU Pve see my role changing [in that]
probably [I've become] more of a better
communicator. Betore you did your own
thiny, and you worked at your own speed,
you worked at what you, you sort of were
1 control of what was being taught.
Now you sort of have to communicate
with the other people that you're working
with, and that's o positive thing, too,
because it you're communicating ta
someone else, someone else will say,
well, how about this, or why are you
doing it this way. or, you know, this hke
that, giving and taking situations.

120 These students are going to need
that service and the sooner we get to
them, the seoner its going to benetit
thent. So. | really think the sooner we
get o then, the: better. 1 find also what
we doas twe or three times throughout
the year, we'll go through the whole class
list, chitd by cinld, and discuss how are
they domg, is there any ditficulties,
Like, I've never had that sort of on-going
concentrated communication about child
individually, three ditferent times
throughout the year ever betore. And,
vou now, you need it

L3 I vou've got two people’s or three
people’s opimions and theyv're sort of
seeing the same thing as yoeu are, then
vou sort of look at the aspects, probably
a problem or maybe there's something to
look at or maybe they noticed something
that T had overtooked, and their expertise
quite often s i ditferent arcas than onine.
So. they may see something that is
ditfferent from mine, (oo,

Administrator encourages risk-taking in
statl members. Administrator able to
break process down and include staff in
the decision making so that it 1s
acceptable to staff.

Communication skill is improving
through process. Though interchanging
with others, there is increased
opportunity to learn tfrom their input.

Sces ull students as benefitng from
service delivery model. s appreciative
of the on-going and in-depth
communication needed o meet student
needs.

Consultation and communication with
others means that expertise is shared and
students” needs can be better mict,

Risk-taking
encouraged
Importance of
administrator’s
role

Communication
skill improving
Reciprocity
hetween
members

Students
benefiting
On-going
comnunication
central

Shared expertise
Student needs
mect
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L.14: . . that's her way [the
administrator’s] of starting any new
program. We'll start trom small bits.
We'll see what works, and we'll go tfrom
there. We were always part of it, but we
were always not forced into it. And |
think that's the way any new program has
to be implemented. T don't like drastic
changes. I'm quite traditional, but | like
the wuy she implements things and |
think that's the way we've got to go with
itthe steps at onee. a bit at a ume tll you
feel comtortable with step one then you
move o step two then you move to step
three.

LI5: And you always have to take the
time to reflect. I really think we have o
stop and retlect and see what we're doing.
Is it benefiting or is it change just tor the
sake of change? And [ think the more
person teaches, the moere years of
experience you have, | think, the more
retlection is important, because you have
a lot of years of experience to look back
on

L16: Welll | think it's [the collaborative
ethic] probably teachers and students
working together cooperatively for the
betterment of the individual students.
Yeah, because if we don't have the
cooperation. it we don't have the goals in
mind. the comimon goals, iU's not gaing
to work.

L17: And we always have to keep the
students in mind because it's them that
we're lookimg at and to the, for them to
do their personal best and sometimes just
one person working, cannot get them o
do their personal best. The more people
you get involved. the more people who
tuke responsibility for that student, the
more 1deas you get, the more help you
get. | othink the students will, in the tong
run benefit.

Appreciates how the admmistrator
mtroduced hoth inclusive educanon and
colluborative meractions through small
mcremental steps wath an emphasis ot
statt input and deciston making.
Recognizes that such an approach
reduced her resistance to and increased
her comtort level with the model

Taking tme to retlect s a coveal part ot
undergoing and understanding change.

Sces the tundamental goal of
colluboration between teachers and
teachers and students s mereased student
SUCCUSS,

Students benelit from o mult-personned
approach to mecting then needs,
theretore, teachers and others need to
share responstbility for students.

Admunistrator's
approach
Resistanee
reduced

Tuue ton
reflection needed

Chidd-centered
rouls

Shured
responsibelity
tor students



1% .. [we are] getting to know one
another a fot better. 1 tind this staff s
very close. We've had a number of
ditficult times in this school this year.
One of my grade | students was killed
this year in a car accident. My mother
passed away this year. You know, I've
had lots of difficult times and § found the
stuft very, very supportive. And that's
the same with a lot ot people, and
teachers on the statf. This was a year
where we had a lot of difficuities. We had
our school painted, you know, so there's
@ lot of areas for tension, and time tor
tension.,

[.19: I think anyone that's in this model
has to be willing to work. Like you can't
Just say, kind of say, well, there's
another person helping me, make my job
caster. [U's not going to work that way.
You have to move together. You have to
work tagether. You have to know what
your goals are, and work together towards
achieving those goals.

1.20: I think you have to be open
minded. I think you have to be willing to
work. | think you have to be willing 10
give and take. [hink you have to be a
good communicator. And [ think you
have w be willing to change. Like, 1
really think over the ast, over the last
say 5 or 6 years, 1 have changed more
than | have over the previous 15 yeurs in
teaching.  And that's good, you know,
that I'm changing.

.21 You try and you take chances and
vou are tlexible and you give and you
tike and vou hetp. [This modeling]
comes from the top where you sce the
administrators are doing the same thing.
Like even today [the administrator] gave
up halt a day of her admin. tme o give us
tume o do something hike this. This s
what's done all the time. If she does it tor
us, we'lt i around and we'll do it for
her. And that's just one area, whether it's
academic, whether it's social, whatever.
There's a really good atmosphere of
tlexibility.

Finds that the model allows that staft o
develop closer personal relationships
and support cach other better.

Staft commitment 10 a set of goals and a
willingness to work together towards
those goals is critical within the
collaborative model.

Feels that characteristics of
collaborators include open-mindedness,
a willingness to be reciprocal. good
communication skills. and a willingness
to change. Recognizes that she has
changed greatly in recent years.

Risk-taking, tlexibility, and reciprocity
or seen as critical and when they are
modeled by the school feaders, 1t
increases the willingness and the desire
for staft members to engage in similar
behaviors.

Support in
personal lives

Commitment to
goal

Support from
others

Openness 1o
process
Reciprocity with
others
Communication
skills required
Empowered
through change

Risk-taking
valued
Flexibitity
required
Reciprocity
needed
Administrator as
model
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L22: We've also had the opportunities o
do a lot of professional development.
We were given money to chose in-
services that we wanted to attend, or
protessional development activities in
different areas. And I specifically chose
carly childhood ones, 1o do with special
needs, and it really helps you. And |
think that is necessary. You can't he
expected to take part in something if
you're unfamiliar with it. if’ you're not
comfortable with it, if the resources
aren’t there, if the support isn't there.

L23: Well, you can look at this as a
personal accomplishment tor the staft. |
know that the statt has become much
closer. And because we are closer, we
work better together. | guess because we
work together, we're closer. It just goes
together, you know.

L24: [ think of looking at the students
first {to measure success]. ft's beneliting
the students because we have been able o
pick up dittficulties and deal with
difticulties at grade one level rather than
having them go to grade 2 or 3 level
before these difticulties might be
recognized.

L25: 1 think we've got the support of
parents much quicker. Parents are also
realizing that maybe these students need
some extra help and then the sooner that
they become involved in the student's
education, it's going to help the student
and themselves

L26: It makes a lot of my decision
making, on students, made a lot casier,
‘cause | can discuss it with someone and
someone can say, yes, I recognize that,
Loo.

L27: Communication to parents {is
enhanced|. I know [the resource
tacilitator] also takes tme during parent
teacher interviews or any time she sces
the parents, she also communicates with
them. And the more communication we
have the more openness you have, the
more you can do for these students.

L28: It's a working maedel that's working
in our school that's really bencefiting our
students. 1 think the stadents are the
winners in this situation.

Professiomal development activities that
develop the knowledge and skiils
necessary to work etffectuvely within the
model are important for teacher buy-in.

Sces a cyclicad relationship between the
staff working together in the
coliaborative model and improved statl
relations.

Sees a guicker response time to student
needs and utilize s tis a measurement of
success of the collaborative model.

Feels that there is more parental support
when the parents sce that their student’s
needs are being addressed sooner.

Decision making regarding students is
cusier when there is shared
responsibility and support with anothes
individual.

Multiple individuals tuking
responsibility to communicate with
parents leads to inereased openness and
levels of commumecatton, thereby,
making programs tor students maore
eifective.

Recognizes that the model 15 evolving.
but sees it evolving in such & way as
being beneficiad to students.

Statt
development
required

Buy-n through
statt
developmerit

Lmproved alt
telations

Stodent needs
met guicher

Parental suppont
parned

Shuired
responsthility
tor decision
making

Support tor
decinton miskmy

Communication
with parents
Openness
icreased
Studenis benedst

Openness to
change
Students benetit
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Recognizes that on-going change and

development ¢ the model is essemial to
it's success. Individuals working within
the model must be willing to be flexible.

1.29: It's something that's got to be
worked at, 1t's something that's got to be
continuously changed or upgraded
whatever is necessary, you have to be
very flexible to make this model work,
You can't start in Sepi. and say this is
exactly the way it's going to work. This
1s what we're going to do. This is my
outline of things till the end of the year.
It's not going to work that way at all

Total staft buy-in is critical as well as a
staft commitment to change, when and if
necessary to make the collaborative
model work.

[.30: You have to have the whole statt
that's committing to the philosophy.
You have to have the whole staff that's
committed to change. You can't get a
timetable in Sept. and say this is the
timetable we're going o follow till the
end of the year. You have a rough outline
of what & timetable is, and as the year
progresses you change if necessary,
retlect if necessary. You continue to
make changes along the way.

Administrator’s role is critical to ensure
that anxiety is reduced and buy-in is
facilitated.

.31 1 just really think i's, whoever is
in charge of doing it, is really so
mmportant, ‘cause the way that it comes
into the school, the way it's presented to
the school 1s very, very importasit.

The anxicty is reduced. Like, there's so
many new programs pushed into the
schools right now, that teachers, as soon
as they hear new program or semething
ditferent, their backs are up already. So,
i's got be implemented tn such a way
that it's something that's going to help
you, rather than something that's going
to mean more funnecessary| work.

Openness to
change
Flexibility
required

Buy-in critical
Commitment to
change

Administrator’s
role

Buy-in
facilitated
Resistance
reduced
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Table 5.15

Higher Order Thematic Clusters of Loma’s Experience

First Order Themes

=1y -
Sccond Order Thematie
Clusters

NOW WR—ORWR

-

Communication is critical
Communication increased

. On-going communication central
. Communication skills required
. Communication with parents

Comfort level of staff members
Acceptance increases though communication
Improved staff relations

Administrator as leader
Administrator characteristics
Administrator’s role

Importance of administrator’s role

. Administrator’s approach

Administrator as model
Administrator’s role

Risk-taking promoted
Risk-taking encouraged

. Risk-taking valued

Role clarity

Support for teachers
Support received

. Support in personal lives
. Support from others
. Parental support gained

Support for decision making

Student success

. Students benefiting

. Student needs met

. Child-centered goals

. Student needs met quicker
. Students benefit

Students benefit

. Communication skill developed

Communication

Acceptance

Administrator’s role

Risk-taking

Role function

Support

Child-centered

Skill development
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li.
13.
20.
. Reciprocity needed

20.

21

Reciprocity between members
Shared expertise
Reciprocity with others

Resistance reduced

. Resistance reduced

. Shared responsibility for students
. Shared responsibility tor decision making

Commitment to goal

. Commitment to change

Staff development required

Buy-in through staff development

. Buy-in critical
. Buy-in facilitated

. Openness 1o process
. Openness increased
. Openness to change
29,

Openness to change

Empowered by personal change

. Flexibility required

29.

Flexibility required

. 'Time for retlection needed
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Reciprocity

Resistance

Shared responsibility

Commitment

Training

Buy-in

Openness

Empowerment

Flexibility

Time




Table 5.16
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Higher Order Thematic Description of Lorna's Experience

Thematic Clusters

Generalized Descripuons

I. Communication
(Excerpts tfrom Table 5.14:
1,7.12.20.27)

R £V

Acceptance
7

»
I-9
(O8]

~—

3. Admuinistrator’s role
(2.3.4,9, 14, 21. 31)

4. Risk-taking
(3.9.21)

5. Role function
(<)

Communication leads to an enhanced leaming and
teaching environment and increased acceptance of
other team members. “Being a good communicator”
is essential to the collaborative process. On-going
and 1n-depth communication is needed in order that
student needs are met. Communication to parents is
also enhanced through model as more individuals
share the responsibility of connnmunicating with
parents.

Acceptance 1s enhanced though increased interaction
with others with “the rapport of the whole school”
improving. Believes that the statf is “closer™ and
“works better together™ due to the nature of the
collaborative environment.

Administrator provides leadership tor colluborative
process; promoting risk-tuking behavior and active
participation in decision making in a sate
environment. Administrator’s personal
characteristics and knowledge base contribute o
successful colluboration. Leadership from
administrators add to role clarity and arrange for
teachers to be supported in their classrooms,
Administrator facilitates acceptance of the process by
presenting information, “sorting oul what's ¢ssential
from what’s not essential”. Administrator’s role is
also seen as critical to ensure that anxiety is reduced
and buy-in is fucilitated which is contributed o a
leader who models risk-taking, tfiexibility, and
reciprocity.

Administrator sets up the environment where
members we willing to ““tuke chances™, “muke
mistakes™ and “take risks”. Statt members e
encouraged to “do their best™ and “just continue
working”™ when mistakes are made. Risk-taking
behavior is more likely to occur when it is modeled
from the school leaders,

Adminstration adds to role clarity when “they clearly
define to everyone™ what their positions are.



6. Support
(4.5, 18,19, 25. 26)

7. Child-centered
(6,12, 13, 16.24.27.28)

8. Skill development
(Ih

9. Reciprocity
(11, 13,20, 21)

10. Resistance
(14. 3

I't, Shared responsibility
(17, 26

12, Commitiment
(19 3
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Recognizes that the model allows staff members to
support each other better and feels she is benefiting
from the support she is receiving from other
personnel. Commitment is enhanced when she
knows “theve is another person helping me, making
my job easier”. Decision-making regarding student
needs is also easier when support is being received
from other individuals. Feels that parental support is
more apparent under the model when parents see that
their child’s needs are being addressed sooner.

Sees an increase in student self-esteem a direct result
of the collaborative model. Feels that increased
communication and shared expertise leads to all
student’s needs being met better and sooner. Views
the fundamental goal of collaboration between staff
members as increased student success. Describes
increased communication between tleam members as
leading to increased openness, and more effective
programs for students.

Feels that she has become a “*better communicator™
through increased interchange with others.

Consultation and communication with others means
that expertise is shared and students’ needs can be
better met. Feels she has more of an opportunity to
learn from input from others. An essential
characteristic of a collaborator is the “willingness to
give and take™ and this needs to be modeled by the
school leadership.

Resistance is reduced through the administration
introducing collaborative formats in small,
incremental steps. Anxiety is reduced when
individuals are able to see the value of the process in
a non-forced manner.

Believes that students benefit from a multi-personnel
approach to meeting their needs. therefore. making it
necessary for teachess and others to share
responsibility for students. Deciston-making
regarding student needs is easier when responsibility
is shared.

Staff commitment to the goals of the program, a
willingness to work. and a commitment to oa-going
change together are critical for the collaborative
process to be successtul.



13. Training
(22)

14. Buy-in
(22,30, 3D

15. Openness
(20, 27. 28. 29)

16. Empowerment

(20)

17. Flexibility
(21.29)

18. Time
(15)

Engagement in professional development activities
are viewed as necessary due to the fact the “vou can’t
be expected to take part in something if vou're
unfamiliar with it™. Opportunitics for on-going
learning is important in this model.

Buy-in is tacilitated when individuals engage in
professional development activities that support their
work in the collaborative model. Total staff buy-in
is critical in the collaborative model and it is the
administrator’s role to ensure that this buy-in is
facilitated.
Describes being “open-minded™ as an essential
characteristics of colluborators. Team members must
exhibit openness to the evolving process, an
openness to change and a willingness to engage in
open communication.

Recognizes that she has changed greatly within the

collaborative framework and views this as a positive,

cm p()\VCl'i ng occurrence.

Individuals “must be very flexible to make this
model work™. The administrator modeling flexibility
increases the likelihood others will engage in flexible
actions to support the collaborative process.

Taking time to reflect is critical to understanding and
undergoing the continuous change required in the
collaborative framework.
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Summary of Lorna’s experience
In Lorna’s experience, the administrator provides the active leadership necessary

for the collaborative process; promoting risk-taking behavior and active participation in
decision making in a safe environment. Lorna cited the positive personal characteristics of
the administrator and the administrator’s strong knowledge base as contributing to the
success of the collaborative model. Leadership from administration added to role clarity
and facilitated teachers being supported in their classrooms. Lorna believes that the
administrator facilitates acceptance of the process by presenting informaiion in a step by
step fashion, “sorting out what’s essential from what’s not essential”. Lorna is
experiencing an administrator who ensures that anxiety is reduced and buy-in facilitated by
the administrator modeling risk-taking, flexibility, and reciprocity.

Taking risks and making mistakes encourages staff members to “do their best”
within a supportive environment. Within this framework, individuals must be *“‘very
flexible to make this model work™. Lorna feels that an essential skill of collaborators in this
environment is the willingness to give and take. She experiences this reciprocity when
engaged in increased communication and consultation with others. As ua result, Lorna fecls
she is learning from the input of others contributing to an increase in her communication
skills.

Having support from her colleagues and sharing responsibility for students means
that students™ needs are met better and more quickly. In fact, Lorna views the fundamental
goal of collaboration between staff members as increased student success through more
erfective student programming. Lorna is enjoying the increased support and the sharing of
teacher expertise within the colluborative model because decision regarding students is
shared, thereby making her job easier. Lorna feels that her commitment to the collaborative
process and the philosophy of inclusion is enhanced when she knows *“there is another
person helping ... making [my] job casier”. In addition, Lorna teels that parental suppori
ts more apparent in the collaborative model when parents can see that their child’s needs are
being addressed sooner by a committed team who share responsibility for communicating
Lo parents.

“Being a good communicator™ is essential to the collaborative process according to
Lorna. On-going and in-depih communication is needed in order that students’ needs can
be addressed. In Lorna’s experience, communication leads to an enhanced learning and
teaching environment and increased personal interaction where team members learn to

accept cach other and “work better together™. Lorna experiences the “rapport of the whole
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school improving™ and the staft becoming “closer™ due 1o the nature of the collaborative
environment.

This increased communication leads to increased openness between staft members.
In fact, open-mindedncss is, in Lorna’s experience, an essential characteristic for
collaborators . Team members must not only be willing to engage in open and frequent
communication, but must also be open to the ever-eveolving process of change under the
collaborative model. A staff commitment to this on-going change. to the goals of the
program as eswablished by the staff, and to working together are critical for the collaborative
process to be successful. Lorna feels it is important to take the time to look back and reflect
upon the changes being undertaken by the staff, to make sure that the change is beneficial
and not “change just for the sake of change™.

Lorna feels that having the total staft buy-in to the collaborative process is critical.
She feels that this buy-in can be facilitated when team members engage in professional
development activities together that build their knowledge and skills as collaborators. The
collaborative model provides opportunities for on-going learning. Lorna feels that she has
learned and changed greatly within this model, “more than [she] has over the previous 15

ears in teaching”, finding this to be a positive and empowering experience.
o o E
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Julie

Julie is the grade four teacher and an administrator (vice principal) at this school.
This was Julie’s first year at this school and, as a result, was not in the school in the initial
stages of development of the collaborative philosophy and practice. Julie was, however,
able to speak to the phenomenon with intensity and enthusiasm. During the interview,
Julie framed her experience from both of her school roles, although the focus tended to be
on her role as a classroom teacher. She frequently compared her previous experiences
working in schools without a collaborative model to her new experiences in this school.
She spoke often of the isolation and frustration that had been her experience before
engagement in the collaborative model as she tried to meet the needs of a diverse student
population. From her current position, she discussed the support and security she felt
working within the collaborative framework.

Excerpts from Julie’s transcribed interviews, the paraphrases of those excerpts. and
the first order themes are included in Table 5.17. The second order thematic clusters of
Julie’s experience are included in Table 5.18. The thematic descriptions of Julie's
experience are included in Table 5.19. Following is a summary of Julie's lived experience

as an educator working within a collaborative school environment.
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Excerpts from transcribed interview

Paraphrases

Themes

Jt: What it means in this school is that
we work collaboratively with the statf
within the classroom. For example, we
have support statf, we have a resource
tacilitator, su that benetits the children
both on individual program plans as well
as those who aren't, because when we sit
down, we look at the needs of all
children, the special needs as well as the
individual needs of all children. And then
that goes into the whole school coneept
where we have a team that sits down and
problem solves and what not.

J2: I'm really comfortable with my role.
[ don't feel like I'm a teader, and I don't
feel like I'm a follower. It feels like
you're really working together. It's not
like one person has [all the) expertfise].
One person has a little bit of expertise
there, and another has expertise there.
For example T bring with me background
knowledge from all grade levels, where
people I'm working with have maybe
special ed. background or testing
background. So, we do use the expertise
of the individuals but there's no
hierarchy. The support staft works well
into the model. They have expertise that
they bring as well.

33: The feeling that I have in this
school, is that we're all here to work
together to make the children the best
that they can be, and we also work
towards making the staft the best that
they can be

Teachers are supported wathin the regular

classroont in order to meet the needs of
students with special needs and others.

Role is multi-dimensional. Expertise s
shared among all stukeholders, thereby
climinating a hierarchy.

Focus of school is on working together
tor the betterment of the child and the
adult stakcholders,

Support for
teachers
All student
benett

Role tunction
Parity n roles
Shared cxpertise

Cluld-centered
focus



J4: an many schools that I've been an,
you feel very tsolated in that you have
this group ot children, and you can
identity all the needs, but you're on your
own to {ind a helper and to get them the
help that they need. Whereas here you
work together. And we sit down
frequently and take a look at how we're
doing. . . . So that you really, the
itterence is that I really feel that the
needs of the ehildren are being miet here.
And olten T would teel, as ansolated
teacher in another situation, knowing
that kids need more but not knowing
where to go or how to get it or heing uble
to do 1t because Fust didn't have the
time

J5: we have to be able to trust une
another so that we will be walling to
tuke-tisks, make nustakes  and learn
from them 1t this [collaborationt is
going 1o be successful. Here it is okay to
mess up as long as we tearn from it and
move on, you know. And the
admimistrator has o lot to do with setting
up that basis ol trust and risk-taking.

Jo: So,in terms of scheduling, she [the
admimistrator] is trying to provide some
consistency with resource facilitators in
the different levels. . o0 We tried to get
consisteney there. We bring in subs, a
couple times a year, so that the
tucdittors and the classroom teachers
can sit down and go over the programs
and make adjustinents for the programs
and do some team planning und that sort
of thing.

17; Part of the collaboration is having
the support e the school [sof that we're
able to be a collaborative team. ., the
support is o place. the shared expertise
s 0 place, so that you know where to go
to et the help. and that sort of thing, so
you're always working towards what the
mdividuat children are needing.

IS T ean't think of any barriers. | think

there's better communication when you're
sithimg down with the team. The weachery’
m-rovm support personnel are willing to
share information about the children that
you nught not otherwise have had.

Sense of 1solation and personal
trustration is reduced through support
from others and shared responsibility for
student problems. Frequent
communication and time tor reflection an
essential parts of this model.

The establishment of trusting
relationships facilitates risk-taking and
learning. The administrator has a central
role in creating an environment where
individuals are able to trust cach other
and are willing to take risks.

Administrator provides time and
resources so that team menthers can meet
and plan for student programming.

When teachers are supported and know
that they can utilize the expertise of
others, the focus can become the child
and histher needs.

Communication is enhanced through
collaborative teaming.  Sharing of
infornuition occurs between teachers and
support personnel provides additional
mtormation regarding student needs.
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Support
decreases
1solation
Shared
responstbility
decreases
1solution
Communication
critical

Time for
reflection
Student needs
met

Building of trust
Importance of
risk-taking
Administrator’s
role in
establishing
environment

Administrator
provides time

Support for
teachers

Shared
responsibility
for students
Shared expertise
Child-centered

focus

Communication
s enhanced
Sharnng
responsibility
for intormation



J9: You know, kids {whether they havel
special needs or otherwise, they're
looked at as an all around person, Like
socially how are they performing, or
where are they fitting, what do the need?
For example. some of our students didn't
have a friend. so our goal for them was to
at least have on friend by the end of the
year or whatever. We had set up social
gouls for them. We set academic goals.
We set expectations and things like that.
so, Fdon't think it's any difterent than
what 1 already said about the individuals
who aren't on individual programs, and
that's I think they all benetit in the same
way that the children who do actually
have individual programs done.

J1O: ..in school we have resource
tacilitators, and that kind of support is
really essential. That support allows you
to do a lot of contuct with parents if you
need to. It allows you to take kids from
the classroom, i she's in the classroom,
she can carry on it you need to deal with
certamn things with certain with certain
children.

J11: So in this particular school, the
leadership comes trom the
administration. The support comes from
the administration, release time enabling
staff to attend in-servicing or anything
like that. and that would have to go
through the administration.

J12: 1 think it's (communication)
definitely improved, because you're,
you're sharing information about a child
that's, hopefully beneficial to that chitd.
In all of the meetings that Pve attended,
there's never been anything shared about
a child that wasn't relevant to the child's
overall good interests.

J13: People have to he open [to the
collaborative process| and not
threatened. T was just having inclusive
ed. session last evening, and many of the
facilitators were speaking about how
they actually got into clussrooms, and |
think that people have to, teachers, have
to understand that the model is there to
help the children and not teel threatened
by it. so everyone has to be open and
tlexible, and that includes suppoit stalt.

Sces all students as benefiting trom
collaborative approach, whether
designated as having special needs o1
not.

In-chass support aifows for increased
Texibility and breadth ot roles
Teachers, resource factiitators, and
support personnel can interchange rofes
if necessary in order to meet student
needs.

Administration provides leadership
through providing release time to statd
members tor collaborative or
professional development activities.

Communication is viewed as mmproved
through collaborative process. Views
tume spent sharing inforination with
other team members as valuable to the
student.

Opcenness to the colluborative process
and the philosophy of inclusive
education needed morder to be successtul
within model. Flexibibity 15 also needed
by all team menibers.

All students
benetitnyg

Role function
Flexibihty
toles
Reaiprocity of
toles

Admmnistration
provides time

Communication
skill improved

Openness to
Process
Flexibility
required
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114, Fhey also have to be open to doing
things a littie it ditferently.
Somctmes, and 1 thik that's a key
tactor. |11} people are Hlexible and not
thicatened, then you're going to have a
great dead more suceess with 1. And so
you may not. m a collaborative model.
you may not have evervhody on board,
rnght ott the bat, it ke time and a
great deal of trust amongst all the people.

J15: You have to be cautious of your
personabities, the types of people that
yot have. Not everyone will [be ready to
bel colluborative. Many people work
well on their own and prefer to be on
ther own, and soin some ways you have
to work to bring them on board, but you
also have to respect the way that woik
best and what they want to work at in
therr arcas.

FO: Lt someone s resistant to
working 1 a cotlaborative model. they
have to see it workig well and maybe
Just pet on board bit by bit. For
example, this year we're doing o
newspaper, and someone who would feel
teady 1o be part the whole working
together coneept, had expertise with
working witiv computers, so that person
started to come on board and say. well,
gees ean waork with you on that. So ity
the hiitle steps that we have to provide
time tor those things to happen

J17- T think it also depends on the
comnutment of your statt, but 1 think
that tf you provide the time. you're
alwiay s gomg to iave more success. ...
Soowese built i tme outside the actual
school hours, but we're also bringing in
same supply time dormg the day. so
without that. then you're fosing out on
the comnumcation,

JIS: Frhink that many, many educators
would Irhe to work together and share
therr eapertise, but Jwith all thef
commuments to the classroom, and time
commnutments, this [collaboration]
allows people more tiune to do the rdea
shartng that they need. to share resources
and ultimate!y share i order to be
successtul with students. So, the timie
factor as really essential,

Openness to the change process and o
learning e critical. Recognizes that
buy-1n to the process takes time as does
the establishment of trusting
relationships between collaborators,

Respect of individual differences leads to
aceeptance of collaborative model. Time
will be needed in order for some members
10 buy-1n to process.

Believes resistant individuals will buy-in
when they see the model working
successfully. Individuals must be
provided with the opportumty to fecel
valued within model over a sutficient
period of time.

Commitment of staft will occur it
sutficient time 1s provided for buy-in.
Communication decreases 1t time is not
provided tor interaction between team
members,

A collaborative framework allows time
tor individuals to share resources, ideas,
and responsibility.

Openness to
change
Willingness o
take risks
Buy-in takes
tiime

Trust takes time

Acceptance of
ndividual
difterences
Time for buy-in

Resistance
reduced over
time

Buy-in increased
over time

Time increases
commitment

Time increases
communication

Sharing of
cxXpertise
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J19: I'd say most people would be
interested in working in this model but
they have to be good communicators and
they have to be tlexible.

J20r Lowe do have a problem solving
aroup and I think as a result of that its
more proactuve. Everything's more
proactive so you don't end up with biy
problems. In terms of the children,
you're trying to assess their needs and
mieeting those needs before they become
a major problem.

J21: Inas far as decision making goes.,
there's a lot of input and | think that
anybody who has input, and can see that
the end results, feels a lot better about the
decisions when they're made and that,
again, that happens in this school. It's
not a top down sort of deciston making
model.

322: We're provided with scheduling in
such a way that when the resource
tacilitators in the classroom. we can pull
out, but it doesn't necessarily have to he
the special needs students. For example, |
have 7 {students with special needs| in
my classroom, but they're doing
particularly well because we adjusted the
program for them. so 1 have an
opportunity to pull out tor enrichment. |
huve an opportunity to pull out kids who
are just simply having trouble petting
themscelves organized. It they just had o
few skills, they make leaps and bounds.

J23: I'm actually, this year, on a real
high. I'm really enjoying it because
personally T feel a great deal more
success. 1 ean see the growth in the kids
tar easier. | have twenty children this
year, but to be able to see the growth
because T have an [sign language]
interpreter in my classroom as well as a
resource tactitator tor language arts, The
kids get the help that they need. And it
miakes me feel good that it makes them
feel good. So,at's an overall growth
expaerience. T know what we are domng 1s
mauking a difference. I'm challenged this
year to see the negative.

Good commumcation shitls and the
abiliy to be tlenble are seen as
essential charactensties for
collaborators.

Problein solving onented approaches
within collaborative tramework allows
for i more proactive response to student
problems.

Input from all statt members s sought
out and valued.

Having support in the classtoom allows
teacher to be tlexible i programnung
tor special needs student and others.

Is teehing personally successtul
functioning within the colluborative
mode! duce to the fact that she s seeig
success 1 the students. BEmpowered by
the beltet that what she s datng s
worthwhle.

Commumeation
shills
Flesebaliy
l(\lllllk‘ll

Proactine
response to
student need

Vadumg of mput

Support allows
lor tlesibihty

Personal
tultalbment
Einpowered by
Tadent siccess
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124 Now, what we do as a collaborative
teain 1s that when we do have the
mservices, individually to go to
professional development activities, or
whatever, we always have the
opportunity to share them with the rest
of the stalf. And that kind of sharing of
expertise is really important. But that
also allows people to recognize one
another as equals and to be witling to ask
guestions and to be willing to share
themselves, We're given many
opportunities, . . and it's really
promoted that you get involved with
protessional development.

J25: F think what it {collaboration]
means for me is that kids are successtul,
support and professional staft are also
successtul, and I haven't yet mentioned
custodial staft, either. It's really neat to
see when you sit down in the staft
meceting, where everybody's involved,
they ¢ oh have an opportunity to speak
and they work realtly well together. And
an example is that when kids would come
i trom recess, things would be left alt
over the hallway, well that really
bothered the custodian and he brought it
up at a meeting, and right away you could
20 to any of those areas, and you knew
that the teachers had wddressed the
problent. So, everybody has input, and
everybody's respected. and the respect
pocs both ways.

Professional development activities is
viewed as being more successtul and
meaningful as members have the
opportunity to shkare their expertise with
others. Individuals are recognized as
having equal ability and responsibility
in professional development growth and
sharing.

Everyone is viewed as having cqual and
valuable input. Sec individuals as
becoming empowered through the
collaborative process.
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Parity of
responsibility
Rectprocity
through
professional
development
Support tor
learning

Equal input
valued
Empowerment
through cquality
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Table 5.18

Higher Order Thematic Clusters of Julie’s Experience

First Order T hemes Sccond Order Thematie
Clusters

1. Support for teachers Support
4. Support decreases isolation

7. Support for teachers

22. Support allows for flexibility

24, Support for learning

1. All students benefit Child-centered
3. Child-centered focus

4. Student needs met

7. Child-centered focus

9. Students benefit

12. Students benefit

20. Proactive response to student need

2. Role function Role function
10. Role function

2. Shared expertise Reciprocity
7. Shared expertise

10. Reciprocity of roles

18. Shared expertise

24, Reciprocity through professional development

2. Parity in roles Parity
21. Valuing of input

24. Parity in responsibility

25. Equal treatment

4. Shared responsibility decreascs isolation Shared responsibility
7. Shared responsibility for students
8. Sharing responsibility for information

4. Time for reflection Time
14. Buy-in and trust take time

15. Time for buy-in

16. Resistance reduced over time

16. Buy-in increased over time

17. Time increases comimunication and

commitment



4. Communication criticai

7. Communication is enhanced

17. Time increases communication
19. Communication skills

5. Administrator’s role in establishing
environment

6. Administrator provides time

11. Administrator provides time

5. Building of trust

14. Trust takes time

5. Importance of risk-taking

14. Willingness to take risks

10. Flexibility in roles

13. Flexibility in roles

19. Flexibility required

12. Communication skill improved
13. Openness to process

14. Openness to change

14. Buy-in takes time

16. Buy-in increased over time

15. Acceptlance of individual differences
16. Resistance reduced over time
17. Time increases commitment
23. Personal fulfillment in model
23. Empowered by student success
25. Empowered through equity
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Communication

Administrator’s role

Trust

Risk-taking

Flexibility in roles

Skill development

Openness

Buy-in

Acceptance
Resistance
Commitmernit
Personal fulfillment

Empowerment
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Table 5.19

Higher Order Thematic Description of Julie s Expericnce

Thematic Clusters

Generalized Descriptions

1. JS'upporl

(Excerpts from Table 5.17:

1,4,7,22,24)

2. Child-centered
(1.3,4,7,9,20)

3. Role function
(2, 10)

4. Parity
(2.21, 24, 25)

Feels supported in the classroom by the resource
facilitator and support personnel, leading to o
reduction of the sense of isolation and frustration
previously felt in the classroom. Through suppeort,
teachers are better able to be tlexible and concentrate
on the needs of the child. Also feels supported in
her own professional learning through the
expectation to share her expertise with others and
have that sharing reciprocated.

Believes that the focus of the school is on “working
together to make the children the best that they can
be” which is accomplished through teacher support,
shared expertise. and shared responsibility. for
students. When teachers are supported and know
that they can utilize the expertise of others, the focus
becomes the child and his/her needs. A problem-
solving orientation within the colluborative model
allows for a more proactive response o studerit
needs, allowing teachers to “access their needs and
meet those needs before they become a major
problem™.

Feels comfortable in a multi-dimenstional role where
she considers herself neither a “tolfower™ or a
“leader”. With support in the classroom, an
opportunity is created to take on a greater breadth in
one’s role functions.

Since expertise is shared among all meinbers, there
15 no hierarchy of roles. Everyone is viewed as
having cqual and valuable input which is sought out
trom all stalt members. Team members are
recognized as having equal ability and responsibiiity
in professional development growth and sharing.



5. Reciprocity
(2,7, 10, 18, 24)

6. Shared responsibility
(4.7.8)

7. Time
o118 16, 1D

8. Communication
(4.8, 17.19)

9. Adnuntstrator’s role
(5.6, 11
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Within this model, the staff is able to “use the
expertise of the individuals, but [eliminate] the
hierarchy”. Teachers, resource facilitators, and
support personnel can interchange roles if necessary
in order to meet student needs. The collaborative
framework provides an opportunity for individuals
to actively engage in the sharing of resources. ideas.
and responsibility. In addition, professional
development becomes more meaningful when
members have the opportunity to share their
expertise with others.

Sharing responsibility for student problems reduces
the sense of isolation often experienced by teachers
and improves that ability of teachers to respond to
student needs. Recognizes that in-class support
personnel will be able to share information with
teachers that “you otherwise might not have had™
making the teacher more aware of “what individual
students may be needing™.

Time for reflection an essential part of the
collaborative model. Recognizes that buy-in to the
process takes time as does the establishment of
trusting relationships between collohorators.
Believes that individuals must be provided with the
opportunity to feel valued within the model over a
sufficient period of time. Feels that time should be
provided durng the day fo: individuals to
communicate and interact within the collaborative
process.

Communicaution is enhanced through collaborative
teanung. Team members need the opporiunity to “sit
down frequently and look at how we are doing™.
therefore good communication skills are seen as an
essential characteristic for collaborators. Insufficient
time for communication reduces the effectiveness of
the collaborative format.

The administrator has a central role in creating an
environment where individuals are able to trust each
other and are willing to take risks. The administrator
also provides the time and resources so that team
members can meet and plan for student programs.



10. Trust
(5. 14)

11. Risk-taking
(5. 14

12. Skill development
(12)

13. Openness
(13, 14)

14. Buy-in
(14, 16)

15. Acceptance
(15)

16. Resistance

(16)

17. Commitment
(17

18. Personal fulfillment
(23)

19. Empowerment
(23, 25)

The ability for members to trust cach other is
essential to the colluborative process, but this
building of trusting relationships takes time and the
ability of the administrator to create an environment
where individuals are willing to trust

Team members must be “willing to take risks, make
mistakes. and learn from them™ if collaboration is to
be successful. Individuals must be “open to domg
things a little bit differently’ and recognize that it will
take time as “you may not have everyone on board,
right off the bat™,

Communication skill is viewed as improved through
the collaborative process.

Openness to the collaborative process, on-going
change, and the ability not to “feel threatened™ are
viewed as essential in the collaborative modet.

Recognizes that buy-in takes time and believes that
individuals will buy-in to the model when they see
the model working successfully for themselves.
Recognizes that you may have to bring some people
on board “bit by bit” over a sufficient period of time,

Within the collaborative model. individuals must be
“cautious of personalities™, respecting that some
people “work well on their own and prefer to be on
their own™ and so it takes time and effort to “work to
bring them on board™.

Believes resistance to process is reduced over time
and when individuals see the model working
successfully for themselves.

Recognizes that the success of the model “depends
on the commitment of the staff™, but believes that
commitment will occur if the staft is given sufficient
time to buy-in to the process.

Fees personally successiul functioning within the
collaborative model due to the fact that the students
are CXPCricneing success.

Empowered by the belief that what she 1s domg is
worthwhile. Experiences others becoming
empowered through the model as their voices are
becoming heard on staff.
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20. Flexibility Flexibility is viewed as an essential characteristic for

(10, 13, 19) collaborators. Is experiencing more flexibility in the
role being performed as she shares responsibility and
roles with other staff members.




Summary of Julie’s experience

Julie's experiences in other schools is that she often felt isolated in her school
environment; “knowing that the kids need more, but not knowing where to go or how to
get it [help] or [not] being able to do it [providing more help] because 1 didi’t have the
time”. However, in this school she teels supported in the classroom by the resource
facilitator and support personnel, leading to a reduction in the sense of isolation and
frustration. Julie also feels supported in her professional learning in that she is expected to
share her expertise with others just as they reciprocate that sharing ot expertise to her.
Through this support. she feels she and the other team members are uble to be more fiexible
and, therefore, better able to concentrate on the needs of the child. In fact, Julie believes
that “working together to make the children the best that they can be™ is the primary focus
of the schoo! and can be accomplished through teachers supporting one another, sharing
expertise, and sharing responsibility for students. Julic feels that when teachers are
supported and know that they can utilize the expertise of others, they are better able to
focus on the child and his/her needs. In addition, Julic feels that the problem-solving
orientation within the collaborative model allows for a more proactive response to student
needs, allowing teachers to “access [the student’s] needs and meet those needs before they
become a major problem™. Julie feels that this focus on student success contributes to her
own feeling that what she is doing is worthwhile. In fact, Julie describes hersell as being
“on a real high” during this, her first year working within a collaborative framework, due
primarily to the “growth in the kids™.

Julie recognizes that sharing responsibility for student problems not only reduces
the sense of isolation and improves the ability of teachiers to respond to student needs, it
also allows team members to share information that they “otherwise might not have had™,
making the teachers more aware of what individual students may be needing. Julie feels
that the ability of team members to interchange roles, if necessary , provides for students
needs as well. Therefore, engagement in the collaborative model provides Julic an
opportunity to actively engage in the sharing of resources, ideas and responsibility with
others in her school. According to Julie, professional development activities also becomie
more meaningful when team members have the opportunity to share their experiences and
their expertise with others.

Julie expericnces a reduction in the “hicrarchy of roles™ at her school since staff s
able to utilize the expertise of all members. Due to the support she is receiving in the

classroom, Julie also experiences a greater depth in her role functions. Julice feels that



everyone on staft is viewed as having equal and valuable input which is actively sought out
by the school administration. As a result, she considers herself as neither a “follower™ or a
“Jeader” within the collaborative model. Since team members are viewed as having equal
ability and responsibility, Julic believes she sees others becoming empowered through the
model as their voices are becoming heard on staff.

Within the collaborative model, team merbers must be “willing to take risks, make
mistakes, and learn from them’ if collaboration is to be successful. Julie feels that
collaborators must not be intimidated to “*do things a little bit differently”, being open to on-
going change and the process of collaboration. The ability for team members to trust each
other is essential, according to Julie, but she recognizes that this building of trusting
relationships takes time and the ability of the administrator to create an environment where
individuals are willing to trust. Julie has experienced that not everyone will be “on-board,
right off the bat” and that these people will need to be brought into the collaborative process
“bit-by-bit” over a sufficient period of time. Recognizing the collaborative model is
unfamiliar to some individuals, Julie feels that administration must be “‘cautious of
personalities™, respecting individual’s work preferences, taking the time and the effort
necessary to “bring them on-board™. Julie believes, however, that resistance to the
collaborative process is reduced if sufficient time is give and when individuals have the
opportunity to see the model working successfully for themselves.

Julie feels that the success of the collaborative model “depends on the commitment
of the staff”. Julie believes that individuals must be provided with the opportunity to feel
valued within the model over a sufticient period of time. In fact, time is viewed by Julie as
the primary factor necessary to ensure buy-in and commitment to the collaborative process.
Time is not only needed for buy-in and commitment and the building of trusting
relationships. but also for communication and interaction between team members on a
regular basis. In Julie’s experience, communication in the school is enhanced through the
collaborative process, with insufiicient time for communication reducing the effectiveness
of the cotlaborative process. Theretore, good communication skills are essential
characteristics for collaborators and also a result of engagement in the collaborative
process. According to Julie team members need the opportunity to “sit down frequently
and look at how we are doing™. thereby making it necessary for time to be provided during

the school day tor individuals to interact and communicate with each other.
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Ann

Ann has had varied aad extensive experience as an educator in the past 21 vears,
working as a teacher, a consultant and an administrator. She holds a masters degree in
educationai psychology and is carrently working towards a doctorate in educational
administration.

Ann has been the principal ot this school for the past two years and has been
instrumental in invelving the staff in developing collaborative working relationships. As
the school administrator, she has brought forward information and examples of the
collaborative process while at the sume time promoting the development of a model of
service delivery for students with special needs. While working towards an inclusive
education philosophy and practice with the staff members in the school, Ann envisioned
that collaboration would provide the staff with “the power to have an effective inclusive
education program .

Ann participated enthusiastically in the interview. Even though she had already
been interviewed primuarily regarding her role as a resource facilitator, she was able to
provide a rich and meaningful description of expertence that was unique and added to
undeistanding of the experience of collaboration. For that reason, this second interview of
Ann’s was included in the document.

Excerpts from Ann’s transcribed interviews, the paraphrases of those excerpts, and
the first order themes are included in Table 5.20. The second order thematic clusters of
Ann’s experience are included in Table 5.21. The thematic descriptions of Ann’s
experience are included in Table 5.22. Following is a summary of Ann’s lived experience

as an administrator working within a collaborative school environment.
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Table 5.20
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Excerpts from trunscribed interview

Paraphrases

Themes

Al: .. .ihe collaborative process has.
number one. it's involved change. The
change 1 the dynamies of the school. It
has resulted in programming
implementation that's been more from
the bottom, or the ground roots up, as
opposed to an idea coming from the top
end and directed down. s involved
participation by the stakcholders that are
involved in the processes that we've tried
to umplement

A2 . collaboration has meant a shift
in the way the school as a whole has been
tunctioning, so that a lot of the decision
making no longer rests just with me, or
from this oftice, but the decision making
is [now]| coming from the group and that
takes, that involves risk taking and
trusting cach other.

Al Itinvolves a lot of letting go,
hecause sometinies when you get into a
colluborative process, it doesn't mean
things are going to go the way you want
thent to go. So, you have to let go of that
control and let, let the people who are
involved have some of that control. So,
that's been part ot the collaborative
process.

A4 it has changed from the primary
decistons regarding programming
onginating from me, or from that role of
administrator, to more of a facilitator. |
can facilitate an idea, or present an idea.
and then it is, it becomes incumbent
upon the staft to determine where we're
going to go with that idea

AS: You don't have a clear picture
anymore [as an admimistrator] of how it's
going 10 evolve because the dynamics of
different people, are all impacting on
that direction.

Ao: L people are coming forward with
wdeas. AlL ot the ideas are ot just
conng from the principal or from this
othice. Other people are taking an
ownership in the total school program.

Change in the dynamics of the school
has been fundamental part of the
collaborative process resulting in a
higher level of participation from the
stukcholders in the school in program
decision making and implementation.

Collaborators take responsibility for
decision making which involves a
considerable amount or risk taking and
trust.

As an administrator she must be willing
to relinquish control over to the statt
membuers.

Views role of administrator as more of a
fucilitator of the coliaborative process
than that of primary decision maker.

Adnmunistrator’s role involves a
willingness to accept uncertainty as
administrative control is lessened.

Experiences others tuking ownership of

school program as they come forward
with 1deas 10 share.

Parity in
decision making
Shared
responsibility
for participation

Parity in
decision making
Risk-taking
needed

Trust needed

Parity with staff
members

Administrator’s
role as
fucilitator

Risk-taking by
administrator
Administrator’s
role involves
less control

Ownership of
prograin
Shared
responsibility
of program



A7: Al of the staff. I would say, have
gone beyond the limits of whatever s
written in their role description, or their
previous expectation of what thair role
might be. So. the lines arc beconung
blurred. It's difficult sometimes, well, in
terms of a meeting that we might be
having. who is the principal. Who is the
administrator? Who is the certified sttt
person’? Who is the support staft person?
The roles are all becoming blurred
because everyone's ownership is
increasing in the total school program.

A8 {In this process| the philosophy of
the school will be: How we will tocus on
children, right through to how will the
money be spent. And so everyone now
has an ownership and a responsibility in
cach of those decisions.

AY: 1 think that collaboration is an
important element of inclusive
education. [ would go so far as to say that
it would be difficult for me te envision a
really good functioning inclusive
education program without

cotlaboration.  Colluboration has given
us the power to have an effective
inclusive education program.

A10: It's interesting because 1 think
when we started, in this school the focus
was inclusive education, that was the end
goal. [The question was} How will we
create this school environment that will
be inclusive? What we discovered as we
[developed] that goal, was that in order to
be inclusive, it was necessary to be
coligborative.  So the collaboration fed
the inclusion. Without the collaborative
format. I don’t think we could do an
inclusive ed. program very successtully.
Collaboration is inclusionary for staff,
50 it fits with the inclusive ed.
philosophy for students It [the
collaboration] makes it [the inclusion|
strong.

All: . for us collaboration is
coaperation, it's opened doors, its a ot
more exchanging. IUs a more supportive
environment.  And those are slso a lot of
the elements needed tor inclusive
education, so I would certamnly. I can see
where they would see the two as very
similar. | think colluboration supports
inclusive ed. but | would never use them
fas] totally interchangeable.

Sees a lessening ot the lines between
statf member roles as individuals aceept
mcreased ownership for total school
program.

Shared responsibility 1s needed tor all
types and levets of deaision making.

Believes that coltaboration s the
cmpowering agent in their etlectine
iclusion education progrims.

Collaboration utilized as the structuse or
means through which inclusive education
could be facilitated. The collaborative
maodel s viewed as inclusive tor teachers,
thereby giving them the structure to
carry out the inclusive educiation program
for students.

Collabontion means an openness
between stalt members and a ngher level
ot interchange i a supportive
environment.

Role funchions
blurred

Shared
responsibiliy
for program
Reciprocity off
toles

Shated
responsthiiity
tor deciston
nmahing

Empowered by
maoded
Inclusion ol
students with
spectal needs

Empowered by
maodel
Inciusion of
students wath
spectal needs

Openness
hetween statd
Suppurtsve
chvironment
created
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A12: Fdon't see a difference anymore fin
role descenipions] and that's the really
exciting thing about the evolution of
this maodel, is we have gone from a
situation of very distinet roles and
responsibilities, 1o a situation where we
don't know anymore [particular role
descriptions). 1 do not think that we
really believe anymeore who is the special
cducator, versus who's the educator. We
are all educators. "we trust one another
cenough to let go of the old role
descriptors.

A3 [The) goal has to come first. You
have to set the goal that says, what do we
want to become? How do we want to
wark with children? And once you set
that goal. then you will start to look
around for the vehicles that help you to
do that, and that's where collaboration
came in. The process of achieving our
anns, the means 10 that end. Now we
have o clear goal and the staft has bought
nte i process in order to meet the goal.
which 1s colluboration.

Ald: T don't think we ever, or even
actually called it colluboration here. . . ..
I mean, the underlying process would be
termed collaboration. 1 think
colluboration is a process and you work
atitand it evolves. 1 would be very
feartul for people to say, “oh, to become
an inclustve school, we must he
collaborative™.  And then what?

A1S: There has to be buying in. Sce the
real thing about collaboration, is that
you see change and you see a
commitment. And you sce people buying
1 to it process and that can't be
mandated, 1Us got to be evolved.

AL6: Tt just scares me to think of, that it
will become another fabkel, or
bandwagon, 1 don’t know what yvou'd want
to call it. But 1 think there is a real
danger there, without people
understanding that what we are talking
about is & process. ...t seenis we're not
ready o give it the time.

Roles and role responsibilities have
become less distinguishable.  Staff
members have become more apt o
interchange roles as they have grown to
trust one another.

The establishment ot a clear goal is the
first step in deciding if the collaborative
model will facilitate the attainment of
that goal. Goal setting facilitated the
process of buying-in to the collaborative
maodel.

The lubel “collaboration™ is noi viewed
as critical since collaboration is believed
to be an evolving process that must be
worked at, not just a inactive label.

In order for collaboration to be
successful, the members must buy-in to
the process. When individuals buy-in,
they become committed to it. This
process must evolve trom the members
and cian not be mandated.

Concerned that collaboration will
become another bandwagon term. if
individuals do not understand that it is «
long-term change process that requires
time to develop.

Roles less
distinguishable
Reciprocity in
roles

Trust developing

Goal sectting
first step in buy-
in

Openness to
process

Buy-in to
process
Commitment to
process

Time to develop
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Al7: We did a. kind ot a survey of need.
What are the needs in the school?
....then we met together as a school
based team, and said, all right, let's
allocate. based on what we have, and let's
try it and we will adjust as we go through
the course of the year, and that's what
we've done. We have menitored and
adjusted and time allocations have
changed, both in certified and non-
certified [staft].

Al8: ...that [resource facilitator role]
has impacted on how the children have
heen served, because sometimes it has
been betier for the classroom teacher and
the students to have the so called resource
facilitator work with the children. Other
times it has been far more effective tor
the classroom teacher to work with the
children. So there's been trade ofls in
[thus2] times. That's been our
tlexibility.

Al19: _.we decided [what] would ... be the
basis of what we would work from to
make our modifications, so we took that
money and we buy sub time, because what
we were not able o it into our model,
was a lot of cooperative planning time,
where the resource facilitator could mect
with the classroom teacher. And that
[insufficient planning time] has been a
real down side of the whole process. So
in order to do that, we buy sub time once
a month and the sub rotates through the
classrooms and that gives the regular
classroom teacher and the resource
facilitator at teast some time {0 sit down
[together].

A20: We know our, what we would call
severe special needs students, and we
ensure that they are being served, to what
they need and what we can do, except
we're also starting to come to the
realization that throughout the course of
the year, throughout the course of a
students life, every child goes in and out
of special needs situations, whether it's
because of the home situation. all of a
sudden a divoree happens, or whatever,
so it's important to respond to every
child's need. So, if someone said to me,
Can you serve, are you serving more
children under the collaborative model? |
would say, absolutely.  Absolutely.

The model of collaboration was utilized
to answer concerns about the meeting of
student needs through the provision of
support tor teachers 1o individuoal
classrooms.

Flexibility tn roles and role assigninents
has been necessary under the
collaborative model in order o meet
student needs.

Cooperative plannimg time for school
statf members that work together is
critical and needed to be scheduled forin
the collaborative model.

Recognizes that individual students iy
require special services atl various times
in their schoot lite and that through the
collaborative model they can meet the
needs of more students better.,

Student needs
met

Support tos
teachers

Elextbility an
roles

Student needs
et

Phanmng e
reqused

Student necds
et
Flexibility an
‘)l()L'L‘\\
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A21: I think it would be wondertul if it
{consultstion time] could be built in 10
the timetable. 1 think the reality is with
the cuts we're seeing in education, we're
not going to getat

A22: Fd do it Juse a collaborative model}
again, because we formed support units,
because the person who 1s the resource
facilitator, also relieves the preps, also
comes in and does team teaching or
whatever, they know the dynamics of
that classroom so (it is] part of their
lived experience during the day. Being in
that clissroom with those children,
cither by themselves, either with the
ather teacher or with small groups.

A 23: They're {the staft members are
picking up a lot of that {skills] simply
by living the experience. | think if they
came in only as a support. then it would
he a difterent story, but they are really
learning from cach other as they share
responstbility in the classrooms.

A24: | get feedback from the individual
teachers about how things are going. |
get feedback from the resource
facilitators about how things are going.

| see what's happening with Kids. The
excitement is that there are so many good
things happening with these kids that
the weachers are sharing.  In so many
ways | ean see it's working for the Kids
and the teachers alike.

A23: We doa lotof retlection i this
school on a monthly basis, daily basis,
but very specifically at the end of the
vear we sitdown and say what worked,
what didn't work, what do we want te
keep going, what do we want to change,
and we'll use the whole inclusive model
conmes up tor that as to which elements do
we want to shift around.

A20: There needs to be options tor kids
we serve ininclusive schools. But my
fear comes when that continuum of
service [for students with special needs|
becomes more of a containment or i
phice to put kids (rather) than an action
that's appropriate.

Feels a need for increased consultation
time between educators.

Feels satisfied with the collaborative
model in that a support structure has built
up through the collaborative process and
is viewed as valuable and worth
repeating.  Views that resource facilitator
role as one that meets a number of needs
due to its inherent flexibility.

Teachers are actively involved in
learning and developing new skills as
they share responsibility for students.

Feels that through sceking out teedback
from staft members and students, she has
a strong measure the success of the
colluborative modet.

On-going reflection an important part of
the collaborative process, as model
needs to be flexible to meet the needs of
teachers and students.

Primary concern is to provide
apprepriate services to children.

Time for
consultation

Personal
satistaction with
model

Support through
process

Role flexibility
required

Skill
development
Shared
responsibility

Personal
fultillment
through success
of model

Time for
reflection
Fiexibility
required in model

Focus on child,
not program
placement
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A27: Because you're dealing with
process, because you're dealing with

change, you need a couple of things. You

need time to do that and time costs
money, because time is reflected in
certified staff allocation or support
allocation, That's the kind of time I'm
talking about. So. you need that and you

need just the in-servicing possibifities or

the, as we talked about before, the time
for teachers o get together and talk.

A28: For me. I see it {time tor
collaboration] as an investment. You
know the old thing, you can replace the
spark plugs now, you can continue the
engine running well, or you can let them
run down and then you replace the whole
engine. Well, thot's what I'm seeing
here. The level of skill, and that's what
you can't show to central office.

A29: The level of skills that these so
called regular classroom teachers are
acquiring through this collaboration is
incredible.

A30: Because what's happened in the
whole thing, is because it's not pull out,
because it's not | rescue you. It's [ work
with you, we do this together. The
dependency does not happen. i'm not
dependent on youo. .. .. And so all of a
sudden, if you're not there tomorrow, fthe
teacher’s say] oh, yeah, I can do that.
And so the level of skill increases.

A3l ..there's always a need for the
knowledge base to be increasing and tor
finding ways to, without overwhelming
you as the regular classroom teacher,
increase your level of skills. You've got
to change.

A32: .everything we know about
learning is that you lcarn by observing
and you fearn by doing. And what better
place to do that then to bring someone
inte the classroom to do it with you. It
you do it for me, I'll never learn. I you
do it with me. I will learn. And then |
won't need you as much, and then it won't
cost as much.

Time is the central tactor in allowing the

change process to happen. Time is
needed for inservicing and tor
communication between members.

Time speat coltaborating as viewed as an
nvestment that is shown m the
development of teacher skills.

Sees anincrease 1 skills ot regula
classroom teachers.

Due to the fact the reguliar and special
education personned share responsibility
for students, individual teachers feel they
have the ability to provide services to
special needs students.

A willingness te change and learn new
skills 1s an important characteristic ol
the classroom teacher.

Fecls that collaborative model fits
with principles oot fearming by allowing
athers to observe and do with one
another. As i result dependency
decreases and expense decreises.
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A 33 Our role s for these c¢hildren to
learn, so when that hecomes your focus,
then your PD becomes much more
relevant. What we have done, what has
heen <o exciting 1n this school. s
regatdless of the bandwagons, we are in
control. We know where we want 1o go.
relatively speaking, and we know what
we want to do and so we select. We will
do what tits with whit we are doing in our
school, -0 And that's what people are
starting 1o say, and because they come
back and share, they make sure that this
fits, when they come back to share with
the staft. . . .PD has become much for
focused. much more cost effective. We're
not ranning off to random PID scssions
now.

Al 1 think they feel very confident
here. | think they would probably fecl
less contident out in another group, but |
think one of our most classic examples
of this fwas a district fevel triming
sesston] ..o When we went there as a
stalf, and got separated, because they
were into this mix everybody up
philosophy for the in-service, and came
hack so frustrated because the of anger in
the other schools and the neganvity. We
came back and we had a retlective
sessjon. How did it go for you?
tiverybody just Kind of fooked at each
other and said, we hated it Then we had
o say, what did we hate about this? [ The
training content} per se, or what was
happening there? And what we
discovered, 1t was the dynamics of what
was happening there. We wanted o stay
together. We wanted to feed off our
posittveness not all this [negativity |

A3S: Liimean, that to me was a fantastic
example of when you take ownership,
you set vour goal, the world can bounce
oft you and you're not getting caught up
m all of this sttt ... People are
basically agreed here, because, vou
know, it {all these bandwagons i
cducation] worries us and 11 bothers us but
's not aftecting us or how we teel.

Professional development activities
have become more meaningtul and cost
eftfective as the school has developed a
model and a framework from which to
evaiuate what professional development
activities fit in with their philosophy.

St members are empowered by their
confidence in cach other and that which
they are striving to accomplish together.

Staft members are able o stand steadfast
in their goals because they are committed
to a philosophy and a model for enacting
that philosophy.

Professional
learning
enhanced
Cost cffective
use of
professional
development
time

Empowered by
increasing
confidence

Empowered by
collective
strength
Commitment to
philosophy
Buy-in
facilitates
collective
strength
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Table 5.21

Higher Order Thematic Clusters of the Ann’s Administrator Experience

L Y N S - — -
First Order Themes Second Order Thematic
Clusters
1. Parity in decision making Parity
2. Parity in decision making
3. Paring with staff members
1. Shared responsibility for participation Shared responstbility
6. Shared responsibility for program
7. Shared responsibility for progrum
8. Shared responsibility in decision making
23. Shared responsibility for students
30. Shared responsibility for students
2. Risk-taking needed Risk-taking
5. Risk-taking by administrator
2. Trust needed Trust
12. Trust developing
4. Administrator’s role as facilitator Administrator’s role
5. Administrator less in control
6. Ownership of program Buy-in
13. Goal setting first step in buy-in
15. Buy-in to process
35. Buy-1n facilitates collective strength
7. Rcle functions blurred Role function
12. Roles less distinguishable
22. Role flexibility required
7. Reciprocity of roles Reciprocity
12. Reciprocity of roles
9. Empowered by model Empowerment
10. Empowered by model
34. Empowered by increased confidence
35. Empowered by collective strength



I8,
20).
39

35,

70

24

23
resp
28.
29.
30.
32
RRY

2.
RRY
Hne

Inclusion of students with special necds
Inclusion of students with special needs
Student needs met

Student needs met

Student needs met

Focus on child, not program

Gpenness between staff
Open o process
Willingness (o change

Supportive environment created
Support for teacher
Support through process

Connnitment to process
Commitment to philosophy

Time to develop
Planning time nceded
Time for consultation

. Tune for reflection

Time for change needed
Time for communication and inservicing
Time as investiment

lexibility i roles
Flexibility in process

Rol2 tlexibility required
Flexibility required in model

Personal satisfaction with model
Personal fulfillmernt through process

Skill development through shared
onsibility

Development of teacher skill

Skill increase in classroom teacher

Skili development

Skill deveiopment

Professional devetopment more effective

Cosi effective use of teacher resources

Cost effective use of professional development

Child-centered

Openness

Support

Commitment

Time

FFlexibility

Personal fulfillment

Skill development

Cost effectiveness
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Table 5.22

108

Higher Order Thematic Description of Ann’s Adnmiunistator Experience

Thematic Clusters

Generalized Descriptions

1. Parity
{Excerpts from Table 5.20:
1.2.3)

2. Shared responsibility
(1,6,7,. 8,23, 30)

3. Risk-taking
(2,3

4. Trust
(2,12

5  Administrator’s role
(4, 5)

As an administrator in the collaborative model, one
has to be willing to relinguish a lot of control in
decision making and program implementation in
order to ensure “participation by the stakeholders that
are involved in the process™. Collaborators are
viewed as having cqual responsibility for decision
making which involves “risk-taking and trusting
each other™.

Individuals involved in the collaborative process
share responsibility for contributing mput,
participating in decision making, and ownership of
the program. As individuals are involved in cach
other’s classrooms, they also share responsibility for
students which translate into less dependency on
particular statt members to provide certain services,
as responsibility for those services is shared.

Collaborators who take responsibility for decision
making must be open and willing to take risks. Al
the same time, the administrator must be willing to
take risks and accept uncertainty since the
administrator no longer has “a clear picture”™ ol how
things will “evolive™ with the contributions “of
different people all impacting on [the | direction™ of
the outcome.

Staft members must be able to trust <ach other in
order to share decision making responsibilitics.
Staftf members must be confident enough in cach
other as they learn to tuke on new roles, they now
“trust one another enough to et go of the old role
descriptors™.

Views self as “more of a tacthitator™ in the
collaborative model than the primary decrsron miaker.
Administrator’s role involves the willingness to
accept uncertainty as administrative control is
lessened.



6. Buy-in
(6, 13, 15.35)

7. Role function
(7,12,22)

¥. Reciprocity

(7,12)

9. LEmpowernient
(9, 10, 34, 35)

10, Child-centered
(9. 10, 17, 18, 20, 206)

In order for collaboration to be successful, the
members must buy-in to the process. Buy-in is
increased when members have the opportunity to
share ideas and establish mutually defined goals.
Goal setting is viewed as the first step in establishing
buy-in to the collaborative model. Staff members are
able to stand steadfast in their goals because they are
committed to a philosophy and a model for enacting
that philosophy. This process must evelve from the
members and can not be mandated.

Sees a lessening of lines between staff memoers
roles as staff have “*gone beyond the limits of
whatever is written in their role description™. As the
model evolves, roles and responsibilities have
hecome less distinguishable. Views the resource
facilitator’s role in this model as one which meets a
number of needs due to its inherent flexibility.

Staff members have become more apt to interchange
roles as they accept increased ownership of the total
school program and as they learn to trust one
another.

Feels empowered in the use of the collaborative
model as it facilitates the meeting of the goals for
inclusive education programs. Staff members are
empowered by their increasing confidence in each
other and in that which they are striving to
accomplish together. Siaft members are also
cempowered by their collective strength in the fac. of
situations which chaiienge their goals.

The collaborative model has become the vehicle
through which the school can have an effective
inclusive education program. Has come to the
readization that “in order to be inclusive. it was
necessary to be collaborative™. Feels that the
collaborative model can address the provision of
services to students with special needs in the regular
classroom in most cases. Recognizes that individual
students may require special services at various times
in their school life and that thirough the colluborative
model they can meet the needs of more students
bewer. Flexibility 1o roles allows staft members to
betier meet student needs. Overall, the primary goal
of collaborition is to provide appropriate services to
children.
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11. Openness Collaboration is detined as “cooperation™. “opened
(11. 14, 3D doors™ and ";1 lot more exchanging”™. Collaboration
is viewed is “a process you work at and it evolves™,
not as an inactive, closed label. In fuct. the label
“collaboration™ is ot important, but “the underlying
process™ is. An openness to on-going learning and
change are considered exsential chuaractenistics of the
classroom teacher within the coltaborative model.

12. Support Collaboration creates i “supportive environment™
(11, 17.22) where teachers can receive support within the
classroont for meeting student needs.

3. Commitment When individuals buy-in to the model, they becone

] . 35) committed to it. This commitment means they can
hold steadfast in their goals; “the world can bounce
off you and you're not going to get caught up i all
of this stuft™ [educational bandwagons].

t4. Time Feels concerned that colfaboration will become

(16, 19, 21.25.27. 28) another bandwagon term, if individuals do not
understand that it is a long-term change process that
requires time to develop. Time for umsull;uiun and
cooperative planning is needed in the collaborative
model. Time is the centrad factor in allowing the
change process to happen. Time is needed for
inservicing and for communication between
members. Time spent colluborating is viewed as an
investment that is shown in the development of
teacher skills.

15. Flexibility Flexibility in roles and role assignments has been

(18, 20, 22,25 necessary under the collaborative model in order to
meet student needs. The process must also be
flexible in order that changing student necds can be
addressed at various times in s studeat’s school Life,
On-gomg reflection regarding the success of the
maodel, ensures that the model is responsive to both
teacher und student needs.

16. Personal fulfillment Feels satisfied with the collaborative model i that a

(22, 24) support structure for staft men:bers has been buili up
through the colluborative process. Feels that positive
feedback from stadt members and students gives
administration a strong meastre of the success of the
collaborative model.



17. Skill development
(23, 28. 29, 30, 32, 33)

18. Cost cffectiveness
(32, 33)

Feels that teachers are actively involved in learning
and developing new skills as they share
responsibility for students. Feels that the
collaborative model fits in with the principles of
learning by allowing teachers to observe and actively
participate with others. As a result, dependency
decreascs, thereby allowing the classroom teachers
to feel that they have the skills necessary to provide
services to students with special needs. Views a
willingness to learn new skills as a necessary
characteristic of staff members in this model. Feels
that professional development has become more
“relevant’ as teachers determine “what fits” with
their personal needs.

Sees the collaborative model as being more cost
effective in that dependency on special service
personnel is reduced when regular classroom
cducators skills increase through collaborative
activities. Professional development activities also
become more cost effective as the school has
developed @ model and framework from which to
evaluate what professional development activities fit
within their philosophy which prevent staff members
from “running off to random PD sessions™.
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Summary of Ann’s experience as an administrator

As an administrator in the collaborative model. Ann feels she must be willing to
relinquish a lot of control in the decision making process. Involvement of the statt in
decision making has “meant a shift in the way the school - been tunctioning™. This
change means that collaborators have equal responsibility for decision muking which
involves Ann “learning to let go of that control™ and “let the people involved have some of
that control™.

This participation of the stakcholders in the decision making process requires “risk-
taking and trusting cach other™ on the part of the stakcholders. At the same time, the
administrator must be willing to take risks and accept uncertainty since the administeator no

1

longer has “a clear picture”™ of how things will “evolve™ with the contributions "ot difterent
people all impacting on [the] direction’ ot the outcome. Overall, Ann views her role as
more of a “facilitator’” in the collaborative process than the primary school decision maker,

Coliaborators who take responsibility for decision making must not only be open
and willing to take risks, bui must also share responsibility for coniributing v+ ut _.nd
having ownership of the program. Ann feels that as individuals are invoelvea m cach
other’s classrooms and share responsioility for students. there is less dependeiicy on
particular staff members to provide certain services since responsibility for those services is
now shared. Due to the level of shared responsibility and joint owne: ship for students and
programs, Ann has seen a blurring of the lines between staft members roles as statt have
“gone beyond the limits of whatever is written in their role description™, As the
collaborative model evolves, Ann experiences roles and responsibilitics becoming fess
distinguishable. The role labels are not important (o Ann, for “we e ail educators™. Ann
feels that the staff members have learned to be confident in cach other as they have learned
ty assume cach other’s roles, that 1s, they now “trust one another cnough to let go of the
old role descriptors™.

This reciprocity of roles requires a great deal of tlexibility in roles and role
assignments and is necessary in order to meet student needs. Ann feels that the resource
facilitator role is particularly suited to role interchange due to its inherent flexibility, that is,
the role becomes whatever best suits the students” ana teachers’ needs. Flexibitity is alwo
required within the model and the process of collaborution. Ann views student needs as
being dynamic, changing over time und situations, requiring the collubcrative process to be

flexible in respense to changing student needs. On-going statf reflection regarding the



process and its success allows the model to be responsive to both teacher and student
needs.

Ann believes that the primary function of the school is to provide appropriate
services to students. The collaborative model has become the vehicle through which the
school can have an effective inclusive education program. Ann and the school staif came to
the realization that “in order to be inclusive, it was necessary to be collaborative”. Within a
collaborative framework, Ann feels that the school can meet the needs of more students
betier. Ann fecels that the collaborative model can address the provision of services to
students with special needs in the regular classroom in most cases. Having roles that are
flexible, allows the teachers to decide how and by whom students with special needs would
be served. Collaboration creates a “supportive environment” where teachers receive the
support they need within the classroom in order to meet the needs of most children.

Ann used words like “cooperation”, “opened doors™ and *a lot more exchanging” to
define collaboration. Ann describes openness to on-going change and learning as esseniial
charactenstics of cotlabeorators under this model. Ann views collaboration as a “‘process
you work at and ii evolves”. She is concerned that collaboration may become another
cducational bandwagon term if individuals involved in the process do not understund that 1t
is a long-term change process the requires time to develop. Time is needed in the
collaborative mode! for consultation and cooperative planning, for inservicing and for on-
going communication between members. Without time for these collaborative activities,
the changes that need to occur within the individuals themselves can not happen. In fact,
Ann views time as the central factor in allowing the change process to happen. Ann
betieves that time spent collaborating is an “investment™ that shows itself in the
development of teacher skills.

Ann sces that teachers are actively involved in learning and developing new skills as
they share responsibility for students. Aan views a this willingness to learn new skills as a
necessary characteristic of staff mensbers in the collaborative model. She appreciates that
the collaborative model fits in well with the principles of learning by facilitating teachers to
observe one another and actively participate with cach other in learning how to meet the
needs of students.

As a result of the increased teacher skill development, Ann sees two ways in which
the colloborative model becomes more cost effective. As teachers learn these new skills,
their dependency on others to provide specialized services decreases and their confidence

and chility in dealing with diverse student needs increascs, therefore, requiring less
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specialized personnel over time. Professional development activities also become more
cost effective. First, professional development activities become more “relevant” as
teachers can determine “what {its™ with their personal needs in the classroom. Scecond,
school members utilize the collaborative model to evaluate which protessional development
activities best fit into their philosophy. This provides staft members with a focus in which
they can be selective and climinates staff members from “running oft to random PD
sessions” which do not address their goals.

In order for collaboration to be successful, Ann recognizes that the staft members
must buy-in to the process. Ann feels that buy-in is increased when members have the
opportunity to share ideas and establish mutually defined goals. Goal setting is viewed as
the first step in establishing buy-in to the collaborative model. Ann believes that staft
members are able to stand steadfast in their goals because they are commutted to a
philosophy and a model for enacting that philosophy. This process must “evolve™ over
time from the members and “can not be mandated”™. When individuals buy-in to the model,
they become committed to it. Ann believes that this commitment means that the staff
members can hold steadfast in their goals: “the world can bounce off you and you're not
going to get caught up in all of this stuff™.

Ann fezls empowered in the use of the collaborative modet as it facilitates the
mecting of the goals for inclusive education programs. Ann believes that staff members are
empow=red by thew increasing confidence in cach other and in that which they are striving
to accomnplish together. Staff members are also empowered by their collective strength in
thie face of situations which challenge their goals. Ann feels satisticd with the colluborative
mode!| in that a support structure for staff members has been butlt up through the
collaborative process. In addition, she feels that positive feedback from staff members and
students gives the school administration a strong measure of the success of the

collaborative model.
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Elsie

Elsic is an eight year member of staff at this school. She has been working as a
special needs assistant for two years at the time of this study. Previously, she had worked
as the out of school care director and as the library assistant. Elsie has some training as a
child and youth care worker as well as some courses in early childhood. She is currently
working directly with a child in grade 3 who is legally blind and providing general
assistance to the grade 3 classroom. In addition, she assists in both the grades | and 2
classrooms on a daily basis, providing additional assistance to students who need help.

Elsic was very animated during the course of the interview. She expressed her
experiences with great emphasis on the change that had occurred in the school in recent
years and what that change had meant to her personally. The interviewer needed to conduct
few probes as Elsie seemed confident in what she wanted to share regarding her
experiences working within the collaborative model.

Excerpts from Elsie's transcribed interviews, the paraphrases of those excerpts, and
the first order themes are included in Table 5.23. The second order thematic clusters of
Elsic's experience are included in Table 5.24. The thematic descriptions of Elsie's
experience are included in Table 5.25. Following is a summary of Elsie's lived experience

as a classroom support person working within a collaborative school environment.



Excerpts from transcribed interview

Paraphrases

Themes

El: I feel more and more a part of the
team. ! fee! that my opinion counts. |
don't think that there’s any, there's no
totem pole with so and su it's up here and
so and so it's down here, so that's all
been taken away in the last two yeurs.
And 1 think now it's, everyone's opinion
is valued. Your input is asked for and
required. It's a good feeling. It's a really
good feeliag. It's like, 1 teel like I'm a
valuable player.

E2: 1 can see it really working., We've
had, the last year we've so many
suceesses i this Last school year. 1 can
SEC SO Many successes in some o' the
kids and it's because everyone's working
together. It's because of the structure.
IU's because, iU's an effort on everyone's
part.

E3: And. I mean, it sent me back to
school again, and 1 had a year break
taking night courses, but it sent me back,
because, T mean, it's motivating at the
same tme, you know. You want to stay
where you are, you want to see it grow.

E4: Oh, it just muakes me feel

worthwhile. 1 teel, 1 feel, I et alotof) |
don’t know. it does a lot for my own selt’
esteem, | suppose, but it miakes me feel
like what I'm doing is benefiting, not
just the kids I'm working with but other
ki I'm touching someone ¢lse’s hfe.
It makes me feel good that [the classroom
teacher] and I work so well together and
that it's a positive thing.

Feels part of the school team and valued
as an individual team member. Perceives
mput as being as valued as any other
individual's.

Experiences sucvess in statt members and
students and attributes that success o the
cotlaborative model, Views commitien
from all members as essential,

Maotivated to learn and change within the
collaborative framework.

Increased sense of selt-worth from seemg
special needs students and others suceeed
under collaborative miodel.

Valued as
individual
Hmpowered o
contnbute

Student success
Personal
futthrllment
through success
Commitment 1o
IHUL'('\\

Empowered to
fearn

Personal
tulbrllment
throngh learmng
Commnutiment to
learning

Al students
benetnt
Fncreased sense
ol sell-worth
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1S: [The classroom teacher| doesn't ever
stand there and say, “you can't say this,
or you can’t do that™. | have just as much
control in the classroom, which 1 think 1
have to have, and he let me have that
tromn the beginning. You know, he runs
the classronm, sets up the lessons,
everythimg else, Tet's me know well in
advance, hut he's also very tlexible and |
think | really enjoy that part. But we're
very open that way, and we have a tot of
communication.  He listens to what |
have o say and appreciates my input.
And it's just been right from ihe
begmning it was established that it was
going 1o be an open communication
thing, and it's been great. It really works
for both of us.

6. And just having someone eise in the
room, I think has helped, not just me, but
having [the resource facilitiator] there.
{the classroom teacher| with
background in special ed. and me there.
We all contnbute and support cach other.
It doesn’t really matter whao is dealing
with which kid, we just tind the best way
to meet the needs of the students. We
have a real satety net in the room. It's a
real secure place. IUs o sate place.

1:7: Well. the leadership gualities she
fthe administrator| has are wonderful.
The role of any administrator, T guess,
would be to provide the environment,
you know, | mean sct 1t, set the tone
right at the beginning, which § think Jour
adnmimistrator} done very well. She asks
for input.  She's included everyone in
staft meetings. Before [ only went to one
staft mecting a4 month at the beginning
ot the month, and that was it. Now I'm
mvolved in everything that goes on,

EX. She [the administrator] touches base
with everybody at any Iength, you know,
at any time. She's always asking
questions, always, and 1 think that, she's
very approachable. You know af there's
any question that you have, she's always
available.  She makes herselt avatlable,
even it she's not physically here, stick
notes i her mastbox and she gets back to
you, you Krow?

Established parity in classroom with
classroom teacher. Views roles as
tflexible and somewhat interchangeable.
Open and frequent communicution
important part of successful relationship
with teacher.

Team members demonstrate flexibility in
roles in order to meet student needs.
Team members assume cach others
responsibitities and support cach other
in various ways in order to provide a safe
place for students to learn.

Administriator is seen as responsible for
creating an environmeni in which
collaborative activities can oceur by
seeking input from all staff members.
Fecels vatued and on par with other statf
members.

Administrator secks out communication
with and input from all stat? members.
Administrator is viewed as accessible and
approachable.

Parity with
teacher
Flexibility in
roles
Reciprocity of
roles
Communication
critical
Openness in
communication

Flexibility in
roles
Reciprocity in
roles
Supporting each
other’s role
Role tunction

Administrator
creates
environment
Parity

Communication
witll
administrator
Administrator’s
acvessibility
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EY: Something that she has that | think
is a very important quality is she [the
sdministrator] has a sense of humour, and
she can Jaugh about the worst day. you
know. and it carries you through to the
next, and | mean, that's contagious. and
it carries you through to the next day.
you know.

E10: She fthe administrator] makes very
definite decisions. After she gets the
input, she will make a decision. It it's a
decision that can ke done as a group,
that's fine, and she'll go with whatever
the group wants. But there are some
ceisions that are just an administrator’s
tecision, and sh2 will say, you know,
this is a decision I have to make and
explain why and make that decision.
You know, and it's, there's never any
question, everything's out on the table.
Therc's no secrets, you know. There's not
any not knowing. When she knows
something, you kirow it

Eli: And I see better things happening
yet in the future. But it's just much more
relaxed. There's more of a sense of trust.

Ei2: It reflects all the way down because
there is organization at the top that
knows where they are and where they're
going. There's direction, and because
there's that there, it follows through into
the classroom and the kids, the behaviors
are much, much better as a whole, us a
group than they ever were.

El3: . whut's happening in our
clussroom is great as far as reaching kids
that are not so catled "special needs
kids”. but it happens throughout the
whole school, not just because 'miin that
room. lts because of the atmosphere in
the school, it's happening everywhere
you know. Everyone believes in it and
makes it hapren.

El4: 1 really hike the way this school is
moving and 1 feel, hike | say, very much
more a part of the statt. 1 fecl valued.
When you feel good ahout yoursedt that,
you know, it retlects on ihe kids. I think
that for the kids it's a wonderful place to
be now, and I think that Pl stay put as
fong s ! ocan.

Humor seen as an essential quality i the
administrator

Feels included in sttt decision making
process. Administrator communicates
clearly ard succinetly with staft’
members. Has trust in admmistrator 1o
make necessary adnministrative type
decisions. Values the openness of the
decision-making process.

Positive outfook iy created. Feels
relaxed within a trusting environment.

Sces admimstration as providing active
teadership o staff that can be seen i the
improved behaviors of the students.

Sces colluborative atmosphere as heing
pervasive throughout the school
aftecting alt students and statt members
N 4 positive wiy.

Is expenencing positive regard and
aceeptance m present position I
cxperiencing personal fulfillment uand o
desire to continue to work i this
sivnonment.

Admianisteator’s
tise of hmot

Communication
1y open
Trusting
relationship
with
admiristrator
Openness of
deciston kg
')I(N'L'.\.\

Trusting
envitonment

Avtive, clear
leadership
Students benetit

School buy-m 1o
colliboration

Acceptance as
valued member
Personal
fulfitliment an
work
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Table 5.24

Higher Order Thematic Clusters of Elsie’s Experience
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TFiret Order Themes

Sccond Order Thematic

Clusters
1. Valued as individual Parity
5. Parity with teacher
7. Parity with others
14. Accepted as valued member
I.  Empowered to contribute Empowerment
3. Empowered to learn
2. Student success Child-centered
4. All students benefit
12. Students benefit
2. Personal fulfillment through success Personal fulfiliment
3. Personal fulfillment through change
4. Increased sense of self-worth
I4. Personal fulfiliment in work
2. Commitment {o process Commitment
3. Commitment to fearning
5. Flexibility in role Flexibility
6. Flexibility in role
5. Reciprocity in roles Reciprocity
6. Reciprocity in roles
5. Communication critical Commurication
8. Communication with administrator
10. Communication is open
5. Openness in comumunication Opcenness
10. Openaess in decision-making process
6. Support cach others role Support
6. Role function Role function
7. Administrator creates environment Administrator’s role
8. Communication with administrator
K. Admmistrator accessibility
9. Adnumstrator’s use of humor
12, Active, clear leadership
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10. Trusting relationship with administrator Trust
11. Trusting environment

13. School buy-in to col'aboration Buy-in

14. Accepted as valued member Acceptance
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Table 5.25

Higher Order Thematic Description of Elsie’s Expericnce

Thematic Clusters Generalized Descriptions

. Parity Feels part of the school team and valued as an
(Excerpts from Table 5.23:  individual team member where her “opinion counts™.
1.5,7,14) Perceives input as being as valued as any other

member’s. Experiences parity with the classroom
teacher in that both have authority with the students
in the classroom and that the classroom teacher
“listens to what 1 have to say and appreciates my

input’™.
2. Empowerment Feels empowered to contribute to a staff where she
(1, 3) feels like a “valuable player™. Is also empowered to

learn and change in order to continue to work well
within the collaborative format as experienced at the

school.
3. Child-centered Attributes the many successes she sees within the
(2.4, 12) students to “everyone working together”. Peels fike

the work she is doing contributes to those with
special needs and others by “touching someone
else’s life™ in a positive way. Finds that student
behavior eon the whole has improved due to the
filtering down of the colloborative ethic. Describes
the school as a “wonderful place to be™ tor the

children.
4. Personal fulfiliment Finds personal fultillment through the success of the
(2.3, 4, 14) students she works with, making her feel “worth

while”. Has an increased sense of “selt-esteem™ that
she believes “reflects upon the kids™ in a positive
way. Also finds personal fulfillment in current staff
relations where “she feels very much a part of the
staff™, respected and valued in her role.

5. Commitment Views commitment to the process from all members
(2,3 as essential, requiring “effort on everyone’s part”.

Demonstrates her own personal commitment by a
willingness to upgrade her skills in order to function
better in the collaborative envircniment.



6. Flexibility
(5. 6)

7. Reciprocity
(5. 6)

8. Communication
(5,8, 10)

9. Openness
(5, 1)

10. Support
(6)
1'l. Role function

(6)

12. Administrator’s role
(7. 8,9, 12)

13, Trust
(10, 1hH

Views flexibility as a desirable characteristic for the
classroom teacher. Sees the roles of teacher,
resource facilitator and support personnel as being
rather flexible and dependent on finding “the best
way to meeting the needs of the students”.

Has experienced a high level of sharing with the
classroom teacher and a level of role interchange as
tecam members feel comfortable assuming each
others’ responsibilities at times.

Open and frequent communication which was
established early in the working relationship is an
important part of a successful relationship with the
classroom teacher. Having an administrator who
seeks out frequent communication with all staff
members, and who is open and honest with the
communication undertaken is seen as essential to the
collaborative process.

Openness needed in communication with teacher.
Openness in decision making process valued where
“everything is out on the table”.

Team members support each other in the classroom
in their various roles.

Roles are dependent upon the needs of the students,
so that it really “*doesn’t matter who is dealing with
what kid”, as long as the needs of the student is met.

Administrator is as responsible for establishing an
environment in which collaborative activities can
occur by seeking input from all members and
showing them they are valued as part of the team and
through providing active leadership where there *is
oi ganization at the top” and where “they know where
they’ve been and know where they’re going”. The
administrator must also be viewed as accessible and
approachable, and having a sense of humor in which
the administrator is able to “laugh about even the
worst day” which is described as “contagious” and
allows the staff to carry on.

Feels relaxed within the trusting environment which
has been created. Has trust in the administraiion to
make appropriate administrative decisions.

182



14. Buy-in Sees collaborative atmosphere as being pervasive
(13) throughout the school, affecting both staft and

students positively demonstrated in the fact the
“everyone believes in it and makes it happen™.

15. Acceptance Is experiencing positive regard and acceptance in
(14) present position, stating that “I"ll stay here as long

as can™.
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Summary of Elsie’s experience
Elsie feels good about being a part of a school team where she feels valued as an

individual member whose “opinion counts™ and where her “opinion is asked for and
required”. As she looks around her, she sees that the opinions of others are also valued.
Elsie appreciates that the classroom teacher and herself share authority in the classroom and
that the classroom teacher “listens to what I have to say and appreciates my input”. In
addition, she has experiences a high level of sharing with the classroom teacher and some
role interchange. Elsie feels comfortable interchanging roles and believes that this role
interchange helps her and the teacher meet student needs betters. All these elements
combine to help Elsie feel accepted and “‘very much part of the staff”, creating a desire in
her to “stay here as long as [she] can™.

Elsic attributes her experiences of mutual-valuing and reciprocity to the environment
that has been established by the administrator. The administrator has created an
environment in which she feels comfortable engaging in these collaborative activities
through providing active leadership to the staff. The administrator ““set the tone right from
the beginning™ by, for example, “including everyone in the staff meeting” and including all
staff members in the decision making process. The administrator is also accessible and
approachable, utilizing a sense of humor to “laugh about even the worst day” which
“carries [the staff] through the next day”. It is important to Elsie that the administrator
seeks out frequent communication with her and others, “touching base with everybody at
length™.

Open and honest communication is viewed by Elsie as being essential to the
collaborative process and is a critical component in her successful working relationship
with the classroom teacher. Elsie also values openness in the decision making process
where “everything is out on the table™ and “there are no secrets”. This openness
contributes to a trusting environment where Elsie can feel relaxed due to the fact that she
believes she will be included in the decision making process when desirable, yet she also
trusts that administration to make appropriate administrative type decisions when
necessary.

Elsic views her role in the classroom as dependent upon the needs of the students,
so that it really “doesn’t matter who is dealing with what kid”, as long as the needs of the
student is met. Flexibility is a highly desirable characteristic of those involved within the

collaborative process. Eisie sees the roles of teacher, resource facilitator and support



personnel as being mutually supporting. flexible and dependent on finding “the best way to
meeting the needs of the students”.

In fact, Elsie attributes many of the successes she sees within the students to this
mutually supporting framewcrk or “everyone working together™. Elsie teels like the work
she is doing contributes to both those children with special needs and others in a positive
way. She finds personal fulfillment though the success of the students she works with,
making her feel “worthwhile™ and contributing to an increased sense of “self-esteem’™ she
feels reflects upon the children she works with in a positive way. Elsic believes she sees
improvement in the overall behavior of the children in the school due to the filtering down
of the collaborative ethic from the staff to the students. She describes the school in the
collaborative model! as *“a wonderful place to be™ for the students.

Elsie sees the collaborative atmosphere as being pervasive throughout the school,
atfecting both staff and students positively. “Everyone believes in™ the collaborative model
and, therefore. “makes it happen™ in this school. A commitment to the collaborative
process from all members is viewed as essential, requiring “effort on everyone’s part™.
Elsie is demonstrating her own personal commitment to the process through a desire and a
willingness to upgrade her skills in order to function better within the collaborative

environments.
Definition of themes

A total of twenty-two themes emerged from the analysis of the cight interviews.
Upon examination of the transcribed interviews of the other seven participants, no further
themes could be extracted. The following twenty-two themes as listed and defined in Tuble
5.26 are representative of the themes as expressed by all the participants in the study. The
emerged themes are also listed by phenomenologically analyzed participant experience in
Table 5.27. The shared experience of working in collaborative relationships as defined by

the participants will be discussed fully in Chapter 6.
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Table 5.26

Definitions of All Themes for All Participants

1. Role function: roles were defined within the collaborative process as ever-
cvolving, flexible, difficult to define, and dependent upon the needs of others.

b

Reciprocity: an understanding that all parties must give and take in the
collaborative relationship; that each have equal access to information and
resources, decision making and problem solving. and as such, can interchange
roles when desirable or necessary.

3. Flexibility: the ability to change to the demands of the situation; requiring a
willingness to adjust self in terms of attitude, role, and responsibilities.

4. Time: that which is both needed and valued in the collaborative process; without
appropriate time allotments, the collaborative process breaks down.

5. Acceptance: the feeling that one is being recognized and valued; that there is a
welcoming place in a given situation.

6. Parity: a sense of equity between individuals in the collaborative process
regardless of their role definition: a sense of mutual-valuing.

7. Openness: the ability to come into a situation with an open-mind, a
willingness to learn, and a willingness to become what grows out of that
experience.

8. Shared responsibility: a sense of balance in the ownership of problems and
solutions that goes beyond mere cooperation, as it implies equivalence in
commitment and action.

9. Personal Fulfillment: a fecling of personal enjoyment, pride and satisfaction
with one’s work which may lead to an increase in one’s self-esteem or sense of
seit-worth.

10. Administrator’s role: an understanding that the administrator’s role in all
aspects of the collaborative process is critical; creation of the environment,
modeling of desired behaviors, and facilitation of the long-term change process are
descriptive of the administrator’s role in collaborative environments.

11. Buy-in: the establishment of a personal philosophical belief in the value of the
process you are involved in.

Child-centered: the focus of the energy in the collaborative rela.ionship between
staff members is the meeting of the needs of the children under their care.

I3. Trust: the development of a trusting. mutually defined relationships within the
collaborative process where teachers feel comfortable to learn and change.
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Commitment: an assured feeling that is translated into action in which the
members in the collaborative relationship can make the process work even though
this requires great amounts of effort and time.

Risk-taking: the willingness of those involved in the coilaborative
relationship to be innovative, make mistakes. and support each other in the learning
process without fear of being considered failures.

Support: the need to uphold and verify other’s reles so that they can
accomplish their goals; the need for mutual support both within and outside of the
classroom in order for the total process to work.

Skill Development: the generation of new skills as a result of being
involved in collaborative interactions with others.

Empowerment: the feeling that one is being valued in their role and the belief that
through the functions of one’s role. one can make a real difference.

Training: the cxpressed need for educators involved in the collaborative process
to have appropriate training to fulfill their roles and also the acknowledgment that
through the collaborative process itself, educators are more able and willing to learn
from or participate in “in-house™ training with their peers.

Communication: the experience of increased interaction and on-going
dialogue which is characterized by an higher level of openness and
honesty as teachers participate in the collaborative process

Resistance: the expericnce of anxiety or hesitation in the coliaborative model
regarding new role functions and unfamiliar processes as defined within the model;
esistance experienced as reduced through the support of collaborative
relationships.

Cost effectiveness: a belief that the collaborative model is more effective and
efficient than traditional models in terms of skill development and professional
development time.
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Table 5.27

Summary of Participants’ Themes

Vicki  Shannon  Ann Clara Lorna  Julie Ann - Elsie
admin.
. ° ° ) ° 1 ]
Parity
. . ) ° ® ° ° ) ) °
Reciprocity
. - ) ) ) ) ° °
Share d responsibility
. ® ) ° ° ) ° )
Trust
3 o ° ° * ) e ° °
Support
® ° ) ) ° ) ®
Acceptance
. ) . ° ° )
Resistance
ety ® ® ) ° ° ) ) )
Flexibility
) ° ® ° ) . ® °
Openness
. . ® ° ° ) ®
Risk-taking
. . ® ° ° ° ® ) ° ®
Commitment
. . ) ) ° ° ° ° ® °
Role function
. . ® ® ® ° ) ® )
Administrator’s role
. * ® ? ° ° ® °
Time
. ® ) ° ° ) o ° )
Buy-in
s ° " ®
Training
°® ° ® ° ° ° ®
Empowerment
- ° ° . °
Personal fulfillment ® ® *
. . ° °
Child-centered M M ¢ o o
. ® o ° °
Skill development * ¢
. ° °® ) ° ) )
Communication hd
- T °
Cost-ctiectiveness




189

CHAPTER SIX
THE SHARED EXPERIENCE OF COLLABORATION

Overall synthesis of the collaborative experience

Themes shared by all participants are breught together to form the shared
description of the experience of working in collaborative school relationships. In total,
twenty two second crder themes were abstracted from the data. These themes do not have
a specified order of importance. The themes are presented in clusters, however, to
represent four major areas that are descriptive of the components inherent within the
collaborative process as discussed by the participants. These arcas have been labeled
structural components, process components, collaborator characteristic components, and
outcome compenents. The components that provide for the structure of collaboration
related by the participants are as follows: role function, time, administrator’s role, buy-in,
and training. The components that highlight the process of collaboration include the
following: parity, trust, reciprocity, shared responsibility, support, acceptance, resistance,
and commitment. Components descriptive of necessary collaborator skills and
characteristics include the following: flexibility, openness, communication, and risk-
taking. Finally, the themes that can best be labeled as outcome components are: skill
development, child-centered approach, empowerment, personal fulfillment, and cost-
effectiveness.

Each theme area will be discussed in terms of its shared meaning for the
participants. It is important to note that not all participants discussed all themes during the
initial interview process. If, during verification interviews, the participants acknowledged
and verified the themes brought forward by others, these themes were included as part of
the shared description. As it turned out, all themes were verified by all participants with
one interesting exception. One participant could verify the themes of parity, shared
responsibility, and risk-taking as they related to the experiences of others , that is, this
individual could see these elements in the relationships of others, but could not identify
them as part of her own experience. Since she could verify them as part of the experiences
of others, these themes were included as part of the shared experience of collaboration. It
is important, however, to cxamine some possible reasons why these themes were not part
of the personal experience of this participant. This individual had been at this school for

less than one year and, as a result, was not part of the initial introduction to the
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collaborative philosophy. She was working at the school only part-time and by her own
standards was less involved than she wanted to be or felt she possibly could be. These
factors likely contributed to a different personal experience of the phenomenon of
colisboration than was experienced by F=r coiicagres and should be kept in mind by
individuals who wish to engage in collaborative working relationships in schools.
Following are the composite descriptions of the shared experience of collaborative
working relationships ir. schools as shared by the participants . The twenty-two themes
have been organized into the following four categories: structural components, process
components, collaborator characteristic components, and outcome components.

Structural Components

Role Function.

Roles in the collaborative process are multi-faceted or multidimensional, ever-
evolving, flexible, dependent upon the needs of others, and, therefore, difficult to define.
Each participant who is functioning in a collaborative relationship, regardless of his/her role
title, found it difficult to define that role in specific terms, preferring to refer to the role as a
continually evolving process. The experience of an expanding role that is less structured,
more flexible, and more responsive to the needs of students was shared. All participants
felt that their role is not limited to the needs of students with special needs only, but
responsive to all students. Flexibility of roles within the collaborative model allowed
participants to focus more on student needs and less on role limitations, creating a more
child-centered approach to services.

The resource facilitators and classroom support personnel especially believe their
role to be highly dependent on the needs of others, primarily the needs of students, but also
those of the classroom teacher. These roles were considered eve:-changing and not
confined to a particular space and time. These participants identified their primary function
as meeting the needs of the student, while balancing the needs of the classroom teacher.
Those functioning in the resource facilitator role were particularly articulate regarding the
time required to develop their role and have it accepted by others. Time is needed for team
members to understand and become familiar with new role functions and for the resource
facilitators to become comfortable with and confident within their new roles.

The nature of roles in the collaborative process as ever-evolving and changing was

cvident both in the discussions and the observations of the participants. Some team
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members were seeking more guidance and clarity of roles descriptions from the
administration. Some participants had worked out mutually-detined role functions and
descriptions with other team members with whom they worked. Still others were looking
beyond strict role descriptions, seeing roles as being less distinguishable and melded
together in such a way that all roles could be considered interchangeable. Regardless of the
stage of development in this process, participants made it clear that individuals invelved in
the collaborative process must be open to the possibility of role descriptions and functions

changing over time.

Time.

Time is that which is both needed and valued in the collaborative process. All
participants interviewed agreed that acceptance of the model and effective implementation of
the process is mostly dependent upon the sufficient allotment of time. Collaboration is
viewed as a long term change process that can only occur over time. Insufficient time is
seen as the biggest basrier to the collaborative process as well as the largest contributor to
difficulties within the process.

Time is required to do the job directly in terms of daily interaction, on-going
communication, reflection, in-class support and collaborative planning between team
members. Time is also needed for training and in-servicing and the development of skills.
Time is needed for team members to build trusting relationships and to develop and
understand new roles. Resistance is reduced and acceptance is increased over time as
individuals come to feel valued within the process and empowered by it.

Time is expressed as the most critical component in the process of facilitating buy-
in of the collaborative philosophy and model. Team members required time to become
engaged in the collaborative process at a level that was personally comfortable. Buy-in i«
facilitated and commitment enhanced when school staff members have sufficient time to
develop a personal philosophical belief in the model and enact the model in suck a way that
it meets their needs.

The administrator has a central role in providing time for the collaborative process
as it is seen as the administrator’s responsibility to establish the school organization and
scheduling so that collaborative interaction will occur. It is also the responsibility of the
administrator to provide for a sense of pacing of the collaborative process, not rushing or
mandating, but facilitating staff engagement by providing time for the process. The

administrator in this study viewed this time as an investment in the future as she believed



that the collaborative process resuited in mncreased teacher skills which eventually saves

time in that teachers can function more effectively without the high level of assistance from

outside experts.

Administrator’s role.
There is a strongly expressed belief among the participants that administrative

support in all aspects of the collaborative process is critical. The administrator’s role
includes creating an envirchment in which collaboration can occur, modeling desirable
behaviors, supporting others in their engagement in the coliaborative interactions, and
facilitating the long-tern chunge process. To begin. the administrator necds to be
knowledgeable about the process he/she is asking the staft meimnbers to engage in and.
along with this, have a well articulated vision which is shared with the staff. The staff
must be able to see and feel that the administrator believes in the model him/kerself. In
addition, personal characteristics such as accessibility, approachability, and a sense of
humor are beneficial in that these characteristics assist in keeping the lines of
communication open and the atmosphere relaxed.

The administrator creates the organizational structure necessary for collaboration by
providing the time and resources necessary to allow the team members to engage in
collaborative behaviors. The participants also discussed the need for the administrator to
create a safe environment where risk-taking, trust, openness. sharing, and participation are
the norm. The administrator facilitates the creation of this environment by personally
demonstrating {lexibility, a willingness to change, a willingness to take risks, an ability to
relinquish control, an openness to new ideas. and a consisient demonstration of trust in the
staff. The administrator needs to share responsibility with the staff i goal setting,
planning, and implementing the model; continually seeking communication and input from
the staft in decision making. These administrative behaviors reduce staff anxiety and
resistance and increase their likelihood to buy-in to the model and participant in these
behaviors themselves.

The administrator creates a more collaborative environment by providing both active
leadership and leadership through exemple. From the interviews, observations, and
participation in school activities, it appeared that the leadership in this school involved a
simultancous engagement of both top-down and bottom-up approaches. Leadership was
top-down in that the administrator took active responsibility for providing support for the
collaborative process. Simultaneously. leadership was bottom-up in that the administrator
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actively sought leaders amongst the staff and knew when to step out of the way while statt
members created their own vision, goals. and methods and took responsibility tor the
cotlaborative process themselves. Through this approach the administrator in this school.

in effect, became a leader of leaders.

Buy:-in.

Total staff buy-in to the collaborative ethic was deemed critical by the participants.
It was recognized that this buy-in takes time and that not all team members will be at the
same level of buy-in at the same time. Buy-in is viewed as a process that allows team
members to come into the process slowly, comfortably, and in a way that facilitates
personal meaning. Buy-in requires examination of personal and professional beliets and
the communication of these beliefs with the other team members. Through this
communication, team members establish a vision and common goals.

The administrator’s role is central to the buy-in of the staff. The administrators
demonstrate their level of buy-in both by articulation of their beliefs and through positive
actions that support others who seek to buy-in to the collaborative process. The
administrator who is knowledgeable about the process, supportive of others, and provides
the time for the process to evolve will likely have the buy-in of his/her staff.

Participants demonstrated that they developed a personal philosophical beliet in the
value of the collaborative process and had many ideas as to how the buy-in process was
facilitated within themselves and other team members. Primarily, buy-in 15 facilitated when
team members take the time to communicate, share ideas, and create mutually defined
goals. However, buy-in is also viewed as part of the collaborative process itself. That is,
as teachers begin to feel valued and empowered in the collaborative process and as they
begin to recognize that what they are doing is valuable to others, they buy-in and value the
process itself. As team members support cach other in classrooms and sce that the
increased sharing and interaction results in success for the students, they further buy-in to
the model. As team members discover that throughout the collaborative process they have
a equal and valued voice at the school, they further buy-in to the process. As team
membcrs participate in professional development activities which enhance their
¢ollaborative skills and support the collaborative process, they further buy-in to the
collaborative process. In addition, collaboration becomes the facilitator or “catalyst™ for
change at the school; the tool which team members can utilize to empower themselves to

engage in continuous professional improvement.
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When buy-in to the collaborative ethic is enacted at the school, it is evident in the
language and the interactions of the team members. When buy-in to the model is
experienced, collaboration becomes pervasive throughout the school; a i¢ns through which
the team members view all that they do. In short. it becomes the culture of the school.

Three participants discussed the need for training in the initial interview process, yet
all three discussed it in somewhat different terms. In addition when input and verification
was sought on the theme of training from the other participants, all hod some experience or
value attached to the theme of training that further reflected the diversity of this component
of the collavorative process. Qverall, two common threads ran through these discussions.
First, the participants communicated the idea that on-going training and professional
development is desirable and necessary and that collaboration is characterized by members
involved in a commitment to life-long learning. Second, is the expressed belief that the
school as a whole was better able io meet its own professional development needs through
the sharing of expertise among team members and therefore decrease its dependence on
outside experts for staff iraining.

Participants involved in the resource facilitator role discussed the need for a trained
special educator to fulfill that role and for training in order to perform their newly defined
resource facilitator role. Resource facilitators also tended to emphasize the need to train all
educators and not just special educators in order to remove the perception that it is the
special education pessonnel that hold the expertise. Some regular educators discussed the
need for training in inclusive education principles and practices and training in collaborative
processes. However. they also acknowledged that much more inservice training can
happen “in-house™ due to the nature of the collaborative ethic as teachers learn to share their

expertise and skills.

Process Components

Parity is a sense of equity between individuais in the collaborative process
regardiess of their role definition, giving each individual a sense of being mutually valued.
Parity occurs when team members in the collaborative process are viewed as equals and

begin to function as equals. Parity means that all input from ali staff is equally welcomed



and valued and that no individual holds the expert role. Parity means that there is a shared
responsibility for decision making and active engagement in the decision making process.

Individuals involved in roles that have traditionally been considered as set apart
from the “mainstream” of the classroom or the school. that is, those involved in special
education and support personnel roles, were especially articulate regarding the experience
of parity. Frequent comparison was made to the experience of parity as being a significant
and major change under the collaborative model. It was clear that these individuals had
previously felt they were not part of the “in” group, but rather performed their roles on the
periphery of education service delivery where they felt, at times, undervalued and
powerless. Within the collaborative model these team members experienced a welcoming
situation where they felt acknowledged, valued, listened to, and where they were
considered to have equal input and authority with other team members.

Party within the collaborative model is facilitated by the administrator relinquishing
control and empowering staff members to become active participants in decision making
and problem solving. When the administrator demonstrates the willingness to lessen
his/her control and place a greater amount of trust in the staff to make and implement
decisions, participants are more apt to view themselves as having equal and valued input,
thereby furthering their buy-in to the collaborative process

Parity between team members results in an elimination of the typical school
hierarchy. All team members are considered to have valued expertise which can be shared
with others. All share responsibility and authority both within and outside of the
classroom. Team members considered themselves to be leaders at some times and
followers at other times, but always as equal participants in the process. All these factors

lead to increased staff collegiality.

The development of trusting, mutually defined relationships within the collaborative
process whe.e team members feel comfortable to learn and change is seen as another
essential component of the collaborative process. Trust is viewed as both a condition that
needs to exist for the collaborative process to develop as well as a result of increased
collaborative interactions between team members. Trust needs time to develop and it
requires the modeling and support of the administrator. It is the administrator’s
responsibility to create a safe environment where participants are willing to trust each other,

trust the administrator, and trust the process they are engaging in.



Trust develops through on-going, open, honest, and frequent communication
regarding the experiences of team members as they work through the collaborative process.
Trust develops when individuals have the opportunity to spend time in each other’s spaces,
learning to understand each other’s roles and responsibilities. Trust develops when team
members have the opportunity to feel supported by others in their roles. Trust develops as
individuals learn to share responsibility for students and programs.

Trust is necessary if individuals are to participate in taking risks, making mistakes,
and learning from their experiences. Trust is needed if individuals are expected to take part
in and take responsibility for decision making. Trust is also necessary if individuals are
expected to take on new role functions, share roles, or interchange roles. This is especially
true for the newly defined resource facilitator role which involves the special education
teacher working in the regular classroom, sharing responsibility with the classroom teacher
for students wiih special needs. Trust develops between the resource facilitator and the
classroom teacher when both are willing to let go of the former expert model of special
education service delivery, share ideas and information openly, and speak freely about their
frustrations without feeling like they are being judged.

A level of trust must be present at the beginning of the collaborative process. This
level, it appears, is greatly dependent on the administrator’s skill in creating a safe and
trusting environment. Trust also grows out of the process of collaboration through
communication, openness, risk-taking, shared responsibility, parity, and reciprocity.

Reciprocity.

Reciprocity is a sense of mutuality between the teachers involved in the
collaborative process; an understanding that both give and take in the relationship. The
sharing of responsibilities, ideas, information and resources, and engagement in mutual
planning and joint decision making contribute to the development of a team concept where
teachers interact freely in their relationships. This interaction can lead to the interchange of
role responsibilities where team members feel comfortable in assuming each others’
teaching responsibilities or other school duties. To some participants, the ultimate goal of
collaborative interactions is the development of reciprocal relationships in which the staff
members engage in complete role sharing and interchange.

Reciprocity requires trust, time, and modeling by the administrator. Reciprocity
requires that team members in any given relationship be willing to give and receive support,

share equally, and engage in on-going communication. Reciprocity also requires that team
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members be willing to let go of old role descriptions and expectations. For those teachers
working with resource facilitators this “letting-go™ is especially related to the old role of the
special educator in the previous deficit-driven, expert model of special education delivery
services.

Reciprocity results in increased teacher learning as teachers model for cach other in
the classroom and learn from taking on the responsibilities of another team member’s role.
Reciprocity also results in a reduction of tradition hierarchical school relationships.
Reciprocity means that expertise on the staff is openly shared and valued resulting in more
meaningful in-house professional development and greater diversity of teaching personnel
in classrooms. Reciprocity also means that team members have increased support for one
another in the classroom and are therefore better able to meet the needs of a greater diversity

of students.

Shared responsibility.

Shared responsibility is a sense of balance in the ownership of both problems and
solutions among team members that goes beyond mere cooperation as it implics
equivalence in commitment and action. The shared responsibility or ownership of student
problems and solutions is viewed as critical if the collaborative process is going to be
successful. Shared responsibility is understood to mean that all staff members were
responsible for the total development of every child. This means that child related
problems are not viewed in isolation of the total child or the environment in which that child
functions, nor are those problems assigned to the responsibility of one individual. Instead,
all team members work together with the child in his/her classroom setting, sharing ideas
and expertise in order to seek out the best course of action for that student. This ncw
ownership of students with special needs by classroom teachers and others is viewed by
special education personnel as the major change under the collaborative model. In addition,
shared responsibility means all staff are involved in curriculum and instruction, information
gathering and sharing, and decision making without restrictions due to rigid role
definitions. Team members also share responsibility for contributing input, participating in
decision making, and ownership of programs. Again, the administrator’s role of modeling
and supporting these behaviors is viewed as critical.

Shared responsibility results in an increased sense of team. Many participants
described shared responsibility as resulting in an end 1o teacher isolaticn, frustration, and
powerlessness due to the fact that within the collaborative model there is always at least one
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other person available with whom one could share problems and seek solutions. Shared
responsibility also results in an increase in teacher leamning as team members interact
closely with each other to seek solutions to diverse student needs, therefore creating the
opportunity to share expertise. As aresult, shared responsibility may also mean less
dependency on certain staff members to provide specialized services to students. In
addition, shared responsibility is seen as extending beyond the classroom as ownership by
participants for the total school program is enhanced. Most important is the belief that
shared responsibility means there is improved ability to meet student needs due to the

availability of support from many school personnel.

Support.

All the participants expressed the need to uphold and verify the roles and functions
of others so that each person can accomplish his/her individual goals and those goals
defined by the group. This interactive type of support is viewed as a critical component of
the collaborative process. The collaborative model itself is seen as creating a supportive
environment for team members. Within this mode! individuals support one another in both
formal and informal ways. The administrator establishes an organizational structure
whereby teachers could support each other both inside and outside of the classroom, in
small and large groups, and with a diverse mix of people. The administrator is also seen to
be actively supporting the process through verbal commitment to the process, support
through time and resources, and advocacy for the model to others including school district
personnel and parents.

Participants experienced this support as being positive and valuable both personally
and professionally. Individuals in collaborative relationships felt that they benefited from
support from team members in a variety of ways. They felt that support of others enhances
their professional learning and contributes to more in-house training occurring on a regular
basis in both formal and informal ways. A structure that provides for support of teachers
in classrooms means that expertise and responsibility could be shared, resulting in
increased ability to meet student needs. When team members are supported, they feel that
they can then focus their energies on student needs. Support is also valued as it leads to a
decrease in the isolation and frustration often experienced by classroom teachers.

Team members credited support from others as contributing to their level of buy-in
and commitment to the collaborative model. Decision making and problem solving was

also viewed as easier and more effective when participants feel supported by their
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colleagues. One teacher also expressed a belief that parental support for the school
increased within the collaborative model due to the fact that the school was doing a better
Jjob of addressing student needs sooner. This belief was verified by other members.
Finally, the support provided by the school district is valued, but a concern was raised as to
the district’s level of commitment to the process and the continuity of its support.

Although support was viewed by all team members as being both given and
received, it was the resource facilitators who described their primary function as providing
support to the classroom teacher. This support is acknowledged and valued by the
classroom teachers who feel that due to that support received from the resource facilitator,

they are better able to address student needs.

Acceptance.
To be accepted one must feel recognized, valued, and welcomed in a given

situation. Participants discussed acceptance in terms of fecling accepted in newly detined
roles, experiencing positive regard from others, feeling personally closer to other staff
members, having more positive professional relationships with others, and a feeling that
the total school environment was more accepting of them as individuals,

Acceptance appeared to be dependent upon several interacting components as
experienced by the participants. In general, acceptance is viewed as developing over time
where individuals have the opportunity to communicate about the meaning of collaborative
process and their roles within that process. As knowledge and understanding of team
members improves regarding the collaborative process and the new role functions,
acceptance follows.

Participants involved in the role of resource facilitator were particularly articulate
about the theme of acceptance. This was likely due to the fact that their role underwent the
most significant change in the school and the fact that their new role typically took place in
someone else’s space, that is, the regular educator’s classroom. Participants experienced
that acceptance starts by the resource facilitator being sensitive to the other teacher’s
perspective, needs, and expectations while at the same time approaching the situation with
diplomacy. Acceptance requires all educators to relinquish the old expert-based model and
buy-in to the philosophy of the collaborative model. Acceptance occurs when the receiving
teacher allows the resource facilitator to do his/her job, communicating with the resource
facilitator regarding expectations for the process. As knowledge increases, understanding

of the process will develop and acceptance will occur, but only over the course of time.



Acceptance can neither be rushed or forced, it must come natucally out of an increased
understanding of the new roles and relationships. Participants ackn~wledged that
individuals could be at different levels of acceptance and that every team member has a
responsibility to facilitate bringing that individual into the model in a supportive way.

Resistance.

Participants did not experience or discuss resistance in a way that would have one
conclude that resistance to the collaborative model was a major issue or obstacle for them.
Instead, they tended to discuss the many ways they had experienced resistance and anxiety
as being reduced both to the collaborative model and because of the collaborative process.
Resistance was reduced due to the fact that ine introduction to the collaborative model was
handled in small, incremental steps by the administrator. Resistance was reduced because
tcam members had the opportunity for input and personal buy-in over time and because the
model was not forced or mandated. Participants felt that the collaborative process itself
reduced resistance in some of the following ways. Collaboration created a school culture
which accepted, supported, and valued individuals, change, and growth. Due to the fact
that individuals become valued within the model, they are empowered through their
engagement in the collaborative process. The administrator strongly believed that the
collaborative model itself reduced resistance to change due to its supportive nature.

This reduction in resistance is evident in some participant stories. As an example,
one participant discussed her initial resistance to the concept of inclusion of students with
special needs. She was concerned about increased expectations, time and effort as well as
her own lack of knowledge and experience in inclusive education. She felt, however, after
engagement in the collaborative model, that she was supported in her learning and her role
through collaborative activities. Over time she become empowered by the collaborative
model to meet the diversity of student needs in her classroom.

Participants who discussed experiencing a level of resistance to their roles were the
resource facilitators whose role had been radically redefined from previous years. Again,
resistance was not discussed in such a way that it was considered an insurmountable
barrier. Resistance from others was in the form of underutilization of the resource
facilitator’s role due, the participants believed, to unfamiliarity with the new role.
Resistance was also noted when teams were not moving beyond the initial stages of role

development, possibly due to insufficient time or a low level of buy-in. The resource
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facilitators’ stated, however, that resistance to their role was reduced over ime and through

their continued commitm-=nt to the model and the process.

Commitment.

When an team member has commitment to the collaborative process., he/she has
bought into the philosophy and this philosophy is translated into action. This means that
the team member is willing to devote extra time and effort to make collaboration work
because he/she believes the outcomes of the process are worthwhile. Team members need
to be committed not only to the process, but to the on-geing change that is viewed as an
inevitable and welcome part of the collaborative model. In addition. participants view
commitment to one another as critical. This commitment to the other tcam members atlows
individuals to develop new roles and try new methods in a supportive environment.
Commitment to the philosophy of education for all children is believed necessary in order
that team members might address diverse student needs effectively .

Commitment by participants is demonstrated in their willingness to tuke the extra
time and effort to improve their skills or learn new skills in order that they be better able 1o
address student needs. Participants belicve that commitment by all icam members results in
better services to students and the creation of a supportive and relaxed school atmosphere
where team members could work towards their goal of meeting diverse student needs.

Commitment is viewed as enhanced when sufficient time is given to the buy-in
phase of the process so that participants have the opportunity to enter the process and give
input into the model and the process. Commitment is also enhanced when the participants
viewed the administrator as being committed to the process as he/she demonstrates patience

and perseverance.

Collaborator Characteristic Components

Flexibility.

Flexibility was viewed as a critical individual characteristic in collaborative working
relationships. Team members need to be able to change to the demands of 4 given situation
and demonstrate a willingness to adjust themselves in ierms of attitude, role, and
responsibilities. Individuals involved in the collaborative process found that they became
more flexible as they learn to trust others, share responsibility, and fecl supported in their

efforts to adjust to a given situation.
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Flexibility in roles is viewed by all participants, regardless of their particular role,
as being critical. Each participant felt that he/she needed to be flexible enough to go beyond
previously prescribed roles and be willing to become what was needed in a given situation.
The resource facilitator, for example, typically viewed their role as being multi-faceted and
constantly changing, requiring the individual to have the ability to change to the demands of
a given situation quickly. The regular educators felt they must show an equal degree of
flexibility, being willing to relinquish previously held concepts of their roles as educators to
embrace a more variable one. Likewise, support personnel, whether working inside or
outside of the classroom, felt that their roles nceded to be flexible and responsive to the
needs of others.

All participants found that the collaborative model allows them more flexibility in
providing services to students with special needs. Several team members viewed on-going
reflection as a critical component to keep the process and the model of collaboration flexible
and responsive to the needs of students and teachers. The need for reflection was verified
by the other participants, although time to engage in reflective activities was considered less

than optimum.

Openness.
Openness is a individual characteristic that, like flexibility, is deemed by the

participants as essential to engagement in the collaborative process. Openness is described
in the collaborative environment as both the physical opening of doors and the
psychological opening of minds. Openness is defined by these participants as the ability to
come into a situation with an open-mind, a willingness to learn and change, and a
willingness to become what grows out of that experience. Openness is also a requirement
in communication and decision making between collaborators.

Openness to the ever-evolving process of collaboration is viewed as necessary to
avoid collaboration becoming a static, inactive label. Openness to the collaborative process
is discussed as a part of the process itself, that is, as the team members’ knowledge and
awareness increase through the process, they become more open to the process since they
begin to value its benetits.

Increased openness is also viewed by some to be a result of the collaborative
process. Team members became more open to the perspectives of others and more open in

how they view their working relationships and their roles in the school. In addition,
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classrocm teachers stated that they have become more open to the diversity of student needs
in their classrooms, and as such, better prepared to deal with them.

Communication.

Open, honest, frequent and on-going communication is an essential component in
the collaborative process. Team members must be willing to engage in in-depth
communication with others and have the opportunity within the structure of the school day
to do so. Effective cellaboration is found to be severely hampered by a lack of time for
communication. Communication facilitates buy-in and commitment to the collaborative
process by providing for opportunity for team members to establish the structure and
function of their collaborative relationships. Increased communication is necessary in order
to develop the teaching and learning environment that facilitates the tcam members’ vision
and goals.

The process of collaboration is viewed by the participants as enhancing both the
quantity and the quality of communication and creating a strong communication base for
team members. Communication is enhanced through collaborative teaming and the
opportunity for team members to share responsibility for students. Once the collaborative
process is in effect, the participants experience an increase in the amount and quality of
information and idea sharing amongst team members.

It is important that the administrator be a skilled communicator as well and seck out

communication with the staff members.

Risk-taking.

The willingness of those involved in the collaborative relationship to be innovative,
make mistakes, grow and change, and support each other in the learning process without
fear of being considered failures is considered essential to the success of the collaborative
process. The participants felt that successful collaborative relationships require individuals
to engage in risk-taking behavior. This risk-taking behavior begins with the administrator
who starts the process by relinquishing control and letting go of rigid structures. The
administrator must be willing to accept the uncertainty that is involved in cmpowering
others to make decisions and share in responsibility for the total school program. The
administrator creates a safe environment for risk-taking by placing a high degree of value

on learning from mistakes and by modeling these behaviors him/herself.
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The collaborative model was not viewed as a model that would be congruent with
individuals who are very rigid or who feel that they had a need to be right all the time.
Purticipants recognize that collaboration requires a willingness to change and this means
taking risks. The collaborative process takes time to develop and, as a result, team
members experience growing pains along the way. Participants were willing to take this
risk, however, despite the growing pains. because they experience success within the
collaborative model. Participants were also willing to take risks, make mistakes and learn
from their mistakes when they observed the administrator engaging in these same

behaviors.

Qutcome Components

Empowerment.

Empowerment is the feeling that one is being valued in his/her role and the belief
that through the functions of one’s role, one can make a real difference. Through the
collaborative process, participants discussed how feelings of powerlessness, isolation, and
frustration were replaced with feelings of empowerment, inclusion and achievement.
Participants related their experiences of empowerment as becoming considered “valuable
players”, feeling “worthwhile™, feeling like an “insider”, having their “voices heard”, and
being “connected to the mainstream”™.

Team members within the collaborative model feel empowered for several reasons.
They fee empowered by the fact that their contribution and expertise is being valued by
others. Participants felt empowered due to the fact that their experiences are validated by
others through shared responsibility, reciprocity, and support. When team members feel
reinforced by others in their roles, an increase in personal self-esteem and satisfaction was
reported. Team members are empowered by the fact that they are given the opportunity to
engage in problem solving and seek meaningful solutions. They are empowered by the
belief that they had the ability to effect real change in their school and personal change in
themselves. Team members are empowered by the belief that through their collective
strength they could withstand obstacles and situations which challenged their established
goals. Most significantly, team members are empowered by the success they see in the
students. Participants believed, therefore, that the collaborative process in which they 'ere

engaged was of value to students and met the goals the group had established.
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Participants related that they are empowered to work better within the collaborative
model through their willingness to contribute more time and effort, engage in training, lcarn
new skills and change old attitudes. Participants also discussed how they became
empowered in professional development activities and district initiatives to make collective
decistons as to what activities do or do not fit in with their beliefs and the goals they have

set.

Personal Fulfillment,

Team members expressed pride, enthusiasm, fulfillment, and satistaction due to the
perceived results of the collaborative process. According to the participants, there is a felt
change in the atmosphere of the school since the fatroduction of a collaborative model that
made working there a more pleasant experience. The atmosphere was telt to be relaxed and
welcoming. Collaborative working relationships are likened to a “caring family” where all
individuals are supported in their uniqueness. Working relationships are also described as
rewarding and stimulating. Positive staff relations made the school a pleasant and desirable
place for the participants.

In addition, there was an observed a change in how students interacted with cach
other since implementation of the collaborative model. Participants believe that the

collavorative model is one that the students found worth emulating.

Child-centered.

As expressed by the participants, the focus of the energy in the collaborative
relationships between team members is the meeting of the needs of all students. The
collaborative mode! brings into focus the unique needs of every child. Teachers become
more cognizant of the diverse needs of students and more responsive to them. The
collaborative process allows team members to focus less on labels and deficits and more on
creating an individualized education for the students. The collaborative process also allows
team members to be less curriculum or program focused and more child-focused. All
participants stated that the collaborative process is in concert with the school’s philosophy
of providing a child-centered approach to education.

In this school, collaboration is the vehicle through which the inclusion of students
with special needs in the regular classroom occurs. In the administrator’s words, the staff
discovered that “they needed to be collaborative to be inclusive.” Collaboration allows

most student needs to be dealt within the regular classroom as teachers have support from
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other educators and support personne! on a consistent, on-going basis. Due to the inherent
flexibility within the collaborative model, team members found that they can be more
respensive to the continually changing needs of individual children and the evolving
diversity of the elementary classroom. In order to meet student needs effectively, team
members must be flexible in roles and in approach, share responsibility for students and
programs, support one another in and outside of the classroom, and engage in reciprocal
relationships. Due to the inherent problem solving orientation of the collaborative model,
tcam members find that there is a more proactive response to students which tends to limit
more serious student problems.

Participants discussed the collaborative model in terms of both changes in
themselves and changes in the student body. Team members see within themselves a
higher degree of openness, awareness, understanding and tolerance toward individual
student needs and an increased level of confidence in dealing with diversity. They also
experienced a shift away trom labels and deficits towards individual needs and student
strengths. Team members believe that the children are also more tolerant and
understanding of differences among their peers and are less likely to use labels to single out
students who are having difficulties. Students with special needs are believed to have an
increased sense of self-esteem and a higher level of participation due to the collaborative
model. Overall, participants feel that the collaborative model creates a more positive

learning environment for all students regardless of their level or type of need.

Skill Development.
Team members experienced an increase in their own level of skill as they

participated in the collaborative process as well as witnessing an increase in the skills in
others. Examples of the types of skills developed include increased observational skills,
improved communication skills, and enhanced curricular adaptation skills. Team members
found increased tolerance, creativity and innovation to be a result of dealing with diverse
student needs under the collaborative model. Team members feel that these skills develop
under the collaborative model due to the fact thai student needs are continually changing
and, to be effective, educators must be continually changing to meet those needs. The
collaborative model allows team members te support each other in their learning of new
sKills as they share responsibility for students with diverse needs.

In addition, team members feel that the collaborative model fits within the

principles of adult learning. That is. through collaborative activities team members are
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continually engaged with others in observation. communication. modeling. and so forth,
which will foster increased learning of new skills.

Participants feel thot team members in collaborative relationships must be willing o
learn new skills. In order to do so. they must be willing to let go of previously conceived
models of service delivery and restrictive role descriptions. When they do so and feel
supported in their own learning, team members develop the belict that they have access to
the skills needed in order to meet student needs in their ¢lassrooms. This new beliet results
in a decrease in reliance on the services of specialized personnel and an increase in joint
ownership and problem solving approaches to meet student needs. Team members become
more aware of their personal and team nceds. and therefore are able to determine more

effectively which professional development activities fit with their perceived needs.

Cost effectiveness.

The theme of cost effectiveness was raised only by the administrator during the
initial interviews, in the following way. As teachers learn new skills, their dependency on
others to provide specialized services decreases and their confidence and ability in dealing
with diverse student needs increases, therefore, requiring less specialized personnel over
time. Those specialized personnel are then free to assist greater numbers of teachers and
students. Better use of and less requirements for specialized personnel is a cost savings.
Professional development activitics also become more cost effective. First, professional
development activities become more relevant as team members can determine what is
needed in terms of their own professional growth. Second, school members utilize the
collaborative model to evaluate which professional development activities best fit into their
philosophy. This provides staff members with a focus in which they can be selective and
eliminates staff members from “running off to random PD sessions” which do not address
their goals.

When verification was sought from other participants, they felt that the
administrator would be the best judge of cost effectiveness in term of real dollars, however,
they verified that the collaborative model does make more effective use of school staff
resources and time, and contributes to more meaningful and worthwhile professional

development activities.



Summary of Experience

Through the use of in-depth phenomenological interviews, insight was gained into
the experiences the educational stakeholders within one school where a multi-faceted
collaborative approach had been developed and implemenited. Twenty-two second order
themes were extracted from the experiences of the participants, and bave been placed under
the Joosely defined categonies of structural components, collaborator characteristic
components, process components, and outcome components. These categories are not
meant to represent a rigid structure since the components were found to be highly
interrelated and in some cases cross-categorical, rather, they provide a format for
organizing and summarizing the results.

Four components were revealed that provide structure for the collaborative process,
especially in the initial stages of development: time, administrator’s role, buy-in, training,
and role function. Initially, the collaborative process must be supported through a
sufficient allotment of time for both short term objectives and long term goals. Without
sutficient time, the collaborative process is bereft with difficulties. The school
administrator must be prepared to lead the staff through the collaborative process. by
supporting the process philosophically and practically. The staff together must develop a
collaborative cthic, where each individual contributes to and therefore buys-in to the
meaning of the process. Individuals who are expected to participate in the collaborative
model may require both initial and on-going training in both their roles and in collaborative
skills and processes. Finally. teachers must have a willingness to redefine their roles based
on the collaborative model they have developed together.

The participants” experiences within the collaborative process reveal that certain
team member skills and characteristics are desirable. These characteristics or skills include
openness, flexibility, risk-taking. and communication. Individual involved in collaborative
refationships must open themselves to the process and * ¢ v illing to become what grows
out of that experience. All collaborators must be willing to relinquish previously held
concepts of their roles as educators, administrators, and support personnel, and
demonstrate the flexibility needed to respond to highly variable collaborative relationships.
Within these relationships, team members must be willing to take risks, make mistakes,

and learn as a result. Finally. individuals must be willing to participate in open, honest,
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and on-going com. .:*icat.on with others, sharing information and ideas that support their
fellow team membe:..

As the collaborative process becomes activated, certain principles and behaviors are
both inherent in the process and a result of the process. These process components as
described by the participants include shared responsibility. reciprocity., parity, support,
trust, commitment, acceptance and resistance. Sharing responsibility means that team
members experience a balance in the ownership of problems and solutions. When shared
responsibility occurs, team members have a sense of reciprocity or mutuality in which cach
team member understands that he/she gives and takes in the relationshin, at times to the
point where team members are able to assume each other’s roles. In collaborative
relationships it is important that team members have a sense of parity, where all individuals
are equally valued regardless of their role definition. To achieve this, tcam members must
be willing to support one another, upholding and verifying cach other’s roles while striving
to accomplish the goals of the collaborative unit. As tcam members support one another,
they demonstrate commitment to each other and to the collaborative process. Although
trust needs to be present at the onset of the collaborative process, it also develops as a result
of it, opening team members to new learning and sharing expericnces. Development of a
trusting relationship between individuals means that resistance wili be reduced. Acceptance
is dependent upon all the aforementioned aspects of the collaborative process and will only
develop over the course of time; it cannot be forced. Resistance to new role functions
within the collaborative model or to the collaborative process itself is also reduced overtime
and through supported engagement in the process.

As a result of the collaborative process participants experienced the following
outcomes: development of skills, a child-centered approach, empowerment, personal
fulfillment, and cost effectiveness. Team members experienced an increase in their own
level of skills as they participated in the collaborative process as well as witnessing an
increase in the skills of others. The collaborative process also allows team members 1o
become more aware of individual student needs and theretore become better able to mecet
the unique needs of all children, regardless of whether they are labeled as having special
needs or not. Team members become empowered within this process as they assume new
roles and become valued for their contributions to the process. Empowerment facilitates
the belief that their participation can effect real change in their school and in the lives of the
students. Team members working in collaborative relationships have a sensce that what

they are doing is worthwhile in that they see success within the students and experience a
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more satisfying work environment. Finally, engagement in the collaborative model is
viewed as being cost effective through the lessening dependence on specialized staff and
the increased relevance of professional development activities.

Chapter 7 will discuss each of the themes in relation to the relevant literature.



CHAPTER SEVEN
GENERAL DISCUSSION OF RESULTS

This study has revealed twenty-two themes related to the meaning of the
collaborative experience for educational stakeholders in collaborative working
relationships. The purpose of this chapter is to enter into discussion on that which was
revealed through these themes and to return to the literature to further our understanding of
collaboration within the larger research context. This chapter will utilize the four
component areas -- structure, collaborator characteristics, process, and outcome --
identified in Chapter 6 as units of discussion.

Summary and Discussion

Understanding the development and implementation of collaborative working
relationships between regular and special educators, administrators, and support personnel
in schools means delving into a complex array of interrelated conceptual and pragmatic
components. The following component areas are not meant to represent a rigid structure as
the components were found to be highly interrelated and cross-categorical, rather, they

provide a format for organizing and discussing the results.

Collaborative structure

Five components were revealed that provide structure for the colluborative process,
especially in the initial stages of development: time, administrator’s role, buy-in, training,
and role function. Initially, the collaborative process must be supported through a
sufficient allotment of time for the establishment of a vision and long term goals. As the
process progresses, time is necessary for planning and implementation as well as direct
communication and interaction. Without sufficient time, the collaborative process is
fraught with difficulties. Bird and Little (1986) have observed that the most important
single resource for school improvement is time for planning, analysis and collegial
exchange, yet time is usually the least available resource for professional collaboration.
Insufficient time has been frequently cited in the literature as one of the biggest barricrs to
effective collaboration (Idol-Maestas, 1986; Johnson, Pugach, & Hammitte, 1988%; Spcece
& Mandell, 1980). Participants frequently discussed the value of planning together and
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sharing responsibility for instructional outcomes, but this clearly is not possible if
insufficient time is devoted to the process (Huefner, 1988).

Time is also an essential factor in the facilitation of staff buy-in to the coliaborative
ethic. The staff together must develop a collaborative ethic, where each individual
contributes to and therefore buys-in to the meaning of the process. The importance of
creating a collaborative ethic in a school and establishing practices that support it have been
widely espoused by researchers. Idol and West (1991) discuss how important it is for each
staff members at individuals school to develop a consensus on their definition of
educational collaboration and it benefits and uses in their school. They recommend that
once done, the staff should create a vision of expected professional behaviors to encourage
collaboration in that environment. The development of a collaborative ethic also creates a
sense of “ownership and pride. . . that is essential to the collaborative spirit and that is a
powerful catalyst for effective change” (Idol & West, 1991, p. 78).

Phillips and McCullough (1990) advocate the development of a collaborative ethic
within schools due to the fact that collaboration empowers professionals to assist each other
in problem solving, offers motivation and skill enhancement, and provides a collective
endorsement of the rights of teachers to assistance and support from colleagues and from
the organization . Reflecting this belief, Wilson and Silverman (1991) found that
collaborative interactions with colleagues in one’s school are important in influencing
teachers’ belief systems and concluded that the establishment of collaborative school based
tcacher support groups might be a powerful way to influence teachers’ attitudes and beliefs.

The administrator is a central player in the collaborative process at the initial buy-in
stage of the process and throughout its development. The school administrator must be
prepared to lead the staff through the collaborative process, by supporting the process
philosophically and practically. Frequent in the literature is the examination of the role of
the administrator towards changing the attitudes and perceptions of teachers towards
increased collaborative consultation. Administrators have been described as the founders
of culture (Nias, Southworth, & Yeomans, 1989) and as head learners (Barth, 1990) in
collaborative schools. As a founder of culture, the administrator shapes and develops
culture through the articulation and enactment of his/her vision. Therefore, the creation of
culture and leadership are viewed as indelibly linked, that is, one can not be understood
without the other (Nias et al., 1989). Barth (1990) views the effective principal as the head
fearner in the school. In order for the school to become a community of learners, the

administrator must participate in, model and celebrate learning hinvherself. In addition, the
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administrator becomes a living demonstration of the replenishment and invigoration
accomplished through leaming and change. Both of these concepts fit well with the
experiences of the participants in this study.

The administrator in the collaborative school is also one who has learned to share
leadership. The administrator must be willing to share control, show vulnerability, and
look for ways to involve those who are not yet open to the process (Fullan & Hargreaves,
1991). Louis and Mile (1990) suggest five strategies for administrators to use to encourage
involvement in shared leadership: power sharing: rewards for staft: openness and
inclusiveness; expanding leadership roles: and patience.

The administrator in the collaborative school is also responsible for coordinating the
training of stakeholders for engagement in collaborative activities. Individuals who are
expected to participate in the collaborative model may require both initial and on-going
training in both their roles and in collaborative skills and processes. Participants in this
study discussed training needs in terms of specially trained personnel, joint training for all
members, and the use of in-house training. All of these areas of training have received
attention in the literature. A number of authors discuss the need for trained special
education personnel to fulfill consulting teacher roles in collaborative schools (Huefner,
1988; Idol-Maestas, 1983). Thousand and Villa (1990) focus on creating common
conceptual frameworks, knowledge and language through on-going inservice training for
all staff members regardless of their role titles in order to facilitate the common goal of
meeting diverse student needs. In-house training through educational stakcholders sharing
their expertise has also been cited as desirable at the school level (Idol & West, 1987).

Participants in this study clearly had different expectations and goals in relation to
training. Therefore, it would seem essential that training of staff members not be applicd in
a top-down administrative fashion, but rather through collaboration with the staff,
Collaborative schools would seek to avoid “legislated learning” for their members and seek
an integrated approach based on assessment of individual need instead of on assumptions
based on role title or description, which has been common practice in the past.

Finally, an essential component for the establishment of a base or structure for
collaboration is new understanding of roles and role functions. Teachers must have a
willingness to redefine their roles based on the collaborative model they have developed
together. The literature suggests that, within the collaborative model, roles need to bhe
defined in ways that fit the needs of both educators and students. Birman (1988) suggests
that useful collaboration should overcome the norm of self-sufficiency between teachers
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and reduce the distinctiveness of classroom and specialist teachers’ roles. Team members
need to redefine their roles if they wish to make the shift from categorical educational
programs to a single system where unified support would be available to both teachers and
students (Thousand & Villa, 1989). Idol (1988) suggests that any teacher fulfilling a
consulting teacher role within a collaborative framework should be viewed as a helping
teacher who supports the classroom teachers with exceptional children in their classroom
and that this help can be extended to all students in the class as a preventative measure.
Adamson, Matthews, and Schuller (1990) state that any teacher fulfilling a consulting
teacher role needs to show a genuine appreciation of the classroom teachers’ role and
sensitivity to their skills in order to maximize the educational benefits to the students. The
key is to provide support on an on-going basis when the opportunities arise for

collaborative input.

Collaborator characteristics
The participant’s experiences within the collaborative process reveal that certain
team member skills and characteristics are desirable. These characteristics or skills include

openness, flexibility, risk-taking, and communication. Individuals involved in a
collaborative relationship must open him/herself to the process and be willing to become
what grows out of that experience. Openness can be related to what Friend and Cook
(1990) refer to as “voluntariness” or the willingness of individuals to participate in the
collaborative process. In The Collaborative School, Smith and Scott (1990) discuss how
to reduce psychological barriers and increase openness to the collaborative process by not
forcing people into the process, but by letting them come into the process based on
something they value, and by making the process appealing to them. Nias et al. (1989)
found that collaborative schools valued openness and that this openness allowed
individuals to be honest and direct about their feelings and experiences without this
openness being thireatening to others or impairing relationships. Participants in this study
described openness to the collaborative process, like other aspects such as trust and buy-in,
as necessary at the beginning of the collaborative relationship, but also as a result of
participation within the process.

All collaborators must be willing to relinquish previously held concepts of their
roles as educators, administrators, and support personnel and demonstrate the flexibility
needed to respond to the highly variable collaborative relationship. The need for flexibility

on a varicty of levels has been noted in the literature. In recognition that implementation of
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this type of model involves the very personal experience of learning new behaviors and
adapting to new roles, Idol et al. (1986) suggest that all participants in the process need to
be sensitive to the various aspects of change as it affects the consulting teacher, the
classroom teacher and the student. I1dol (1988) advocates for collaborative consultation as
it allows for greater flexibility in when and how services are provided to students as
compared to the more traditional special education serviced delivery options.

Within that relationship, team members must be willing to take risks, make
mistakes, and learn as a result. Nias et al. (1989) reported that, in collaborative schools,
failure and uncertainty are not protected or defended, but shared and discussed with a view
of gaining help and support. Teachers do not spend time covering their mistakes, but
instead explore ways of learning from them. Collaborative schools require broad
agreement on educational values, but they also tolerate disagreement and to some extent
actively encourage it when it facilitates growth. Risk-taking is promoted as a necessary
condition for student and teacher learning (Barth, 1990). Like the participants in the study,
Fullan (1991) acknowledges that anxiety and stress will accompany innovation and
improvement such as engagement in the development of a collaborative model. Also like
the participants, Fullan and Hargreaves (1991) believe that risk-taking will result in a
greater range of skills, increased learning, and professional confidence.

One skill in which participants felt they gained improvement in through the
collaborative process was communication. Communication was also seen as a critical skill
in order for individuals to be successful within collaborative relationships. Individuals
involved in collaborative activities need to participate in open, honest, and on-going
communication with others; sharing information and ideas that support their felow team
members. Idol et al. (1986) outline the importance of several areas of communication for
those involved in collaborative consultation relationship. These areas involve appropriate
interviewing skills in order to garner information on the student and environment, active
listening skills to minimize misunderstanding and distortions, and the use of a common
language that is understood and utilized by all involved. The importance of having
sufficient time for communication, as discussed earlier, is considered one of the biggest

factors in the establishment of collaborative relationships.

Collaborative processes

As the collaborative process becomes activated, certain principles and behaviors are

both inherent in the process and a result of the process. These process components as
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described by the participants include shared responsibility, reciprocity, parity, support,
trust, acceptance, resistance, and commitment. Sharing responsibility means that team
members experience a balance in the ownership of problems and solutions. Shared
responsibility is generally noted as an essential component of the collaborative process
(Idol et al., 1986). The literature upholds the belief that most schools have within them a
natural and often underutilized pool of “experts” who can uniquely contribute to a shared
goal of meeting student needs. Thousand & Villa (1990) report that a key to successfully
meeting the needs of all students is the development of a collaborative relationship among
school staff so the expertise can be shared. Also, some researchers report that teachers will
be more willing to share responsibility for students with special needs if the students come
with a team of professionals to support them (Tetreault, 1988, as cited in Thousand &
Villa, 1990).

When shared responsibility occurs, team members have a sense of reciprocity or
mutuality in which each team member understands that he/she gives and takes in the
relationship, at times to the point where they are able to assume each other’s roles.
Reciprocity is characteristically the same as what Friend and Cook (1990) have termed
shared participation where each participant in collaboration is assumed to be actively
engaged in the activity (Hord, 1986). Active participation enhances commitment, a sense
of ownership, and acceptance of change (Berman & McLauglin, 1978, as cited in Friend &
Cook, 1990). The interchange of roles was highly valued by these participants and viewed
by some as the ultimate expression of a collaborative working relationship. Brookover et
al. (1982) state that role titles and role descriptions determine how individuals behave
within a school, unfortunately frequently limiting the use of a staff member’s expertise,
especially outside of his/her given classroom space. However, the loosening or increased
flexibility in roles or even the dropping of role titles may facilitate the sharing of
professional expertise and the coordination of services for students (Thousand & Villa,
1990).

In collaborative relationships it is important that team members have a sense of
parity, where all individuals are equally valued regardless of their role definition. In their
discussions of conditions for collaboration, Friend and Cook (1990) state that
collaboration is not possible if professionals do not sense the existence of parity or equal
value given to cach person’s input. Idol et al. (1983) discuss the importance that teachers
involved in collaborative process avoid hierarchical relationships and that individuals strive

to develop a sense of parity between themselves where individuals listen, respect, and learn



from one another. To achieve this, team members must be willing to support one another,
upholding and verifying each other’s roles while striving to accomplish the goals of the
collaborative unit.

This sense of parity was articulated most clearly by special education personnel and
school support personnel in this study. Special education personnel spoke of how they
now felt like equals with the regular education teaching staff, “like part of the mainstream.”
no longer just an “appendage to the regular program.” Within the collaborative model,
even the students see them as “just a regular teacher™ and not different from other
educators. The literature discusses how there must be parity between the regular and
special educators so that the special educator or consulting teacher is not viewed as an
expert coming in to fix student problems (Idol et al., 1993), but little mention is made of
the value of “integrating” the special educator into the mainstream. However, Harris
(1987, as cited in Thousand & Villa, 1990) made the following statement that would
support the notion of professional parity in inclusive schools. “The integration of
professionals within a school system is a prerequisite to the successful integration of
students. We can not ask our students to do those things which we professionals are
unwilling to do.” Special education personnel within this study could attest to the value of
becoming integrated professionals within their school.

Support personnel also spoke passionately about parity in their experience of
collaborative relationships. They spoke about having an equal and valued voice on staft,
whereas previous to the collaborative model being implemented, they felt voiceless,
powerless, and unimportant compared to the educators and administrators on staff. Little
research has been conducted on how support personnel fit into the collaborative culture of
schools, however, in this study, their presence and contributions were expected and
accepted by others on staff. Support personnel demonstrated the same type of buy-in and
commitment to the collaborative process as did the teaching and administrative staff at this
school and attributed much of their commitment to the value or parity they were
experiencing as collaborative team members.

Commitment to the process and to other team members is an essential component of
the collaborative process. As team members support one another, share responsibility,
treat each other with parity, and so forth, they demonstrate commitment to cach other and to
the collaborative process. Nias et al. (1989) provided a comprehensive case study of five
primary schools noted for their collaborative culture and found that collaborative schools

are places of strong and common commitment, dedication, and collective responsibility.
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Fullan and Hargreaves (1991) see teachers in the collaborative environment as committed to
*“continuous improvement and perpetual learning,” who will “push to create the type of
learning environments they want” (p. 82). Individuals committed to collaboration expect
that everybody can and must make a difference in the life of the school. This type of
collegiality requires consistent and growing trust among the members.

Trust needs to be present at the onset of the collaborative process, however, it also
develops as a result, opening team members to new learning and sharing experiences.
Friend and Cook (1990) state that individuals involved in collaboration must initially trust
colleagues enough to commit their time and energy to the process, recognizing that through
successful collaboration, this sense of trust grows. Friend and Bauwens (1988) recognize
the importance of nurturing a trusting relationship when teachers are working to reduce
resistance, stating that “developing a trusting relationship requires keeping confidences,
offering support and actively collaborating to enable mainstreamed students to succeed” (p.
559). Like our participants, Friend and Bauwens (1988) state that trust develops only over
time.

Development of a trusting relationship between individuals in the collaborative
model means that resistance will be reduced and acceptance enhanced. The management of
resistance and the promotion of acceptance for special educators working in collaborative or
consultative roles has frequently been discussed in the literature. Friend and Bauwens
(1988) discuss how consulting teachers can manage resistance and foster acceptance
between educators in collaborative working relationships. They highlight many of the
issues brought forward by our participants, such as, enlisting administrative support,
helping teachers see the value of the process, nurturing a trusting relationship and so forth.
They make the point that not all teachers are going to be resistive to the process, especially
if they are voluntarily entering into it. A number of authors discuss their belief that
acceptance will increase and resistance will be reduced when educators engage in
collaborative processes. Development of parity among professionals, trustworthiness,
shared responsibility, and reciprocity are the keys to reducing resistance to change
according to Idol (1988). Conoley and Conoley (1982) believe that by cultivating a
collaborative problem-solving relationship between teachers, attitudes and perceptions will

change and resistance will be reduced.



Collaborative outcomes

As aresult of the collaborative process, participants experienced the following
outcomes: development of skills, a child-centered approach, empowerment, personal
fulfillment, and cost effectiveness. Team members experienced an increase in their own
level of skills as they participated in the collaborative process as well as witnessing an
increase in the skills of others. Research has shown that through collaborative consultation
general education teachers develop strategies and skills to assist students with and without
special needs (Idol-Maestas & Jackson, described in Idol, 1983). [n effective schools
research, evidence is growing regarding the organizational conditions necessary to promote
teacher skill development and the prominent condition is the collaborative school structure
(Rozenholtz, et al., 1986). Goodlad (1990) calls for schools to develop a system which
provides for its own continuous renewal so that the deveiopment of teacher knowledge and
skills are part of the school’s on-going commitment to change and growth. Sinclair and
Ghory (1990) echo this belief stating that “an effective school is a self-renewing school --
one that continually monitors its own progress, identifying and solving problems that
interfere with the learning of students” (p. 138).

The continual renewal of teacher knowledge and skill is a critical component of the
collaborative culture. Collaboration focuses on meeting the nceds of the teacher so the
he/she can meet the needs of the student. Sarason (1990) believes that schoo! must exist
primarily for the growth and development of teachers for “teachers can not create and
sustain the conditions for the productive development of children if iose conditions do not
exist for teachers” (pp. xiii).

The collaborative process also allows team members to become more aware of
individual student needs and therefore become better able to meet the unigue needs of all
children, regardless of whether they are labeled as having special needs or not.
Collaborative processes are being discussed under the belief that heterogeneous schooling
can meet the needs of all students within the regular program if appropriate support is
provided to teachers (Nevin et al., 1990). According to Villa and Thousand (1990),
administrators and staff members in heterogeneous schools share a philosophy or vision
that reflects at least the following assumptions: (a) all children can learn, (b) all children
have the right to be educated with their peers in age-appropriate heterogencous classrooms,
and (c) it is the responsibility of the school system to meet the diverse educational and

psychological needs of all its students (p. 3).



The power of collaboration in meeting the needs of students with special needs is
finding a strong voice in the literature. Several studies cite student related benefits to the
collaborative process that allow teachers to provide for a more child-centered education.
These stated benefits include: the development of teaching and management techniques
which prevent classroom problems and reduce the amount of referrals from classrcom
teachers requesting special programs (Graden et al., 1985; Ritter, 1978 as cited in Idol,
1988); classroom teachers develop skills and strategies that assist many students with
academic and social problems, not just those labeled with special needs (Idol-Maestas,
1983). Participants in this study felt both a sense of empowerment and personal fulfillment
when they found that the collaborative process was facilitating their goal of meeting
individual student needs.

Team members also become empowered within the collaborative process as they
assume new roles and become valued for their contributions to the process. Empowerment
s facilitated by the belief that the participants could affect real change in their school and in
the lives of students. The literature confirms this aspect of the collaborative experience. A
colluborative team provides possibilities for teachers to assume new roles and exhibit
leadership (Barth, 1990). According to Leiberman (1986), a feeling of powerlessness can
be transformed into a greater sense of empowerment through the collaborative experience.
Similarly, Ashton and Webb (1986) found that the main benefit of collaboration is that it
can reduce teachers’ sense of powerlessness and increase their sense of efficacy.

Team members working in collaborative relationships have a sense that what they
are doing is worthwhile in that they see student success and experience a more satisfying
work environment. West & Idol (1991) suggest that working in a collaborative
environment increases staff morale because teachers see that they can have an immediate
impact on their environment. Collaborative cultures in schools have been reported to create
and sustain more satisfying work environments by reducing isolation, respecting the
individuality of teacher while valuing interdependence (Fullan & Hargreaves, 1991; Nias et
al., 1989)

Finally, engagement in the collaborative model is viewed as being cost effective
through the lessening dependence on specialized staff and the increased relevance of
professional development activities. The lessening dependence on specialized staff has not
been investigated specifically, but is related to increasing skill development in, and
empowerment of classroom teachers (Idol, 1993). Nias et al. (1989) found that school

professionals involved in collaborative school cultures were better able to determine their
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professional development needs based on their vision and goals and were also better able to
filter out those professional development activities that they found to be unnecessary or
contradictory to their philosophy. These findings have not been researched in relaticn to

cost-effectiveness.
Conclusions

Healthy organizations have been described in the literature as ones that have a
strong sense of their own identity: the capacity readily to adapt to change: and goals
congruent with the demands of the environment: and in which problem solving is
pragmatic; communications are open and free; leadership is flexible: and people have a
genuine sense of growing and developing as people and professionals (Coulson, 1978;
Fordyce & Weil, 1971, as cited in Nias et al., 1989). Many of these characteristics were
found through the themes of the participants in the study school which had defined itselt
collaboratively. However, the point should be made that this type of school culture did not
Jjust happen when individuals decided they were going to “collaborate™. A fear of the
participants is that collaboration will become “‘just another label™ or “another educational
bandwagon” due to the fact that individuals in schools and school districts will not take the
time to understand the complexity of the process and the time and effort required to engage
in the process of collaboration.
A recently published document from the Alberta Teachers® Association (ATA)
entitled Trying to Teach: Necessary Conditions (1994) attempts to address current teacher
concerns regarding educational practice by forwarding several recommendations for school
boards and school system administrators (among others) of relevance to collaborative
working relationships in schools. These reccommendations, in part, address many of the
concerns expressed by the participants in this study. The Tryving to Teach: Necessary
Conditions document outlines the following relevant recommendations for administrators
and systems:
* Support schools in their attempts to focus teachers’ time, and the
resources of the schools, on the essential tasks of teaching and learning.

* Recognize and facilitate the right and responsibility of teachers to make
decisions about the education of the children in their charge, in the light of
their expertise, experience and the specific circumstances of their students

and community.



* Support a model of school administration that is collegial, collaborative
and facilitative and that gives staff ongoing, effective involvement in the
decisions affecting them.

* Support an approach to professional development that is systematic,
ongoing, school-centered, and based on teacher identified needs.

* Develop genuire consultative structures that give parents and teachers
meaningful input into decisions about educatiion at the school system
level.

*  Support an approach to school improvement that draws upon the expertise
of teachers rather than impose solutions from above. (p. 22)

Participants in this study desire to see their collaborative school culture remain and

their working relationships grow and develop. They have experienced the potential of

collaboration for their own growth and development and for that of the students they serve.

Participants in this study believe that for individuals to be truly collaborative, the school as
a whole must be collaborative. Individuals and groups of individuals within the school
must take responsibility for creating a whole improved school culture. Without this focus
on the larger picture, working relationships will not improve nor will classroorns improve
as forces outside the classroom will weigh heavily on the quality of teacher relationships
and classroom life.

The final chapter will explore the conclusions of this study, the recommendations
for various educational stakeholders, the implications for further research, and the

reflections of the researcher upon completion of the study.
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CHAPTER EIGHT
CONCLUSIONS, RECOMMENDATIONS. IMPLICATIONS, AND REFLECTIONS

The purpose of this study was to gain an understanding of collaborative working
relationships in schools for the major educational stakeholders working in that
environment, namely regular and special educators, administrators, and support personnel.
Information was gathered from participants through phenomenological interviews in one
elementary urban school who were willing to speak to the question, “What is the meaning
of collaboration for you at your school?”, and who were able to provide rich descriptions
which illuminated the phenomenon of collaboration. Further data were gathered through
observations, field notes, and relevant school documents reflective of coilaborative
interactions in the school. These secondary sources provided resources for further inquiry
and participant verification.

Participant interviews were transcribed and paraphrased by the researcher who then
searched for the higher level themes through the reflective empirical approach to
phenomenological analysis. Participant verification of the analysis was sought during
several stages. From all themes extracted from the data, a total of twenty-two second order
themes emerged. These themes were loosely organized into four component arcas:
structural components, process components, collaborator characteristic components, and
outcome components. The twenty-two themes are listed under these component headings
in Table 8.1.
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Table 8.1
reas
Structural Process Characteristics Outcomes
role function parity flexibility child-centered
time trust openness personal fulfillment

administrator’s role

buy-in

reciprocity

shared responsibility

communication

risk-taking

empowerment

skill development

training support cost effectiveness
commitment
acceptance

resistance

The conclusions, implications, and recommendations which follow represent the
researcher’s attempt to give specificity to the interpretation of the data and allow its meaning
to speuk to educators and other collaborators who work in similar circumstances.

The remainder of this chapter is arranged into five sections. The first part
represents general conclusions about the meaning of collaborative working relationships in
schools. The second section discusses recommendations for school administrators, school
districts, school-level collaborators, and teacher-educators who are supportive of the
development of collaborative working relationships in schools. The third section examines
the limitations of the research while the fourth section contains suggestions for further
study. The last section of this chapter ends in personal reflections and some final

conclusions.
Conclusions About the Meaning of Collaborative Working Relationships

The conclusions which follow are an attempt to reflect the meaning of collaborative
working relationships from the participants’ perspectives.
I. The development of collaborative working relationships in schools is a long-

term change process :..at can not be forced or mandated.
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2. Collaborative working relationships occur within environments or school
cultures in which members have developed a collaborative ethic through retlection upon
their beliefs, values and attitudes and through the creation of a collective vision and goals.

3. The role of the administrator is central to all aspects of the developing
collaborative culture. Supportive administration is needed so that individuals within the
collaborative model will be empowered to become leaders themselves. Administrators
must create a safe environment for collaboration to occur, model desirable collaborative
behaviors, and be prepared to facilitate the long-term change process from traditional
structures to the collaborative model.

4. Time is central to the collaborative process. Time appears to be a required
element at all stages of the collaborative process and for all collaborative activities. Without
sufficient time for buy-in, for the development of personal commitment, for communication
and sharing, for the formation of trusting relationships, and for direct support of teachers in
classrooms, collaboration will break down.

5. Buy-in to the collaborative process is facilitated when individuals feel valued
within the collaborative model, have input into its formation, and have support from their
colleagues and administrator both within and outside of the classroom. Buy-in will not
occur for all stakeholdets at the same rate or time and must be taken into consideration for
the teaming of staff members and for the planning of appropriatc professional development
activities which are relevant to the collaborative level of the participant.

6. The main barriers to the collaboration include the following: lack of time; lack
of administrative leadership/support; lack of or limited communication; lack of openness or
the inability to take risks; inflexibility in roles or inflexibility in approach to process; lack of
buy-in to process or commitment to change; lack of training and/or support in learning new
role functions.

7. The collaborative process depends on many complex and interrelated variables
that describe how individuals within collaborative relationships define their relationships.
The componerts of trust, parity, reciprocity, shared responsibility, support, acceptance and
commitment seem to provide the framework for collaborative relationships in schools.
None of these variables stand in isolation as they all appear to be highly interdependent
upon the others. For example, without trust there can be no parity, reciprocity or shared
responsibility; without shared responsibility, there can be no reciprocity or acceptance of

each other’s roles.
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8. Collaboration appears to be effective in meeting the needs of an increasingly
diverse student population. Collaboration between stakeholders in schools can be utilized
to facilitate the inclusion of students with special needs into regular programs if that is the
goal of the team members. Team members feel personal fulfillment and empowerment
when they see the results of their collaborative interactions in increased student success.

9. Collaboration between stakeholders in schools empowers individuals to leamn,
grow and change and may have major implications for both preservice and inservice teacher
training and the planning of professional development activities at the school level. In
addition, collaborators desire to change in order to fulfill their established collective vision
and goals has implications for how school improvement and reform is approached at the

school level.
Recommendations

Recommendations for school administrators

School administrators clearly have a central role in the development of collaborative
working relationships within schools according to the participants of this study. School
administrators can do much to facilitate the development and maintenance of such
relationships within the broader collaborative culture of the school. Following are some
basic recommendations for school administrators who are working towards the
establishment of collaborative working relationships in their schools.

1. Become knowledgeable about the philosophy and process of collaboration in
order that you may develop your own set of beliefs. Articulate your beliefs to the staff
members, demonstrating that you believe in the value of the collaborative model.

2. Engage the staff in the development of a collective vision and goals. Define
with the staff how the working relationships within the school that will need to be
redesigned in order to obtain those goals.

3. Provide time and space for critical reflection and examination of the current
school culture and the working relationships within. Encourage interaction between staff
members in order that they may articulate and share these reflections.

4. Model the behaviors you wish the staff members to engage in. The modeling of
flexibility, openness, and risk-taking are especially critical.

5. Demonstrate trust in your staff by sharing responsibility with them, involving

them in the decision-making process, and encouraging their input and active participation.
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Be willing to relinquish administrative control in order that you may be able to share both
leadership and access to resources with the staff members.

6. Continually seek ways to improve the lines of communication at your school.
With the input of the staff, establish school problem solving teams, teacher assistance
teams, consulting teacher formats, mentoring relationships, peer coaching formats or any
number of other collaborative formats in which team members have a vehicle through
which to begin to exchange ideas, information, and resources. Choose a format that is best
suited to the collective vision of the staff.

7. Be continuously aware of the pacing of change towards collaborative
relationships and the level of buy-in of the team members. Provide options and
alternatives, not mandates and rigid timetables. Do not expect all team members to be at the
same level of buy-in at the same time.

8. Value that which each individual brings into the collaborative relationship.
Accept, explore, and celebrate the diversity among the staff members. Find something of
value in every individual and with that person seek out ways in which he/she contributes to
the overall functioning of the school.

9. Help individuals realize the value of collaborative interaction at your school. Be
an advocate for the collaborative ethic both within and outside of your school. Find time to
celebrate the successes in both people and process.

10. A primary function of the administrator is to create an environment where the
stakeholders will feel comfortable about undergoing change, taking risks, and learning,
Therefore, continuous and consistent support of those attempting to engage in collaborative
relationships is critical. Seek to create a safe environment where risk-taking, learning from

mistakes, openness, sharing, participation, and humor are the norm.

Recommendations to school districts
Schools looking to introduce the coilaborative model are in need of both direct and

indirect support from the school district and senior administrators. Although this study did
not focus on the relationship between school districts and schools which define themselves
collaboratively, several recommendations can be drawn for the experiences of team
members who are functioning within collaborative relationships in schools. School

districts can help facilitate collaboration at the school level in the following ways:



1. Avoid imposing a rigid organizational structure on schools and school
administrators. Collaborative schools need to define their own organizational structures
that fit in with their collective vision and goals.

2. Provide schools with an appropriate allotment of time and resources so that
collaboration can occur at the school level.

3. Avoid mandating collaborative structures on schools, but instead seek to inform
and train interested individuals in the piilosophy and practice of school collaboration.

4. Provide active and meaningful support to schools in relation to their goals.

S. Encourage initiative and risk-taking in schools while at that same time creating a
safe and trusting environment for on-going staff development.

6. Allocate resources so that professional development for school staff members is
reflective of their goals with an emphasis placed on opportunities for individuals within
school to observe, model, and share expertise.

7. Be prepared to examine and redefine role descriptors of stakeholders including
those at the school district level. A school that moves towards collaborative relationships
within the school building will have an impact on those coming from outside of the school
building to work there. For example, the roles of consultants, school psychologists, and
district subject heads will likely be quite different in terms of delivery of services and
contributions to staff professional development in the collaborative school versus a
traditionally defined school.

8. Examine current policies and practices that may mitigate against the use of
collaborative models in schools such as the funding structure for specialized personnel
dealing with students who have special needs.

9. Do not expect quick fixes to school problems. Recognize that the development
of collaborative working relationships in schools in a long-term change process that
requires consistent support.

10. Seek out the success of collaberative relationships in school and find ways to
celebrate those successes. Become an advocate within the political realm and the

community for the development of collaborative structures in schools.

Recommendations to teacher educators
At the present time, very little focus, if any, of most teacher education programs is

on the development of collaborative working relationships for teachers. The value of

collaborative school structures and collaborative working relationships is becoming more
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prominent in the literature. Proponents from areas such as special education, educational
administration, and school psychology are calling for the need for increased training in the
area of collaboration. The need for and value of collaborative skills are being discussed for
classroom teachers, special educators, counselors, administrators, school psychologists,
support personnel and others who work within school systems. Although this study was
not intended to develop a framework for the training of teacher/collaborators, a few general
guidelines for teacher educators can be extracted from the experience of the participants.

1. Form collaborative partnerships with school and school districts so that a
research, evaluation, and training agenda can be formed collaboratively between university
and school personnel.

2. Encourage more action-oriented, teacher as researcher collaborative
investigations with educators working in collaborative environments.

3. Provide teacher education programs that focus on a sound underlying
knowledge base for both regular and special educators, including but not limited to
components such as research in elements of effective instruction, effective instructional
decision making, student assessment, observation and assessment of instructional
environments and so forth.

4. Provide teacher education programs that focus on the general principles of
collaborative interaction including shared responsibility between team members, acceptance
of individual diversity, parity in decision-making, problem solving skills, communication
skills, and so forth.

5. Provide teacher education programs that focus on interpersonal attitudes relevant
to collaboration such as the willingness to take risks, trust colleagues, make mistakes, and
learn, grow and change. Encourage teacher development in collegial skills and
competencies such as the ability to be flexible. engage in collegial lcarning and so forth.

6. Assist beginning teachers to develop a set of articulated beliefs regarding their
vision and professional goals regarding working relationships in schools, school
structures, school leadership and so forth, so that they are prepared to enter into these types
of conversations and even become the catalyst for these conversations at their schools.

7. Provide teacher education programs that assist school administrators to develop
skills, practices and belief systems that emphasize a collaborative framework 0 school

organization and staff relations.



8. Above all, emphasize to beginning teachers that teaching is a life-long journey in
lcarning, reflection on practice, and personal and professional change through collegial

interaction.

ations for school collaborators

The results of this study do not advocate any one “right” way to engage in school
collaboration. Instead, the experience of the participants points to the development of a
collaborative ethic and model that best suits the needs of the stakeholders in the school.
Each stakeholder must take responsibility for contributing to the creation of a collaborative
culture which is reflective of his/her beliefs and professional vision. Therefore, the
following recommendations are not a step-by-step “how-to” list providing instructions on
how to collaborate, but instead a general framework or progression that may allow
individuals about to or newly engaged in collaborative relationships in schools to reflect on
their own contribution to the process. Some basic recommendations are as follows:

1. Take the time to reflect and discover what you value and believe about your
school culture, working relationships in your school, your roles and responsibilities,
school leadership and so forth, and then take the time to share these with other educational
stakeholders at your school.

2. Join in collaborative interactions with others where you have the opportunity to
share ideas, reflect on practice and philosophy, and support one another in your
professional learning.

3. Seek out collaboration with and from your administrator. Support
administrators who seek to increase collaborative interaction in the school. Recognize that
Jjust as you need the support and leadership of the administrator to be an effective
collaborator, so to does the administrator need your support and leadership.

4. Be willing to take risks, make mistakes, and learn from your mistakes.
Demonstrate that openness and trust in your school translates into real leamning,
appreciation, and respect.

5. Respect and seek out the diversity in your school. Celebrate diversity on staff
as an opportunity for learning. Show that you value what others bring to the
teaching/learning situation by accepting and celebrating them.

6. Actively seek ways to end your isolation and the isolation of others in your
school. Share your professional learning with others. Invite others into your classroom

space for peer observation, modeling, and sharing.
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7. Seek ways in which you can expand your role to become more collaborative
both within and outside of the classroom. Engage others in joint problem solving
activities, seek out ways to exchange ideas and resources with others, offer to pair up with
someone whose talents/expertise differ from vour own.

8. Examine your own behaviors, skills, and attitudes in relation to your
professional development needs so that you may more effectively collaborate with others in
your school. Establish your voice in professional development activities in your school.
Actively share your expertise and seek the expertise of others on staff.

9. Voice your commitment to life-long professional learning. Demonstrate
openness to the learning process by becoming engaged with others in reflection and action
on practice.

10. Seek support for your own professional improvement through examination of
ways in which collaborative activities contribute to the quality of your instruction and the
success of your students.

11. Seek out ways to celebrate the changes in yourself, your colleagues, your
students, and your schools as you engage in collaborative interactions with others.

12. Be prepared to spend time and attention to developing the colluborative culture
at your school. Seek out ways that you can enhance your commitment and the commitment
of others on this journey. Collaboration is not a panacea or a quick fix; collaboration is that
for which the stakeholders wish and work for it to become. As a stakcholder, you define
what collaboration is and will be in you school.

Limitations of the Research

It is important to reflect upon and discuss the limitations of this study in order that it
can be placed within the larger scientific dialogue. The first of these limitations is that this
study was restricted to one urban elementary school. It would be useful to have collected
the experiences of stakeholders from a number of urban and rural schools at both
elementary and secondary levels with both large and small student enrollments. It is
recognized that a number of school factors such as size and geography may impact on the
experience of collaboration that could not be addressed in this study focusing on a single
school. However, while conducting this study, the researcher chose to sacrifice breadth i

order to enhance depth and clarity. In addition, the researcher utilized the input from
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individuals working in other collaborative situations to determine the extent to which the
description of experience as forwarded in this study resonated with their experiences.

A second related limitation of this study was that it did not seek the direct input of
all educational stakeholders at the study school. Other important stakeholders such as
parents, students, district administrative and support personnel, school trustees, and
community members could all potentially be included to gain a greater understanding of the
experience of collaboration. The intent of this study was to focus on the experience of
working in collaborative relationships in schools as experienced by those educational
stakeholders most directly involved, namely the classroom teachers, special educators,
administrators, and support personnel. Further study into the experiences and perceptions
of other stakeholders involved in the collaborative process would provide for an increased
richness of understanding of this phenomenon.

A third limitation of this study is that the data collection and their interpretation were
possibly influenced by the researcher’ presuppositions and biases. Although some
interpretation is inevitable, the researcher has attempted to minimize such influences
through the rigorous process of self-reflection and through the verification of the findings
with the participants,

A final limitation involves the issue of generalizability of the findings. Just as it
may be inappropriate to generalize the findings of a particular experiment to other contexts,
it may also be inappropriate to generalize the findings of this study to all educational
stakeholders who are experiencing working in collaborative relationships in schools.
Morcover, this study did not profess to have a representative sample of all educational
collaborators as it focused on one school which had defined itself as collaborative and
whose members were willing to discuss their experiences of collaborative working
relationships. However, as mentioned earlier, phenomenological research is concerned
with empathic generalizability rather than statistical generalizability. Thus, the
generalizability of this study’s findings is achieved to the extent that they resonate with the

experiences of other educational stakeholders in similar situations.
Implications for Further Research
The nature of the present study and the results which were obtained have a number

of implications for future research on collaborative working relationships in schools. This

study provided a rich description of the experience of collaborative working relationships in



one urban elementary school with the adult educational stakeholders working within that
school. Through the study, twenty-two themes were forwarded that related to four main
components of the collaborative experience: structural components, process components,
collaborator characteristic components, and outcome components. Further rescirch based
on these findings may explore some of the following arcas:

1. Further phenomenological research could be conducted to verity or challenge the
finding of the present study. Similar research could be conducted in different school
settings where staff members had defined themselves collaboratively. For example, a rural
or suburban school, a secondary school, or a low socioeconomic school could be
researched to see if the results of this study were influenced by the type of school involved.

2. Further phenomenological research could also be conducted regarding other
educational stakeholders involved in collaborative interactions in schools. Parents, school
psychologists, counselors, itinerant support personnel, school district personnel,
community members and so forth could be interviewed, exposing the rescarcher to more of
the phenomenon. By including other stakeholders and exploring their experiences a more
full understanding of collaboration in schools may emerge.

3. Extensive case study research could be undertaken to more fully describe the
culture of a given school. This would permit the researcher to participate more fully and
for a greater period of time in the field. Living the experience with the participants will
provide the researcher with a greater understanding of how the collaborative process works
for those involved in it.

4. Any one or group of the themes forwarded in this study could be explored cither
qualitatively or quantitatively to gather a fuiler understanding of the meaning of that theme
or its impact on the collaborative process. For example, that administrator’s role in the
collaborative process was forwarded consistently and strongly in this study as critical in
most aspects of the collaborative process. This role could be explored more in-depth with a
wider selection of administrators from various schools who define themselves
collaboratively. Personal characteristics, leadership styles, belief systems, and so forth
could be explored with each individual administrator, seeking commonalties and
differences that affect the collaborutive process being highlighted.

5. Several barriers to the collaboration weie identified through the participants
themes. These barriers include the following: lack of time; luck of administrative
leadership/support; lack of or limited communication; inflexibility in roles or inflexibility in

approach to process; lack of buy-in to process or commitment to change. Further study



could be conducted on how the reduction of these barriers is accomplished in collaborative
environments. Another area could be investigation of the impact of these barriers to
collaborative processes.

6. Several outcomes of collaborative working relationships were identified by the
participants of this study, namely, empowerment, personal fulfillment, skill development,
child-centered education, and skill development. These outcomes could potentially be
operationally defined and quantitatively measured to determine if these outcomes are
significantly apparent when compared to schools who do not define themselves
collaboratively.

7. Successful inclusive education was highly linked to the collaborative model by
the participants in this study. A further exploration of the correlation between collaborative
teacher relationships and the success of inclusive education programs for special needs
students is an area in need of research. Research focusing on the teacher collaboration
formats that are useful for facilitating inclusion and the amount of time needed for
collaboration between regular and special education personnel are two areas that could be
explored. Issues related to the utilization of collaboration as a facilitator of inclusion such
as rate of retainment of students in the regular program, personal perceptions of students
with special needs and their peers, measurements of academic and social success under
collaborative models could all be explored.

8. Meaningful professional development and improved teacher learning were also
highly linked to the collaborative model by the participants in this study. Again, a further
exploration of this relationship would enhance our understanding of the conditions under
which professional development activities may be more or less successful given the type

and level of collaborative working relationships in schools.
Reflections

In listening to teachers, administrators and support personnel discuss their
experiences of working in collaborative relationships in their school, I was struck by the
depth of the caring of these individuals and the level of reflection and introspection they
portrayed. The participants discussed their experiences openly and willingly. They were
cager to open their classrooms for observations and their meetings and special activities to
an “outsider”. The participants seemed intrigued, at first, that someone was interested in

researching their lived experiences. It helped that [ spent a couple of days a week for
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several weeks jusi “hanging out™ before the data gathering interviews began. By that time
the staff and students seemed accustomed to my presence in the school and were, 1 believe.
quite open to the interview process.

I'was in the field for three months and I collected a great deal of data, all of which |
believe was relevant to the study question. The many observations and informal
discussions and the resulting field notes and journal allowed me to more fully understand
and apprectiute the culture of the school and be a part of the collaborative experience as
described by the participants. I utilized this data as a source for verification as | was
interpreting the phenomenological interviews. It allowed me to question and reflect upon
my presentation of the participants’ experiences with greater depth and consistency. 1 felt,
however, that [ was doing an injustice to the data that 1 had collected and was unable to
present directly in my thesis. There were so many more areas and issues to explore. Each
one of the themes forwarded by the participants elicited dozens of questions, cach one of
which could have been developed into other sound research projects.

[ 'have come to the conciusion that qualitative rescarch of this nature is indeed
“messy” and requiring of extreme time and effort. Time for reflection and time for
collaboration with others is a critical component of qualitative analysis. The
phenomenological methodology was valuable in that it provided an opportunity to develop
a greater understanding of the complex interplay of psychological, structural, and cultural
processes involved. It is an approach that, while both systematic and rigorous, is guided
by the experience of those you wish to understand, thereby bringing to the fore all the
richness of their experiences. The qualitative methodology contributed to a deeply enriched
personal understanding of the experience of collaboration.

This research, I believe, provides a firm foundation for an understanding of
collaborative working relationships in schools. However, if | was to explore this area
further, I would do two things differently. First, I would spend more time in the field, six
months to a year. I would take a participant-observer ethnographic approach, combining
all the data collection methods utilized in this project, while at the same time becoming 4
functioning member of that school staff. This would provide a truly enriched experience as
one would become part of the school culture and be more fully able to describe its
functioning. Of course, the job of bringing together all that data would be a massive
undertaking which is one of the reasons for my next recommendation. Sccondly, I would
do the research with a partner. Just as the participants in this study discussed the value of

“‘just having someone there to share your ideas with and support you,” I too see the value



of collaboration in rescarch. I believe that in collaboration with others, the researchers
would be able to develop a fuller and richer description of collaborative working

relationships than could one individual alone.
Final Conclusions

The experience of working in collaborative relationships in schools is indeed a
complex one with many components and influencing variables. As a result of the findings
of this study, I have come to the following final two conclusions. First. collaboration
appears to be a promising vehicle through which schools can address the meeting of
diverse student needs. Second, collaborative schools can be powerful forces for personal
and professional change. Therefore, the area of collaborative working relationships in
schools is worthwhile of further investigation and study. However, I feel that. as
researchers, we must be careful not to decontextualize our study of the parts or components
of collaboration from the total school culture in which these components occur. For
cxample, you can not study collaborative relationships without examining the culture in
which they exist. Without the view of the larger picture, the interconnectiveness and

interdependency inherent within the collaborative process may be lost or misunderstood.
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APPENDIX A

Written Consent Form for Participants

To participants in this study:

I am a graduate student at the University of Alberta in the Department of Educational
Psychology. The subject of my research is “Collaborative Working Relationships in
Schools™. [ will be exploring, through in-depth interviews the lived experiences of
teachers, administrators, and support staff in schools where collaboration occurs.

As part of this study, you are being asked to participate in an in-depth interview. The
interview will focus on your perceptions regarding the collaborative process as it occurs in
your school. An interview guide approach will be used in which you will be asked to
respond to general questions regarding the collaborative process in your school. After the
data has been collected and summarized, it will be presented to you to ensure that the
interpretation is accurate. At this time you are welcome to make further clarifying remarks
and ask questions to ensure understanding. I may also be seeking further clarification on

your statements and will involve you in debriefing.

The interview will be tape-recorded and then transcribed. Data obtained from the interview
will then be analyzed in order to gain understanding your experience working within the

collaborative model at your school.

Observations will also be conducted of the collaborative interactions between regular and
special educators in your school and others who are engaged in collaborative working
relationships. Descriptive field notes of these observations wiil be taken describing the
process of collaboration between education personnel. If other collaborative activities
related to the provision of services to students are occurring in your school, they will be
observed as well. Participants involved in the observations will have the opportunity to

discuss the perceived meaning of what was observed with the researcher.

In all written materials and oral presentations in which I use information from your

interview or observation, I will not use your name (or other identifying personal
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information), the names of others in your school, your school name or district. Transcripts
and field notes will be typed with initials or pseudonyms only. Data presented in the thesis
document will refer to role descriptors only, that is. the category of participant (special
educator, regular educator, support staff, administrator). I may also wish to use the
information gathered through the interview for journal articles or presentations to interested
groups, or for instructional purposcs in university courses. Confidentiality and anonymity

will be guaranteed at all times.

You may at any time withdraw from the interview process. You may request that certain
excerpts be removed up to the time that clarification and debriefing has occurred. If I were
to use interview information in any form other than that which is stated above, 1 would ask
for your additional signed consent.

I have read the above statement and agree to participate

under the stated conditions.

Signature of interviewer Signature of participant

Date



Roles

APPENDIX B

General Interview Guide for School Personnel

-description of
-role change with coll./con.
-perceived roles of others

-professional relationships

Student Needs

-interventions -type and level
-services available to students
-responsibility for students
-follow through

-evaluation of needs met

Qutcomes

-use of interventions
-changes to teacher strategies,
skills

-changes to teacher attitudes
-accomplishments

-benefits

-barriers

-problems

-concerns

-staff development needs

~-coordination of services
from outside

-parental involvement

Philosophy and Policy

-development of

-statement of

-implementation of

-supports for

Framework

-time allotment

-scheduling and time tabling
-supports available
-decision making

-caseload

-coordination of services
-funding

-evaluation of process

-accountability

Team Process

-composition of team
-problem solving
~.eacher attitudes
-consultation skills
-communication skills

-clarity of roles

-responsibilities team members

-coordination of process
-sharing

-parity

-reciprocity

-trustworthiness
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APPENDIX C
Sample Probe Questions for Participants

Philesophy

Describe the collaborative philosophy as you understand it as implemented at your school.
Framework

Describe what framework has been established in you school in order for collaboration to
take place, for example, time allotment, scheduling, etc.

Describe what supports you think are necessary for the collaborative process to work at
you school.

Roles

Describe your role.

Describe if and how your role is different from or has changed since collaboration has been
in place.

Describe the roles and responsibilities of other individuals involved in the collaboration
process.

Describe the professional relationship between yourself and the special/regulur
educator/support person/administrator.

Describe the role of the administrator in the collaboration process.

Team process

Describe the process of decision making and problem solving as related to the collaboration
process in your school.

Describe what skills or characteristics are necessary in educators for the collaborative
process to work at your school.

Describe the basis for a working relationship between regular and special educators for the
collaboration process to work.

Student Needs

Describe how the needs of special needs students are met through the collaboration
process.

Describe at what type and level of intervention in collaboration used to meet the needs of
the special needs students in your school.

Describe what services are available for special needs students at your school.
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How does this fit into the continuum of services available to special needs students at your

school.

Describe how the needs of non-special needs children are met through the collaboration
process.

Outcomes

Describe what you think is being accomplished through the collaboration process. Tell me
why you think these things are being accomplished.

Describe changes in the functioning of your school since collaboration has been in place.
Benefits and Barriers

Do you feel there are benefits or barriers to collaboration at your school?

Describe what you think are the benefits of collaboration in your school for yourself, for
other teachers, for students, for parents, for support staff, for the administrator.
Describe what you think are that barriers to collaboration at your school.

Describe the problems you are facing in implementing collaboration.

Describe what your personal concerns are about the process of collaboration.



APPENDIX D

Transcribed Interview with Vicki - April 15, 1993

J: Please describe your experience working in a collaborative relationship with other educators in this
school. What it means to you and what your experiences have been.

V: Okay, [ used to work with the resource room teacher and 1 used to pull out kids to do remedial work,
now we're doing it in the classroom, and my role is as varied as the experiences 1 go into. It depends, what
the teacher needs and the needs of the students. 1 help plan programs. [ help modify expectations and
program materials. Ialso teach and we reverse the roles, where she will be the observer and helper where
I'm teaching so we do team teaching things together. Basically I'm there to be a support to the teacher and
the student that needs extra help. And I also help other students it I'm not needed by the specul needs
students, I'm willing to help anyone in the classroom, so there are fringe benetits to the other members of
the class, ‘cause they do get extra help so there's more one on one teaching in the classroom while T in
there. Unfortunately, it's only for one period of the day for cach classroom, when I'mi in the classroom
with the regular teacher. We need to discuss program plans, IPP's, and 1 kelp them write them out, and
then review them on occasion and see where the children are going. And 1 also sit in on the interview with
the parents, and act as liaison with the school nurse or the parents or other teachers.

J: T get the impression that your role has changed from the traditional resource room teacher role. How has
it changed and what does that change mean to you?

V: The change is that  have to be totally flexible. I have to walk in and fit in to an existing classroom,
and also T have to be a lot more diplomatic in how I approach material, or [ talk to a teacher. 1 have to
realize that I am coming in to her space and do it in a way that is non threatening, and also | have to
maintain the fact that I'm there 1o act as a sort of, I don't know what you'd call it, the child is my prime
responsibility. to make sure his program is, an advocate for the child, to make sure he is being, his needs
are being met. So, I have to balance those roles. Whereas a regular teacher, you can plan your curriculum
and know where you're going. Now what I'm teaching, and working will depend basically almost the day
to day, and month to month on what is happening in the regular classroom. As a resource facilitator, you
have ready to modify anything that you're going to do at any time, and it's not as structured as whit it was
when I was in the traditional role. T could structure my day and say, this is what ' going to do. Now my
day depends on what is happening in the classroom and I must bend to those roles.

J: Do you feel then that this has changed how you and the regular educator work together?

V: Well, the teacher has to be aware that there's another person coming in and she has o discuss things
with me and plan with me in order that [ can be of assistance, so they have to he flexible as well in

accepting me in the classroom. And they have to be willing to allow me to work. Somctimes when you
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first go into a classroom, that isn't happening. It's basically that they are just letting you in and say, okay,
you're here, I'm doing my thing, you do your thing. That was what it was like when [ initially went in.
Then after they see the value and they start to say, well, let's do this together and they become, they do a lot
more team planning. Before, it's you plan, I plan and then we'll somehow the two will mesh, but after a
while you can discuss more and you start thinking on the same lines and really functioning as a single unit
together. I've had the teachers say, well, I know this is going to be a problem, I thought we could do that,
and they come in with suggestions on how they themselves could modify. So their mind set becomes one
of, yes, I can modify and I can program with this child. Before it was, I teach to the classroom and they
(the special needs students) will have to do whatever everybody else is doing. The fact that I'm in there has
changed their philosophy and their mind set as to how they have to deal with these children. A lot of times
it's just supporting the teacher by letting the know that what they are planning is a good idea, and just sort
of being a support and a sounding board for them. They come up with some excellent suggestions, ‘cause
they all want the best for the child. I think my role is mainly making them aware, more aware that they
have a child that has a problem and supporting them in the belief that child can make it in their classroom
and that they as a teacher can make it if they have the support to do so..

J: Right. s0 you mentioned that they're changing, not only in accepting, is that correct, I also thought [
heard you say that the regular educators are showing some initiative in making changes? What does this
make you feel?

V: Right. Umm

V: Thelieve that they(the regular educators) see the children in a different ligh at they become aware
of health problems and learning problems, whercas before they were not aware. I remember on instance
when I mention: § this child has an attentional problem, and the teacher kind of said, “what is that?” I got
the feeling that the teacher was really apprehensive about having the student in her classroom. Then a
couple months later that teacher came up and said, “now I really understand what you meant by attentional
problems™ yet, there was understanding and acceptance in the way she said it. She wasn’t just talking out
of frustration. As the teachers become more aware of the specific needs as the child, they are more open to
meeting those needs. The teacher on her own does not always have the time an energy to become totally
aware and then to plan for all the diverse needs in the classroom. Together, however, we can reach these
kids. Knowing that I've had a role in allowing these kids to be accepted and understood by the regular class
teacher and ultimately by the other children makes me feel very proud. So basically, I think I have an
cducational role in that | help the teachers Iearn about the child’s problems and point out different things to
them and then as they see them and accept them, then they are willing to change and do things to modify

tor these children.
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J: Do you see that your professional relationship, the professional refationship hetween regular and special
educators has changed, developed in a different way since a collaborative model was implemented?

V: Oh, yes, before the resource room teacher was told, “here’s a kid, they have a problem, you fix them™,
Now, it's, “there’s the child we're working with, he has a problem, how can we help him? Aad there, it's
now their problem and not my problem. There's an ownership coming 10 the teacher of the child's
problems. Before it was, someone else will deal with that problem, and that's where the biggest thing I've
seen change, is that the teacher's realize that they have ownership of that problem. Before it was so
frustrating because you know you couldn’t fix them and you felt rather powerless to help them in other
subject areas. You knew they would be having difficulties for the majority of the day. but you only saw
them for a few periods and usually weren’t involved with the rest of their programming. Now iCs not the
resource facilitators problem, it's the problem of the teacher with the resources facilitator. They have to
make the modifications together, and although they cannot fix a child, through modification you can help
him learn and he will grow and become a better person. But before teachers seemed to have the idea that
given some remedial work, the student will fearn it and then he will be like every other child. And that has
changed. That perception has changed dramatically with the teacher in the classroom with the facilitator.

J: 1 get the felling from you that understanding and accepting a change of roles for the regular and special
educator is a large part of the collaborative process.

V: Right.

J: Have you also experienced a role change on the part of the administrator? And if so what is the
meaning of that role change to you.

V: Well, with B., we have basically the best that we can have in that she is so supportive. She is willing
to give us time to meet by bringing subs so that we can have time to discuss and spend time together to
plan. They (the administrators) have to be willing to give me the time to go into the classroom, and also
the time to, the freedom to make the modifications that we want. The administrator has 10 be there, totally
behind the project. If the administrator doesn't belicve in it, it's not going to work.

J: Okay, that's like a part of the framework that makes it work. Do you feel there are other parts of the
framework that have to be there in order for this process to work?

V: Well everyone in the school has to basically buy into the philosophy that we are going o help the
special needs students. You have teacher exchanges, where we move from one classroom to the next
classroom. With that can of interchanging, we all need to be open to the way cach teacher operates and how
the kids can function in that class with that teacher. If [ accept a student in my room who has a special
necd, another teacher may teach him a different subject, so there has to be sharing between teachers. Then
the parents are also a big part of this. They have to be aware and they have to be willing to accept the

modifications we make, and to be willing to do the referrals or whatever. Plus you need the school hoard
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and the psychologist and different people that we can refer to for testing for more information. So there has
to be a network of things in place within the community and within the family and the schools. It's, all
three of them have to work together.

1: So the colluborative process, you feel, has to go beyond the school building.

V: Beyond the school, oh, yes. If you modify and get a child start feeling good about himself, but the
parent knocks it down because he's not doing what the other kids are doing, you've lost the child because
he's not building that confidence or self-esteem to keep moving. And that's number one, the child has to
have confidence in himself, and if the parents isn't supportive, you're fighting a losing battle.

J: Anything clse?

V: Another thing is there has to be a great coordination and cooperation when it comes to total school
planning. And again where the administrator came in 'cause they, before any timetables were made in this
school, the resource facilitator timetables were put in, so that I would be available at the time when their
language arts would be taught so that, and that arca was basicaily the, which is the most important, [ was
available and to be in the classroom and help the teachers. So timetabling is number one, and number two
is that there has to be preparation time, and if it can be combined with the teacher's time so that my prep
time and the teacher's time are the same, that would be ideal. Unfortunately it doesn't happen in this case
but then she(the administrator) has made arrangements for subs to come in at various times so that we can
sit down and plan. And, but now, because there isn't time, I spend more time after school being available
to discuss with the teachers what is happening and do the planning then. But if there was more time in
school it would be much casier to be able to do planning ‘cause it has to be a team effort. One can't do it
on his own.

J: Let's turn our attention towards student needs, then. How do you feel student needs are being met
through the collaborative process?

V: Sometimes pull-out instruction is the best way to do deal with a situation if the assignment is too
difficult, you can do a similar assignment but maybe do it in a quieter area of the classroom or go into
another room where they can be more one on one. It's less structured and the child can feel more confident
or you do it, a different program because the one that is, it's just too difficult so that the child can still
receive suceess and the thing is, Tthink, he as the child has to experience success. And sometimes [ will do
the regular classroom, and the teacher may do the pull out and herself do the remedial, some remediation or
more explanation, while I supervise her. My role becomes that of the regular class teacher. Sometimes |
Just take over where the teacher is. The teacher then takes the remediation on and develops that ownership
and confidence in mecting the needs of the special needs students, “it's my child, I am doing remediation”.
So I think a resource facilitator can go either way as the remediator or as the support to allow the

remediation to occur by the teacher.



J: Finding a way to meet the needs of the students seems 1o be a central idea coming through in what you
are saying. Describe how the needs of students with special needs are in your experience being met through
the collaborative relationship.

V: Okay, the ways we have met with some of them is sometimes just changing the nature of what the
assignment was. If some are doing a written report, maybe, the special need may do a smaller report,
couple of sentences or a picture. Other times, maybe the form in math, for example, is just writing in the
book rather than writing on a separate sheet doing. modifying the number, the amount of the exercise. It
could be just changing from location to another location where it's quicter where the ¢hild can function
better. It depends on the situation. It's, every situation is different, but the needs...

J: T just want to interject, does it allow you to individualize to what the needs are of the student?

V: Well, the student is individualized in the way that the program is brought to what level that he can do.
He is still doing basically the same material that the kids in the classroom are doing, in most cases. If
they're working on adding, he will be working on that but he may be at a lower level or it may less
amount, but the child feels that he is part of that classroom in that he is doing what the others are doing,
that he's not singled out being, I, having to have a total different program.

J: Do you want to elaborate on that a little bit in terms of what you feel this may mean for the child?

V: The child feels he is part of the class, in that he is learning what the others are learning and that's very
important to children to feel that they are in with the others, they're not out of step. And also that he can
be contributing to the class, that he is not always behind, for example in report, one child who cannot write
well was done, he did the map work, so that his group, he contributed to the group with the map while the
others were doing the written work. But together they presented a report so that his was modified so that he
felt Tike, “I'm contributing to the group, [ am a member of this group and I'm valuahle”. And I think that
children need to feel that they're part and that they contribute. We had the child, . working in his own
book doing just a fraction of the problems the other children did, we allowed him to work at a level that he
felt comfortable and could experience success. Then when he felt comfortable and was ready to move closer
to what the larger group was doing, he told us he wanted to do every second problem. Then he said, *F can
do every question”, so we allowed him set his own limits and then after a while he says, “I think [ can
copy it down into the exercise books like the other kids™. So we allowed him to proceed and now he's
basically doing what the other kids are doing but with less expectations.  If he gets less right, that's fine,
but he is still doing what the other kids are doing. He's feeling very successful at it and through this he
went from not wanting to do anything at all to doing what the other kids, by just a few modifications and
lower expectations. And he wanted to progress and move with the class and he just basically increased his

expectation of himself. Before he didn't expect much of himsclf, now he's expecting a lot of himself, and
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he's feeling so much more content with himself that he is doing very well. And he's not frustrated, and yet
if we had said to him “you have to do it” at the beginning, he'd have been totally frustrated.

J: Do you feel that it is comparable to look at that sort of situation as opposed to our traditional pull out
type situation’?

V: What would happen in the pull out, I could work on a problem but it's not necessarily related to what
they're doing in the classroom, so the child does not see the connection. What I'm doing herc and what
they were doing there had no connection.  Especially with students with learning disabilities, they can't
make the connection. [ could teach phonics, and they would know all their short "a" sounds and then go
and do spelling and they wouldn't put it in there ‘cause it wasn't connected to what they were doing in the
classroom. They didn't see the relationship. This way it's part of the classroom and also the way they view
the resource teacher. The first, when | went into the classroom, the first comment [ had, “you're a teacher?”
“You're regular classroom teacher?” They didn't look at it as I was a regular teacher ‘cause I was doing pull
out, and they were really surprised that I was a teacher and that I could teach a regular classroom. And | feel
connected now too. | feel part of the regular classroom, not like just some appendage to the regular
program.  So even their view of the help is different. And it was very difficult when I was a separate
resource teacher, to find out what they're doing in the classroom and relate it to the student’s needs and then
try to have it make sense again so they could use it in the regular classroom. [ would pull out and they
would be doing something else (in the regular classroom), and often there was no connection at all. [
wasn't using in the same stories. [ wasn't using the same math book. Everything was different. Now it's
the same and they can just see that relationship, that it's there and they don't feel, also, that they are
different from the other kids because they have to be pulled out, especially at the 4 and 5 grade level. 1used
to get, “oh, I don't want 1o go ‘cause it's embarrassing to be pulled out of the class”. *“I'm dumb because
I'm going.” This way none of those stigmas seem to be attached to the child. He's in the classroom and
he's working with the rest and it's amazing how much the others are learning by teaching them. You'll
have a lot of peer teaching grouping where you'll put a good one with another one. Or paired reading where
you group a good reader with them and they're learning together and there's teaching which helps the top
student because he is teaching what he has learned and he really internalizes it.

J: Describe the relationship in the classroom between those children who have special needs and those
children who don't. What do you see happening?

V: The children have become much more tolerant of them and they see the talents that they have much
more, ‘cause they can see that they are doing the same but maybe doing it in a different way. And they also
feel ownership, they need to help cach other that they become a group, if one’s not working, then [ should
help him along and they seem to. It becomes more of a family type of relationship where one feels that I'm

responsible for him, too. 1 can help him. It's much more of a classroom unity between the children.



J: Let's move on to outcomes in terms of this process. What do you feel is being accomplished through
a collaborative process at your school?

V: Tthink the biggest is what the children have gained. I think the children have gained in their own worth.
They feel that they are worthy, they are better than they used 1o be. Like. for example, A. had very linle
self confidence in himself. He didn't feel that he belonged to the group. Now he has that feeling, 1 belong
and [ can learn. And it takes a while to develop it and he's developing the responsibility for learning and
contributing. He's now willing to come up in front of the class and contribute and read what he has done in
the classroom. The class has accepted him and they will praise him for the steps he has taken, even though
his report may not be as good as the other students, they will say, you have improved in these arcas, and
they are supporting him in his improvement. And that's very nice to see that growth and self esteem that
these children have and that they say, Ucan Iearn. They are taking responsibility for their own learning. |
found that the resource room gives the idea you(the resource teacher) must spoon feed me, you must tell me
what I have, whereas in the classroom, it's not spoon feeding. The child learns that he will get assistance
when needs, but the ultimate responsibility for learning is his.

Before, in the resource room, where it's one on one. I was always there to help you when he's doing the
work and he doesn't, he becomes dependent on me. Whereas in the classroom, I'm not always there. He
becomes more responsible for his own learning and, for example, in the classroom with spelling words, the
child must first try it and then we'll help you. The special needs students were so used to being just ted the
answers that it's taken almost 6 months for them to accept. yes I have to make an attempt first and then |
will get the help. He wanted the help immediately because that's the pull out resource room type thing
used to be. It's feeding. [t's just like spoon feeding. 'l give you all the answers and all the way, and he
didn't get as much of, it's my responsibility to learn. I have to make an effort. And I think that’s where the
child benefits the most is that he becomes, he Iearns responsibility for his own learning. ‘That they're there
to help, but I have to put an effort too, because it's not come in, come out, it's an all day thing. And
another thing I do, oo, as a resource facilitator, maybe I didn't mention this, | do oral testing in other
subjects. For example, if they're a test in science, I will read the test orally with them so that we're wsting
content and not reading ability in other subjects like social or science. That's kind of out from where,
somewhere.

J: That's okay, the order doesn't matter.

V: But I think that's very important in that they can be allowed to sec that they know things even though
they may not be able to read it or write it down, but they still have the knowledge and that their marks, that
they are knowledgeable in other subjects like science, and it's made quite a difference 1o therr attention and

the way they try to learn the material by having a chance to do it orally.
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J: Yes, you talked about what you felt is being accomplished for the students, how about the staff, or the
school as a whole? What, do you feel there's benefits for the staff? For you as an individual teacher, and if
s0, what might those be?

V: I think they become more aware of the needs, special needs and modification. I think it has to have an
ceffect on even the gified. They all have special needs even though they're not, through the fact that they're
not behind, every child has a special need and try to modify and fit the program for every child. 1 think it
becomes more child centered than curriculum centered teaching and that there are ways to make things suit
the children, that it's possible to change a particular item and teach it in a different way, and that will meet
the needs of different students. And [ think it stretches the teachers to think of innovations. It's also a way
that they teach, like if I'm in there and I'm doing a particular thing, by modeling they learn a different way
of doing things. Also, as a teacher in your regular classroom, you can do the same thing year after year,
but if there is a special needs child then it makes you aware that you have 1o change and you're not going
into that rut of everything being the same. You need to find different ways of doing ditferent things and 1
think it makes for more exciting teaching,

I: So the teachers are learning as well?

V: Right. 1 think there's, and as a resource facilitator, I'm learning, too, because I'm learning from them
becavse the more teachers | work with, more different ways I see of doing things. I've been teaching for a
long time, and this is the most excited I've ever felt about teaching because I really believe we are doing
more now for the kids then we ever did before. There is a real sense of togetherness and team work.
Teachers are not only opening their doors to one another, but opening their minds as well. Even if you are
dealing with the most frustrating child, you never feel like you are in it alone. Teachers are teamed, we
communicate, we listen, and we feel supported by the administrator. This way we can really focus on the
student’s needs and not just our frustrations with doing our job. Not to say ihat there aren’t frustrations.
No, but those frustrations are shared and your concerns are heard and your ideas are supported. And really
that just means that teachers can do their jobs better. So it's a benefit to the resource facilitator, it's a
benefit to the teacher both. 1 think everybody gains, the student, the teacher and the resource facilitator.

J: Okay, now you talked about the benefits, do you feel there are barriers to this collaborative process, and
if so what? What may they be?

V: Oh, barriers are inflexibility. If persons are not willing to be flexible it's not going to work and there
has to be a desire to work with another person. If you say, I don't want to, if there's not that commitment
to work together, it's not going 1o go anywhere. There has to be a willingness to let me in, first of all. So
once I'm in, then it is a willingness to try something new, and to be flexible. But one of the biggest
barriers. too, is time. The planning time, the time to make the modifications. Without the time to do

actually collaborate, just saying we're collaborating is no good. You need the timie to actually do it and do
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it well. Sometimes material might be a problem, obtaining material. But it yvou look around enough, you
can find something. But, I think lack of time and a negative or inflexible attitude are the biggest barriers to
making this work.

J: Have you experienced a positive change or a negative change in teacher's attitudes?

V: Oh, a positive change. [ think the teachers are great. You'll hear 2 comment, like, 1 don't know how |
could have done this lesson without you in the classroom.”™ “It's so nice to have an extra body helping
when I'm trying to teach a particular subject.” I can get to the children on a more on one to one basis
because I have that person helping me.” There is, if you say, well, Pm not going to come in, ! think they'd
say, “I don't know how I'm going to do it next year without baving that person.™ [ think the teachers are
very, very pleased with the whole process. [ don't have them saying, [ don't want to have a resource
facilitator. They're all willing to have it. [ feel accepted and needed and 1 feel that they see the value of wiat
I'm doing. I think the attitude has totally changed, and it tukes time sometimes, but it gets there onee they
see the value, they're willing to accept it. 1 think I'm off topic.

J: No. you're not at ali. You're doing wonderfully. Are you facing problems implementing this model? If
50...7

V: Last year was more difficult in that I had a first year teacher, and being the fact that she was a first year
teacher, she was very unsure of herseif, to begin with. So she was a little more self conscious and it was a
little harder to get into the classroom. And also I had a teacher who came back from a sabbatical, and so
they, both of them were so overwhelmed just coming into the classroom that it was difficult to put in
another aspect into it that it took a while. Basically my role was more ol a pull out thing for a lot of times
because they weren't quite ready yet to accept me. What was it again?

J: I was just asking if you were facing any problems implementing the model?

V: Okay, those were the two things. When the teacher is new, that makes it more difficult, and if the
teacher is probably returning, new into the assignment, that would make it more difficult, Time again
becomes a problem if you are working with someone new. You nced the time (o develop you relationship
together.  Sometimes I feel I don't know enough, that I wish [ hud more background and knew more about
certain problems. 1 feel, sometimes I think I'm, feel limited no matter how many times you've gune
through a situation, you come and say, what can I do? How can I deal with it, my own lunitations
sometimes it makes me feel like there has to be a way to deal with it. 1 feel that [ need more imservicing on
different things that come up, like even on Toureltes or, you can look around for information but to he with
other teachers that have dealt with that and receive ideas from them, would be very helptul to be able o
brainstorm with other facilitators. The resource facilitators need time to brainstorm together, but with our
busy schedules, we don't all have time to get together, but I think it would be valuable for, as resources

facilitators where we can share ideas and we can really be inserviced more as to different situations and



262

different, new things that happened, that are coming out, new research, new ways of dealing with special
nceds. That, I find, is my biggest thing, is that I feel I lack information and the time is not always there to
g0 out and get it and by yourself through conferences and things, and reading books. It's nice if we could
have inservicing. You know, since you're working with other teachers, I really feel that I need to stay on
too of things. I can’t just let things drift by because other teachers are counting on me. That’s why more
inscrvicing or times to get together to share for resource facilitators would be beneficial. Sometimes I find
that I'm not tully, always being used to the maximum. [ feel like sometimes I'm kind of relegated to
almost a teacher aide role where I'm just a supporting role, but I know that's part of the job, but I
sometimes feel like I need to be more involved. But | know that total involvement only comes as the
teachers are willing, as much as they're willing to collaborate and involve me in the planning, but
sometimes | feel I'm not quite in enough and that's frustrating. I'm confident that as the role develops, we,
the teachers and I, will find new ways to make it work to the maximum.

J: You were talking about how you sometimes feel you lack information and that’s frustrating. Are there
other arcas that there are needs that are not you being met through this model?

V: I think there are needs. I think both the teacher and the resource facilitator need to be inserviced. 1
think even to have the teachers who deal with the resource facilitator get together and exchange ideas as how
they work with their students. That would be good or 1o have them learn about the special needs, a certain
special need, attentional deficit, have an inservicing on them, I think would help theni, too, in that they
would, they would have a different point of view from my point of view what attentional deficit is. 1 think
it would, if they knew more about the problem they'd be, they would see more ways of dealing with that
spectal need, 1 think.

J: Do you see yourself fulfilling that role at all, or in part?

V: Giving intormation?

¥ Yes.

V: Yes, Ihink that's part of my role, where I'll get information and pass on information. I've done it
about attentional deficit. I've done it about Tourettes. I've gotten information for the teachers but
sometimes | think I don't have enough to pass on and it would be more, if 1 had more access to material
that I could use to bring to the teacher and say, this, okay, here it is, or different ways of modifying. It
would be good for me to know to be able to bring it to the teacher. Or sometimes she can go and bring it
back to me. 1 think, this way I think the ownership would be more if the teacher was involved in the
inservicing. I think it's just not the resource facilitator that should be inserviced, 1 think it could, should be
both.

J: What do you feel the collaborative philosophy is at this school and what does that mean for you as an

individual working in this environment?



V: I think in this school we feel that we have a role in educating all students where they are. 1 think this
school's philosophy comes very we!l with that in that we, no matter where the child is at, we have a duty
to teach that child from where he is and bring him along, and that all children have the right to learn, and
can learn, and that they all have a right to be taught in a way that will help build their self esteem and their
self worth, and develop them into responsible adults.  And | think with this inclusion and the resource
facilitator 1 think we can achieve that by giving cach child success at what they're doing, and climinating
the frustrations and all the things that knock that self esteem down, As a parent of o learning disabled chuld,
I really feel that schools have come a long way in the last few years in dealing with it. I've seen my cluld
totally frustrated and giving up on herselt and totally negative about her self image and with some program
madification, I can see the tremendous growtk: that occurred and the positive attitude she devetoped to herselr
and to the subject matter when modifications were made to her program, which were not difficult to nuke.
It was just lessening the amount she had to do, putting it on a different way and U could see the child gomng
from the bottom of the class to going 1o near the middie o the top class in that subject and enjoying it.
And this as a teacher, I see it, too, with students hating a subject and then with modifications starting to
love it and say. I can do this. And that just, hearing that words, *I can”, instead of I can't’™ s very, very
rewarding.

J: Do you feel that you as an educator, need particular characteristics or skifls that make this collzhorative
process work?

V: Flexibility is number one, [ think. Being able to be flexible to be able to say, I can do it a different
way, that, just because I've done it this way for 10 years, it, I don't have to do it that way again, 1 can he
flexible. Willingness to change and willingness to accept the child. To accept children for what they are
and not have unfair expectations, I think is another one that is very important. To think that every child,
just because he is not doing something is not just lazy. but may have special fearning needs. Be willing 10
look for ather reasons why this child is not achieving success because it could he many, many rcasons for
him not doing it. and be wiiling to look for a solution and not giving up. 1 think you have to be wilimg
to make mistakes, and admit that you've made a mistake. 1 think that it you think that you can't,
everything has to be always right, you wouldn't survive, because it's, a lot of it is trial and error, where you
try something and it works or if it doesn’t work be willing (o try again, and sticktiutiveness. Be able o
stick to it and say, okay, I know I'm having a problem but, let's, we can work it out. | think it's very, it's
important.  And I think just a general love of children. Accepting children for what they are. And we
should. teachers, [ think, do that, ‘cause when you teach you huve o love children. But I think you have to
love all children ‘cause some of those special needs require a lot of paticnce.

J: Yes.
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V: And they're a little bit harder to put up with, yeah. And, when I first started weaching, if somebody had
come into my classroom and worked with me, I think I would have felt totally nervous and worried and [
wouldn't have heen able almost to function, and now I'm in the classroom with other teachers and thinking
that this is some of the best teaching I've ever done. And to be able to work with someone else present and
work as a team, is something that has 1o develop because, before we used to close our door and we taught
and that was our classroon, now it's more of an open door policy. That's where the flexibility and the
willing 1o muke mistakes come in because if you were afraid of making mistakes, you don't want somebody
there when you make i mistake, and as a teacher that happens all the time. You learn that something works
well for one class, it may not work well for another class so you just go with it and accept things as they
are and look forward to the next day.

3o Twould justlike to open it up, are there any reflections, comments, examples, anything that you'd like
to put forward that would help us understand what this process means o you and how you have experienced
working colluboratively with other teachers at this school.

Vi I think it's the most beneficial thing they have ever comne into schools with, as a parent and as an
educator, in that it allows children who are slipping through the cracks. who were destined to live lives that
were not fulfilling, I think they're being given a chance through inclusion and collaboration in modifying
these programs for these kids so that they can learn and feel part of socicty and not be, fecl like the outcasts.

J: Thank you.



