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ABSTRACT 

Collaborating as a team can be a challenge for education professionals. Team members 

contribute multiple skills to the collaborative process. A factor in the collaborative process is the 

working relationship between general education classroom teachers and the multiple education 

professionals assigned to their classrooms. The purpose of this study is to understand the nature 

of the working relationship between general education classroom teachers and the multiple 

education professionals assigned to their classrooms in order to guide future interactions toward 

a more positive outcome for student achievement.  

This qualitative multiple-case study attempts to answer the question(s) how general 

education classroom teachers and the multiple education professionals assigned to their 

classrooms view their working relationship as well as what educational leaders can do to better 

facilitate these working relationships. The data collection method utilized interviews involving 

the two homogeneous groups.  

Understanding how general education classroom teachers and the multiple education 

professionals in their classrooms relate may provide important insight regarding strategies to 

increase the effectiveness of all parties involved in the collaborative process. 
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INTRODUCTION 

Introduction 

 The task of working collaboratively as an educational team can be a challenging one for 

education professionals as they strive to meet the needs of their students. Each team member 

contributes a particular and important set of skills to the collaborative process as they bring their 

particular area of expertise to students in the general education classroom. The challenge for 

these multiple education professionals is to merge these specific skills effectively for the benefit 

of the students being served. Having served as a school administrator at both the elementary and 

secondary level, I have perceived challenges and rewards associated with the process of 

collaboration among contemporaries in the general education classroom. 

 A noticeable challenge to the collaborative process may be resistance and a lack of 

cooperation on the part of the general education classroom teacher in relation to the presence of 

multiple education professionals. This is primarily a school level problem affecting working 

relationships specifically concerning general education classroom teachers and their respect for 

the roles of multiple education professionals charged with carrying out different but important 

jobs related to student achievement. Multiple education professionals such as special education 

resource teachers, subject-level intervention specialists, system-wide or school-level reading and 

math instructional coaches, Title I intervention specialists, and English language learning 

specialists may encounter resistance from general education teachers while attempting to carry 

out their responsibilities to students in the general education classroom. Those education 

professionals that find themselves assigned to a general education classroom must also 
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acknowledge the role of the classroom teacher and the effect their presence has on the classroom 

environment. The impact of these relationships may also be rewarding and positive. When the 

strengths of each member of the collaborative team within the classroom are fully acknowledged 

and utilized, students can benefit from the support, knowledge, and expertise of two education 

professionals instead of one. 

The challenges surrounding this working relationship are of particular concern due to the 

fact it may make it more difficult for everyone involved to meet the specific demands of students 

with varying needs. Challenges may also cause tension between education professionals as some 

roles may appear to be minimized or considered less important than that of the general education 

classroom teacher. These multiple education professionals may be placed in a difficult position 

as they enter classrooms with basically no authority over their counterparts in the general 

education classroom but with specific tasks to perform mandated by those in authority or legal 

documents such as student Individualized Education Plans (IEPs).  

During my administrative career I have encountered general education teachers who 

seem to be resistant to the presence of the aforementioned multiple education professionals in 

their classrooms. Some have even confessed their lack of understanding regarding the value of 

their presence. The most significant example of resistance from my own experience involves a 

real life scenario involving a sixth grade general education math teacher and the sixth grade level 

special education teacher assigned to her classroom in an inclusion setting. The general 

education math teacher strongly objected to the inclusion placement of the special education 

resource teacher. She considered the presence of another teacher a personal distraction as well as 

a disruption to the classroom environment. Her behavior toward the collaborative resource 

teacher was unsettling and quickly became an obstacle. A significant factor in this scenario was 
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the difference in the personality types of the two teachers involved. The resource teacher had a 

very outgoing personality and got along easily with others while the general education math 

teacher struggled with relationships and releasing control to others. Managing this relationship 

was a consistent challenge for both teachers and myself throughout the school year. Even though 

this relationship reached an unusual number of lows it ultimately became one of strength and 

collaboration leading to a positive impact on students. Conversely, I have witnessed many 

wonderful and collaborative relationships over the years between general education teachers and 

the multiple education professionals assigned to their classrooms.  

As a result of these varied experiences I am compelled to gain a better understanding of 

the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms. I also hope to determine how educational leaders 

might better facilitate effective working relationships in these collaborative scenarios. A greater 

understanding of the views of general education teachers and the multiple education 

professionals assigned to their classrooms regarding their working relationship could lead to 

stronger collaboration with potential positive effects on student performance.  

Rationale and Justification 

 The context of history regarding general education teacher attitudes toward the presence 

of multiple education professionals in the general education classroom may be traced primarily 

to the concept of inclusion of students with special needs required by The Individuals with 

Disabilities Education Act (IDEA). The reform process of mainstreaming these special needs 

students instead of isolating them required the support of specifically trained special education 

professionals in the general education classroom. This outside presence was new and forced 

general education classroom teachers accustomed to functioning on separate islands of teaching 
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to open their doors to colleagues in ways they never had before. This process required a 

fundamental change in the thinking of general education teachers and the organizational structure 

of most schools as collective and collaborative goals took priority over individual classroom 

goals. Individual experience and expertise as well as common experience and expertise among 

the teaching staff regarding this contemporary collaborative effort had to be considered as 

teacher collective efficacy became a more critical factor in meeting the challenges of this joint 

effort approach. The contemporary educational issue of inclusion mandated by IDEA served as 

the impetus for the presence of teachers in the general education classroom other than the general 

education teacher. It is also a possibility the increased accountability factors associated with No 

Child Left Behind (NCLB) led to an increase in the presence of other education professionals in 

the general education classroom. Another significant factor affecting the history of general 

education teacher attitudes toward the presence of others in their classrooms may be attributed to 

a generally negative view of the evaluation process utilized in many school systems. Summative 

evaluation tools and “gotcha” approaches to teacher evaluation may contribute to a very negative 

view of administrative visits to classrooms which may have tainted many general education 

teachers’ attitudes toward the presence of anyone from the outside in their classroom. It is from 

this context the topic of working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms emerges. 

 The importance of this topic to the field of education and educational leadership is related 

to the increasing presence of multiple education professionals with differing roles and 

responsibilities in the general education classroom and the dynamics associated with this 

collaborative effort. This is a real, occurring phenomenon in modern day schools that presents 

challenges to all involved. It is no longer just the special education inclusion teacher or school or 
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district level administrator carrying out their responsibilities alongside the general education 

teacher in their classroom. New jobs have been created requiring even more of an outside 

presence to meet the needs of students in the general education classroom. These new jobs 

include subject-level intervention specialists, system-wide or school-level reading and math 

instructional coaches, Title I intervention specialists, and English language learning specialists. 

The perception on the part of the general education classroom teacher that his/her autonomy or 

effectiveness may be in question is significant. This perception may result in a negative reaction 

to the presence of a professional from outside the classroom. The significance of this topic is 

relevant as school systems increasingly employ multiple education professionals in these roles to 

target improvement in student achievement from many angles as well as address issues of 

accountability. These goals are necessary and worthy but require cooperation on the part of all 

professionals involved. The significance for educational leaders is pertinent due to the fact they 

will be coordinating the collaboration of these multiple education professionals through the 

articulation of common goals and placement of value on the roles of all participants. The role of 

school leadership in this scenario becomes more focused on setting a positive tone for common 

goals and communicating clearly the roles everyone is expected to play in meeting these goals 

(Urton, Wilbert, & Hennemann, 2014). General education classroom teachers and the multiple 

education professionals charged with working alongside them will be looking to educational 

leaders for support, conflict resolution, and the removal of potential barriers as they attempt to 

perform their respective roles.  

As a result of the approach by many school systems to utilize varied education 

professionals in differing roles to improve student achievement, there is an increase in the 

presence of multiple education professionals in the general education classroom. This presence 
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may be interpreted by the general education classroom teacher as an intrusion and possibly an 

outright question of their ability to perform their job effectively. Instead of this new presence 

being viewed as a valuable resource it can be seen as a threat or distraction to the individual 

teacher and the learning process he/she has envisioned. The nature of the working relationship 

between the general education classroom teacher and the multiple education professionals 

assigned to their classrooms and its impact on collaboration for student improvement serve as the 

rationale for selecting this topic. Examination of this topic may be of value in determining  how 

teachers react to the presence of multiple education professionals in their classrooms. Study of 

this topic may lead to information which could prove helpful in supporting or resolving conflict 

between general education classroom teachers and multiple education professionals partnering 

with them to improve student performance. Study of this topic may also lead to a better 

understanding of what school and district level administrators can do to more effectively and 

positively prepare their staff to interact collaboratively as a team instead of seeing themselves as 

separate entities that wander in and out of each other’s domains. Ultimately, it is of extreme 

importance to learn as much as possible about the working relationships between general 

education classroom teachers and their visiting colleagues so everything possible may be done to 

facilitate effective collaborative partnerships with constant focus on meeting the needs of 

students. 

The knowledge and literature gaps this topic will address focus primarily on issues 

surrounding the newer and increasing presence of multiple education professionals in the general 

education classroom. A comparison of the presence of multiple education professionals in the 

general education classroom from the present back to the passage of legislation requiring 

inclusion of students receiving special education services would potentially take us back to a 
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time when only the school administrator would visit the classroom of individual content general 

education teachers. In some cases, further examination may confirm even administrative 

presence was not commonplace before administrators took on the role of instructional leader. 

This progression of outside presence in the general education classroom from possibly an 

occasional visit from the principal to current practice in modern times which may result in 

several visits a week from multiple education professionals performing different roles represents 

a significant change in the classroom environment for general education teachers. This 

development will require an examination of the history and norms associated with views of the 

general education classroom environment and teaching. This transformation of the general 

education classroom environment from being somewhat isolated to inclusive is the phenomenon 

that will bring to light new knowledge regarding teacher attitudes towards the presence of 

multiple education professionals as these types of roles have increased. This new knowledge 

should assist school and district level administrators in their efforts to assist all education 

professionals perform their duties to fidelity and at the same time expand respect for the roles 

others are playing. This knowledge should also aid resource teachers in gaining an understanding 

of how general education classroom teachers often view their jobs as more difficult. It is through 

an increased understanding of the views general education teachers hold toward the expanding 

presence of multiple education professionals in their classrooms that will fill a gap in the 

literature.  

To improve our understanding of this topic, it is important to identify how those carrying 

out multiple and differing roles in the general education classroom view the purpose or 

boundaries of their individual roles. This would need to be comprehensive and include the 

classroom teacher as well as any educational professional assigned a task that would require 
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them to visit different general education classrooms. An improved understanding of these 

viewpoints may lead to a clearer definition of the nature of the relationship between these 

education professionals and fill another gap in the literature regarding educational roles. It could 

determine whether or not there may be a perceived intrusion or crossover into an area for which 

one or the other feels primarily responsible. This improved understanding may help us better 

understand why these professionals feel the way they do and possibly lead to approaches that 

would minimize negative experiences and maximize productive outcomes. Teachers can be very 

territorial and may feel threatened when others come onto their “turf”. From the standpoint of the 

general education teacher it will be important to gain specific information as to how and why 

they may feel impacted by the presence of other education professionals and whether the impact 

is positive or negative. The outside professionals can provide information or examples of how 

their working relationships with general education professionals is established and ultimately 

develops. Information will be needed from all involved to address what steps can be taken to 

ensure the most effective working relationship possible. 

I have a personal interest in this topic as a result of navigating the collaborative process 

while serving in administrative roles ranging from elementary principal, high school assistant 

principal, middle school principal, to high school principal. I would like to better understand the 

nature of the working relationship between general education classroom teachers and the 

multiple education professionals assigned to their classrooms. I have personally witnessed both 

positive and negative teacher relationships in collaborative settings. These relationships include 

those in which there was a sense on the part of the outside education professional that their role 

is not valued by the general classroom teacher. Often those assigned to professional roles inside 

the general education classroom are equally, if not more passionate about the role they play on 
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behalf of students as the general education classroom teacher and seek the advice and guidance 

of the principal on how to improve these types of situations. Conversely, I have witnessed 

general education classroom teachers welcome their collaborative partners as equals and work to 

utilize the strengths of both to meet the needs of their students. The dynamics of these 

contrasting relationships are fascinating to me. As a practicing school level administrator, I 

would like to gain knowledge that would assist all educators in performing their respective roles 

collaboratively and effectively. I believe this type of study will be beneficial in expanding that 

knowledge. 

Purpose of the Study 

The purpose of this study is to understand the nature of the working relationship between 

general education classroom teachers and the multiple education professionals assigned to their 

classrooms in order to guide future interactions toward a more positive outcome for student 

achievement. A further goal of this study is to assist educational leaders in the effective 

facilitation of these working relationships. Understanding how general education classroom 

teachers and the multiple education professionals assigned to them interact in their classrooms as 

well as the overall nature of their relationships may provide important insight regarding ways to 

maximize the collaborative process and positively impact students. The audience for this 

research study includes general education classroom teachers encountering multiple education 

professionals in their classrooms currently or in the future, multiple education professionals 

attempting to carry out their respective roles/responsibilities in the general education classroom 

either currently or in the future, and school or district level administrators serving in supervisory 

roles with teachers who may collaborate as their roles intersect in the general education 

classroom.  
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Research Questions 

1. What is the nature of the working relationship between secondary general education 

teachers and the multiple education professionals assigned to their classrooms? 

2. In light of these relationships, how might educational leaders better facilitate effective 

working relationships between general education teachers and the multiple education 

professionals in their classrooms? 

 

The research questions address the actual nature and essence of the working relationship 

between general education teachers and the multiple education professionals assigned to their 

classrooms as well as what educational leaders might do to better facilitate effective working 

relationships. The specific rationale for Question #1 is to fundamentally describe what the 

working relationship actually looks like between general education classroom teachers and the 

multiple education professionals assigned to their classrooms. It should also lead to the 

identification of the most accurate descriptors of these relationships. In order to effectively 

understand a phenomenon it is important to first understand the contributing factors, experiences, 

or sequence of events that may be involved. Once accurate descriptions are formed, it is then 

possible to recognize potential areas of strength or weakness and consider the need for improved 

strategies or levels of support where needed.  

The specific rationale for Question #2 is relative to the steps that may be necessary to 

better facilitate an effective working relationship between general education teachers and the 

multiple education professionals assigned to their classrooms. For the purpose of this study, 

effective is defined as producing a truly collaborative working relationship in order to guide 
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future interactions toward a more positive outcome for student achievement. These steps may 

include the general education classroom teacher, the multiple education professionals assigned to 

their classrooms, and educational leaders charged with facilitating the collaborative process.   

  Once the most accurate descriptors of these working relationships have been identified, 

the why and how understood, it becomes important to use this information to implement 

approaches that may better facilitate this most important collaborative process. Administrators 

may learn more steps necessary at the school leadership level to ensure an effective collaborative 

environment between general education classroom level content teachers and the multiple 

education professionals charged with responsibilities within those classrooms. These questions 

seem vital to understanding what is necessary to maximize the process of team building and 

collaboration required for the optimum effectiveness of all education professionals involved. The 

challenge of creating an environment where all professionals and their respective roles are 

valued is crucial to the integrity of serving the needs of all students to fidelity. These questions 

may lead to information that would assist educational leaders in the creation and facilitation of 

this type of collaborative school climate.  

Research Design and Methods 

In preparation for research it is important to realize and understand there are deep beliefs 

and views that will affect our approach to the problems we study as well as the types of questions 

we ask. These views or philosophical assumptions will inform our choices concerning the design 

that will guide our research. Philosophical assumptions are typically the first ideas in developing 

a study and shape how the problem is formulated as well as how we seek information to answer 

the questions. The researcher brings elements to the study that may include their personal 

history, how they view themselves and others, and ethical and political issues. Creswell (2013) 



12 

describes these as paradigms and defines them as “a basic set of beliefs that guides action”. I like 

to think of paradigms as the set of lenses through which we are looking at a set of problems. As 

the lens changes, our view may change.  

I have chosen qualitative research as the methodology by which I will conduct the current 

study. The research methodology may be described as how the study will be constructed. It is 

simply the architecture of a study. Much like we choose a style of architecture to guide the 

design for a home, we must choose a research methodology to guide our study. This allows our 

research to be presented in a sophisticated manner so it will reach our audience in the clearest 

and most effective way possible. Choosing an approach to research is comparable to selecting a 

style of architecture such as colonial, plantation, or ranch for a home. Therefore, it is important 

to choose an approach that appeals to the researcher before beginning the project so a clear 

blueprint is in place to guide the research itself. I have chosen phenomenology as my method of 

choice. I am genuinely interested in the life experiences of people so I am naturally drawn to the 

study of lived experiences surrounding a phenomenon. I am also intrigued by the challenge of 

analyzing individual experiences to reach a description of the universal essence of the 

phenomenon. The fact that phenomenological research is typically framed in terms of a single 

concept and explored through different group(s) is also appealing to me.  

The specific research design for this study will be a multiple-case study. The unit of 

analysis or major entity to be studied will be the working relationship between general education 

classroom teachers and the multiple education professionals assigned to their classrooms. The 

sampling strategy will be homogeneous. The goal will be to create two separate homogeneous 

groups for comparison as samples within the multiple-case study. One group will be made up of 

general education classroom teachers. The other group will be made up of multiple education 
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professionals assigned responsibilities within general education classrooms. The sample will be 

chosen based on the ability to represent a wider population. The sample will be determined based 

on experience relative to the research questions. A sample of 9 participants in each homogeneous 

group will be identified. Accessibility and willingness on the part of the participants would also 

be factors in determining the sample.  

The data collection method will be personal interviews. Interviews in qualitative research 

may be described as purposeful conversations. Qualitative in-depth interviews are much more 

like conversations than formal events with predetermined response categories and should be led 

by quality open-ended questions focused on the topic. The researcher explores a few general 

topics to help uncover the participants’ views but otherwise respects how the participant frames 

their own responses. One of the strengths of the interview process is that it yields data in quantity 

relatively quickly. The interview protocol questions are tailored to each of the two homogeneous 

groups. 

Interview Protocol Questions - General Education Teachers 

1. Describe the working relationship between you and the multiple education professionals 

assigned to your classroom. 

2. How does it make you feel for other education professionals to be present in your 

classroom? 

3. What factors influence how other education professionals are placed in your classroom? 

4. What do you see as the purpose of their placement? 

5. What supports are in place before, during, and after placement? 

6. What role does school administration play in placement and support? 

7. How and why does this placement affect student achievement? 
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8. What positive or negative effects do other education professionals have on your 

classroom environment? 

9. What positive or negative experiences have you encountered due to the presence of other 

education professionals in your classroom? 

10. How might educational leaders better facilitate an effective working relationship between  

general education teachers and the multiple education professionals assigned to their 

classrooms? 

 

Interview Protocol Questions - Other Education Professionals 

1.  Describe the working relationship between you and the general education teachers to 

whose classroom you have been assigned. 

2. How does it make you feel to be present in these general education classrooms? 

3. What factors influence how you are placed in the general education classroom? 

4. What do you see as the purpose of your placement? 

5. What supports are in place before, during, and after placement? 

6. What role does school administration play in placement and support? 

7. How and why does this working relationship affect student achievement? 

8. What positive or negative effects do you have on the classroom environment? 

9. What positive or negative experiences have you encountered due to your placement in 

general education classrooms? 

10. How might educational leaders better facilitate an effective working relationship between 

general education teachers and multiple education professionals assigned to their 

classrooms? 
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Of all the qualitative approaches to data analysis, I plan to utilize the phenomenological 

approach. This approach aligns most closely to the primary data collection tool (interviewing) 

that seems to fit the research topic I have chosen and allows the participant(s) to offer insights 

within a given context to make sense of a phenomenon. Holistic and In Vivo coding will be 

utilized for each homogeneous sample group. Versus or contrast coding will be utilized for 

drawing comparisons between homogeneous groups for the multi-case study design. 

Phenomenological data analysis requires reflection in order to grasp the essential meaning 

offered by the data. 

The choice of a multiple-case study research design aligns with the research questions by 

focusing initially on determining the essence as well descriptors of the working relationship 

between general education classroom teachers and the multiple education professionals assigned 

to their classrooms as well as what educational leaders might potentially do to better facilitate 

effective working relationships. One of the homogeneous sample groups will be made up of 

participants that are teachers in the general education classroom. The other will be made up of 

multiple education professionals assigned to general education classrooms. Both groups will be 

asked to respond to the interview protocol questions which will provide multiple perspectives. 

Multiple perspectives will also be gained regarding what might be done on the part of 

educational leaders to better facilitate effective working relationships. Data will be coded within 

each homogeneous group and then compared and contrasted between each group. 
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Key Terms 

General Education Classroom Teacher – Certified teachers responsible for instruction in specific 

academic content areas. 

Multiple Education Professionals – Certified teachers responsible for assisting the students and 

teachers in general education classrooms (special education resource, subject-level intervention 

specialists, system-wide or school-level reading and math instructional coaches, Title I 

intervention specialists, and English language learning specialists). 

Relationship – The way in which two or more people or groups regard and behave toward each 

other.  

Limitations 

This study is limited to the responses of the participants from the two homogeneous 

groups comprising the sample for the multiple-case study design. The study addresses the nature 

and essence of the working relationship between secondary general education classroom teachers 

and the multiple education professionals assigned to their classroom. It also addresses what 

educational leaders might do to facilitate a more effective working relationship between these 

two groups. This study does not address the attitudes of students or parents regarding the 

presence of multiple education professionals in the general education classroom.  

Organization of Study 

The current study is organized into five chapters. The first chapter includes an 

introduction to and rationale for the study. Chapter II presents a review of related literature. The 

methodology, design, and procedures for the study will be discussed in Chapter III. In Chapter 
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IV, an analysis and interpretation of the data are detailed. Chapter V contains an examination of 

the conclusions of the study as well as recommendations for further research. 

  



18 

REVIEW OF RELATED LITERATURE(S) 

Introduction 

Consistent with the larger purpose of this study, the focus of this literature review is to 

highlight factors and historical issues contributing to the nature and essence of the working 

relationships between secondary general education teachers and the multiple education 

professionals assigned to their classrooms. A further aim is to establish a foundation for the 

rationale supporting the presence of multiple education professionals in the general education 

classroom as well as more clearly define their specific roles. This is primarily a school level 

concern affecting the relationship between general education teachers and multiple education 

professionals charged with performing varied tasks related to student achievement within the 

same environment. The establishment of a history and literature surrounding the dynamics of this 

collaborative effort is the primary goal of this review. 

The specific literatures included in this review address the topic first from a historical 

perspective and progress through elements contributing to the presence of multiple education 

professionals in the general education classroom to teacher views on classroom environment and 

factors affecting teachers. Specific literature topics include:  
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The literature review that follows is organized to flow from broad to narrow topics in an 

attempt to present a framework for the context of understanding the nature and essence of the 

working relationships between secondary general education teachers and the multiple education 

professionals assigned to their classrooms. Beginning with an overview of the broad topics of 

supervision and teacher evaluation lays the groundwork for understanding the initial rationale for 

the presence of any outside education professional in the general education classroom. As a next 

step, examining the significance and merits of collaborative efforts among education 

professionals leads to an understanding of the importance of crossing professional boundaries to 

form alliances that will lead to the elevation of student achievement and overall school 

improvement. In an effort to clarify the motivation for changes that have led to an increase in 

supplementary education professionals with differing roles in the classroom, an assessment of 

education reform and educational policy is valuable. To further narrow the topic from 

framework, concept, and motivation, it is necessary to define the specific roles and purposes of 

differing education professionals performing tasks in the general education classroom. As a 

further step, the elements determining classroom environment are explored to determine what 

components facilitate a quality learning climate. Finally, factors affecting teacher effectiveness 

Supervision   Education Reform  

Teacher Evaluation Education Policy 

Challenges in Supervision/Evaluation  Roles of Education Professionals 

Collaboration Classroom Environment  

Student Achievement/Student Improvement Factors Affecting Teacher Effectiveness 
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are identified as influencing teacher views of themselves as well as those they collaborate with in 

professional practice.  

Supervision 

The initial topics for review explore the history of supervision and teacher evaluation. 

These topics are included in connection with the current study based on the possibility that the 

initial presence of other education professionals in the general education classroom often 

materialized in the form of school level supervisors performing evaluative roles and may impact 

our understanding of the working relationships serving as the focus of this study. The genesis of 

general education teachers’ perceptions of the presence of multiple outside education 

professionals in their classrooms could arguably be connected to the initial presence of school 

supervisors and the performance of their primary role as evaluator of teacher performance. 

Unfortunately, teacher perception of supervision and evaluation has in large part been negative 

due to the summative nature of most evaluation processes. Is it possible this negative perception 

of an outside presence in the classroom has carried over or been transferred onto other education 

professionals who are attempting to carry out specific and valuable roles alongside the classroom 

teacher with absolutely no evaluative component? The next area for review is literature relative 

to the challenges associated with supervision and evaluation as well as the difficulties associated 

with building an effective school community. Glanz (1995) argued an attempt to inspire a 

proliferation of historical research in the field of supervision is necessary in order to be more 

informed about its legacies and more adequately plan for the future. This attempt gives direction 

to the benefits of historical study and what it means to think historically about supervision. It 

provides a guide through the purpose and benefits of understanding history as well as how to 

think historically about supervision (Glanz, 1995). Insufficient investigation into supervision 
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history has hindered the efforts of the field to gain professional recognition but educational 

supervision, in its best form, is highlighted as an encouragement and inspiration to teachers. 

Relevant resources and research construct a history of supervision that places critical 

developments in perspective and context. Glanz (1995) highlighted how supervision has moved 

through historical eras and changed by examining the development of seven models of 

supervision: (1) inspection, (2) efficiency, (3) democratic, (4) scientific, (5) leadership, (6) 

clinical, and (7) changing concepts. Trends and developments occurring in school supervision 

were placed in context in relation to these theoretical constructs. Ultimately it was concluded 

supervision seems to have been moved along a continuum from autocratic to democratic 

approaches (Glanz, 1995).  

The common thread in much of supervisory practice in schools today has been described 

as the intent to improve classroom instruction through observation, analysis of observed data, 

and face to face interaction between observer and teacher. The phases of supervisory evolution 

have been set in a framework of cultural change and influenced by supervisory practices in other 

realms, such as the church, politics, as well as business and industry (Tracy, 1995). The functions 

of supervision have evolved through each phase borrowing from the previous and adding its own 

contribution. Analyzing the historical phases of supervision can indicate how to thoughtfully 

shape supervisory practice for the future rather than merely reacting to the popular practice of the 

moment. History can inform our practice and assist in designing new adaptations of supervision 

more suited to the classrooms of the future (Tracy, 1995). An emphasis on the function and 

definition of supervision rather than just the position of supervisor allows rationales to be 

inferred assisting in the description of the evolution of the art of supervision (Eye, 1975). Eye 

(1975) examined various definitions of supervision covering more than 300 years. Definitions 



22 

progressed from supervision as a function of government as education was made an instrument 

in the development of citizens through the role of supervision in the improvement of instruction 

and the products of learning. A number of practices are evolving in educational supervisory 

environments which may serve as indicators to predict the future of supervision. The most 

valuable change in perception being from hatchet-person to expert analyst (Eye, 1975). 

Waite (1994) framed an initial contribution to understanding the professional 

development of supervisors through an examination of aspiring supervisors’ understanding of 

supervision. Retrospective and prospective views of supervision were considered with the goals 

being to inform the field by illuminating conceptions and misconceptions while apprising those 

in the field of the knowledge and visions of those who seek to assume supervisory roles. 

Graduate students currently employed in the field of education defined supervision and four 

themes emerged: domains of supervision, supervisory tasks, supervisory relationships, and 

supervisor traits. These themes suggested a transformation of the simple notion of a generic 

supervisor into a complex set of expectations and understandings as well as a view of 

supervision as distinct from purely administration (Waite, 1994). 

The continuing evolution of school supervisors away from primarily evaluative and 

administrative tasks to supervision as a process extending well beyond classroom observation is 

a significant trend. Supervision has become the new intermediary through which teachers 

contribute to the normative values of the school while addressing their individual needs by 

relating to all areas of the school program: personnel, budgeting, program evaluation, 

curriculum, student-behavior, as well as instruction (Koehler, 1990). The redefinition of building 

administrators at Deerfield High School in Deerfield, Illinois is a means for understanding this 

shift in the supervisory role to one that is more assuring and satisfying to the teacher and 
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purposeful for the school. The distinction between administrative and supervisory duties were 

distinguished by categorizing them as procedures to execute policy as opposed to processes to 

execute procedures. The process of redefining the purpose of supervision translated the 

impersonality of administrative procedure into experiences for teachers that help satisfy 

individual and professional needs. The concept of supervision as a helping relationship and 

process for promoting teacher autonomy proved to have made a genuine impact on this particular 

school system (Koehler, 1990).  

Alternative approaches to supervision based not only in theory but also in practice 

include peer coaching, portfolios for differentiated supervision, mentoring, peer assessment, and 

action research. A focus on the comparison of the types of interaction involved in each approach 

and the role of the leader in the development and implementation of the program carries 

important implications for leaders. The types of practices and strategies used to implement 

alternative approaches to supervision such as collaborative relationships, shared decision 

making, and reflective listening reveal a striking consistency. The importance of piloting 

alternative approaches to supervision on is significant for educational leaders and confirms the 

value of a democratic approach to leadership (Sullivan & Glanz, 2000).  

Teachers' attitudes about their formative supervision and the observational ability of 

principals may be viewed through the constructs of teacher tenure status and gender. Teacher 

supervision is applied by principals to develop the skill set of teachers and typically involves 

observation, analysis, and action planning for the future. Effective principals differentiate 

supervision for teachers based on a host of variables. Teacher tenure status as well as gender may 

be considered teacher variables (Range, Finch, Young, and Hvidston, 2014). No discernible 

patterns emerge regarding the number and length of formal and informal observations by 
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principals based on tenure status or gender. Non-tenured teachers seem more willing to be 

observed by principals than tenured teachers. Principals should acknowledge the varied needs of 

non-tenured and tenured teachers regarding feedback and consider the views of male teachers 

concerning their willingness to be observed by and receive feedback from female principals 

(Range, Finch, Young & Hvidston, 2014). 

Hazi (1994) reviewed a legal-based incident to illustrate a dilemma for the practice of 

supervision. This dilemma is what practitioners as well as scholars face as they consider the 

future of supervision. His interpretive case study described events leading up to and following 

grievances filed against a curriculum coordinator in a New Jersey school district in the late 

1980s. The incident showed that although practicing supervisors have no problem differentiating 

supervision from evaluation, teachers do. The author concluded grievances become a part of the 

collective consciousness and climate of its people and there are no real winners and losers in 

these types of battles, only lessons to help promote more thought about future word and deed. 

The study confirmed actions taken in the name of school reform can also contribute to a climate 

that promotes distrust and adversarial relationships with components of trust, collegiality, and 

genuine collaboration missing. This type of study has led to a re-creation of the concept of 

evaluation with growth as its model as opposed to accountability, where description replaces 

evaluation, discussion substitutes for conference, the narrative supersedes rating scales, and 

reflection replaces comments on strengths and weaknesses (Hazi, 1994). 

Teacher Evaluation 

Gustafsson, Ehren, Conyngham, McNamara, and Altrichter (2015) attempted to expand 

the knowledge base by identifying and empirically analyzing the mechanisms which link school 

inspections to school improvement activities. Their study identified principal perceptions of the 
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mechanisms linking school inspections to the actual improvement of schools through a survey 

including questions on the main variables in the conceptual framework which enables 

comparisons between the responses. The findings largely support the hypothesized mechanisms 

suggesting that the impact of school inspections on the quality of education is driven by the 

setting of expectations, standards and norms, with self-evaluation and encouragement of capacity 

building and better teaching and learning as mediating mechanisms. Implications were clear that 

the setting of explicit expectations and the self-evaluation process were key tasks for 

inspectorates (Gustafsson, Ehren, Conyngham, McNamara & Altrichter, 2015). 

Hallinger, Heck, and Murphy (2014) examined empirical evidence in an effort to understand the 

extent to which the "new generation" of teacher evaluation schemes is likely to improve the 

quality of teaching and learning in schools. Specifically three types of evidence were critically 

examined: (1) Empirical evidence on the magnitude, consistency, and stability of teacher effects 

on student learning, (2) Empirical evidence on the impact of teacher evaluation on growth in 

student learning, and (3) Literature from the sociology of organizations on the organizational 

processes that bears upon the use of teacher evaluation as a vehicle for school improvement. The 

review of the literature found that the "policy logic" driving teacher evaluation remains 

considerably stronger than empirical evidence of positive results. The authors concluded that the 

latest generation of teacher evaluation models has yet to meet the dual criteria of empirical 

evidence and feasibility (Hallinger, Heck, & Murphy, 2014). 

Looney (2011) provided an overview of research on teacher evaluation for improvement 

and suggested directions for policy and research to strengthen school systems. Conclusions on 

directions for policy include: (1) Teacher evaluations need to tie to clear standards and 

competencies, (2) Teacher evaluations need to be integrated with broader assessment and 
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evaluation frameworks, (3) Teacher evaluations should be based upon multiple measurements, 

(4) Evaluations should emphasize timely feedback linked to specific ideas for improving 

strategies and practice, and (5) Professional development should align with identified needs and 

encourage the development of communities of practice (Looney, 2011). Bloom (2007) outlined 

four models for classroom visitations and tied them to common characteristics in an effort to 

achieve clarity in individual expectations and what each stakeholders’ role is in the process: (1) 

Improvement of teaching and learning through development of professional learning 

communities, (2) Strengthening of teaching profession based on standards, (3) Support of every 

student and teacher, and (4) Organization around clear protocols based on evidence and linked to 

cycles of inquiry. He proposed districts have high expectations, keep the process simple, align 

the process with the analysis of student achievement data and student work, and ensure the 

process is ongoing. Implemented well, each of the visitation models presented can play a 

significant role in school improvement (Bloom, 2007). 

Larsen (2009) presented a case study of one teacher assessment policy, the Teacher 

Performance Assessment (TPA) system, which was phased into schools in the province of 

Ontario, Canada in 2002. Larsen focused on individual-level effects where the evaluation has 

some impact on the teacher being evaluated as well as the organizational effects. Results 

revealed for a small number of respondents the TPA process was productive. However, for a 

majority, the study concluded the process was disorganized, inconsistently conducted, and 

unfair. The study also claimed that effective teaching cannot be measured, guaranteed or 

supported through the use of competency-based checklists or schedules or through the use of any 

single method (Larsen, 2009). The same appraisal process was analyzed from the perspective of 

administrators. Those findings suggested that much reform is needed if the TPA process is to 
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meet the stated objectives of assuring competency and aiding in professional growth. It was 

concluded that an effective evaluation system allows teachers to receive the feedback, support, 

and recognition they deserve and provides administrators with the information they need to make 

informed decisions regarding personnel and professional development (Maharaj, 2014).  

Editors of the Los Angeles Times (2013) cited the performance of Los Angeles Unified 

School District Superintendent John Deasy as an example of how test scores as well as other 

measures should be considered when evaluating the performance of education professionals. 

They in no way suggest data does not matter but caution against rigid adherence to them as the 

primary tool for measurement of success. They argued test scores are valuable for determining 

whether or not students have gained proficiency or lost ground but suggest that parents and 

school board members know better than to base their opinions on one singular aspect. In a 

Washington Post article, Kerr (2015) assessed the level at which most states link their evaluation 

of teacher performance to student test scores. She cited a report by the National Council on 

Teacher Quality which indicated 42 states and the District of Columbia have policies on the 

books requiring student growth and achievement be considered in evaluations for public school 

teachers. This reflected an increase from only 15 states in 2009. She noted that even though 

student outcomes are considered extremely important, parents of children in public schools are 

generally opposed to linking teacher evaluations to their students' test scores. However, she 

argued this link will likely not disappear anytime soon and is growing to include school 

administrators as well (Kerr, 2015). 

LaFee (2014) referred to the research of Harvard University economist Ronald Ferguson 

and the Measures of Effective Teaching Project (MET) sponsored by the Bill and Melinda Gates 

Foundation as a basis for his article on utilizing student feedback as a part of the teacher 



28 

evaluation process. Ferguson helped develop a finely tuned student perception survey which laid 

the foundation for a rising movement to incorporate student feedback into the formal teacher 

evaluation process. The findings revealed consistent responses from students that took note of 

teachers’ habits and attitudes. The MET research concluded that students were better than trained 

adult observers at evaluating teachers (LaFee, 2014). 

Munson (1998) reported on a study conducted in Northern Washington during the 1996-

1997 school year on a relatively new professional development method that was found to be 

gaining popularity in the field of education regarding teachers observing one another in the 

classroom instead of administrators. The study involved a six-month peer observation project 

where teachers observed each other approximately one time a month utilizing six types of 

observation techniques. Definite trends were noted including less anxiety and defensiveness 

when observations were completed by another teacher. The study also revealed a desire for more 

feedback. Teachers offered these observations: (1) Finding free time for observations was 

difficult, (2) a structured organizational plan with a specific coordinator is needed for 

consistency, and (3) Pre and post observation conferences are essential. Munson concluded peers 

observing peers is proving more effective in enhancing the teaching skills of those involved. 

Teachers seemed to be enthusiastic about observing one another and administrators are becoming 

more convinced of its effectiveness (Munson, 1998). 

Illinois principal Joanne Rooney (1993) challenged the norms of the teacher evaluation 

system in place within her school district and determined they simply were not working. She 

came to realize she subscribed to none of the assumptions the system was based on and 

committed to trying something different. She sought feedback from teachers and received very 

candid responses. They designed a new system which allowed teachers to visit each other as well 
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as the principal observation. The post-conference would include visiting teachers as well as the 

principal. The experiment yielded valuable results as barriers between teachers broke down, peer 

coaching became the norm, individual differences in teachers gained respect, and post-

conference discussions became on-going. The most significant implication was that the principal 

was no longer seen as the one solely responsible for teacher behavior. The collective expertise of 

the staff was brought to bear in the evaluation process (Rooney, 1993). 

Rugg (1920) reviewed rating scales of teachers for measuring their dynamic qualities as 

pertinent to two important administrative problems. The first being effective methods of training 

teachers in service. The second concerned the need for developing objective measures of 

teachers' efficiency for administrative purposes of marking and promotion. He analyzed multiple 

teacher efficiency ratings and determined them to be unreliable and inadequate measures of 

efficiency based on reviewing such ratings in various school systems. He recommended and 

devised a scale for self-improvement through self-rating. A major limitation emerged in the 

difficulty of rating human character. Rugg ultimately suggested that no single rating on teachers 

should be used as a measure of that teacher's efficiency (Rugg, 1920).  

Yaffe (2015) reflected on the concept of teachers utilizing classroom videos as a part of 

the evaluation process within schools. This study relied on research compiled through the 

Harvard University Best Foot Forward Project which studied a new approach to teacher 

evaluation: Using teacher-selected classroom videos instead of traditional drop-in observation by 

a principal. Teachers exhibited a more reflective approach to their practice as they viewed 

recordings of their lessons and decided which videos to submit to the principal. The process also 

allows teachers to study moments in the lesson multiple times if necessary. Advantages have 

emerged that include the flexibility for administrators to view the submitted videos outside of 
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school hours as well as a transformation of the post-observation interview to a side by side 

review including the teacher and principal. Limitations are primarily linked to cost, technology 

glitches, generational gaps, and questions of trust about the use of the video. Teacher control of 

access to classroom cameras and consultation of teachers in the development of the video-based 

evaluation system surfaced as important aspects of effective implementation of this process 

(Yaffe, 2015). 

Challenges in Supervision/Evaluation 

Argyris (1957) concluded there is a lack of congruence between the needs of healthy 

individuals and the demands of the formal organization and the results of this disturbance are 

frustration, failure, short-time perspective, and conflict (Argyris, 1957). Akkermann and Eijck 

(2011) proposed to rethink learners as 'whole persons' and present a conceptual framework 

describing how learners, during learning processes within school contexts, may draw from and 

negotiate between different communities both within and outside school (Akkermann & Eijck, 

2011). 

Benson (1973) proposed a new analysis of bureaucratic-professional conflict which had 

long been dominated by a functional paradigm. He argued for a movement toward dialectical 

analysis as a more promising alternative. He also asserted the empirical findings should lead not 

to the abandonment of the concept of bureaucratic-professional conflict but to the radical 

revision of the functional paradigm which has guided the study of that phenomenon. The basic 

argument is that the functional paradigm is limited by its basic assumption that social systems 

tend toward coherence or consistency and should shift towards the more realistic dialectical 

approach which acknowledges contradictions based on opposing vested interests and ideological 

perspectives (Benson, 1973).  
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Hymans (2008) explored how the sharing of constructs that professionals working in a 

multi-agency organization held about their role, and role of the team, might inform future 

practices. Hymans focused on the concept of "role" as important to group functioning and for 

understanding group processes and behaviors. Ten members of a multi-agency organization 

(comprising social workers, assistant social workers, a family therapist, and a clinical and 

educational psychologist) were interviewed individually to elicit bi-polar constructs about their 

role in, and the role of, this recently formed team. This study illustrated that professional identity 

remained a key issue for debate within the team in parallel with clarification over the 

homogeneity of the composition and role of the team. The findings supported previous research 

in that it is the sharing of different forms of professional knowledge and different cultural 

practices which is one of the major inhibitors to multi-agency working (Hymans, 2008). 

Different professions each have their own distinct occupational culture, which will lead 

to distinct tribal groups and the breaking down of stereotypes within different professional 

groups may be complicated. Collective preferences or team reasoning should bring together 

ideas about shared purposes, joint responsibility for and commitment to these purposes as well as 

finding strategies to progress these purposes (Mandy, Milton, & Mandy, 2004). Rose (2011) 

focused a study on challenges arising from differing ideologies, working practices, and priorities 

and examined some of these challenges in terms of dilemmas in practice around role, identity, 

and control. Real life scenarios were developed centered around dilemmas involving role, 

identity, and control that professionals might encounter and these scenarios were used as stimuli 

for semi-structured interviews. The key conclusion is to show that enacting collective 

preferences may entail some kind of professional self-sacrifice, whether it is around identity, 

expertise, or power (Rose, 2011). 
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Ebmeier and Nicklaus (1999) aimed to increase understanding of the outcomes of the 

supervision process by examining the impact of one form, collaborative supervision, on several 

teacher affective outcomes, each of which has been linked to student achievement and other 

indicators of school effectiveness. It further estimated the impact of collaborative supervision 

when implemented by peer coaches and by principals on teachers' commitment to teaching, 

commitment to the school, trust in administration, trust in fellow teachers, desire for 

collaboration, and two dimensions of teacher efficacy (outcome expectations and efficacy 

expectations). Results of this study do not provide evidence that collaborative supervision 

directly affects student learning. However, it did suggest that supervision can play a major role in 

increasing teachers' commitment, collaboration, efficacy, and trust and principals produce larger 

gains than peer teachers using collaborative supervision. The authors suggested three 

implications for schools that may be advanced: (1) Collaborative supervision appears to be a 

cost-effective way to increase many of the factors often cited as elements possessed by effective 

schools, (2) Supervisors might consider the implementation of a training session on peer 

coaching for classroom teachers, and (3) Collaborative supervision may be only one of several 

mechanisms that can be employed to increase teacher commitment, trust, desire for 

collaboration, and efficacy (Ebmeier & Nicklaus, 1999). 

Poole (1994) explored some of the arguments available within the literature related to the 

democratization of supervision and then examined these questions within the framework of one 

school district's attempt to achieve a more democratic, empowering vision of supervision. The 

Supportive Supervision Model examined is an example of an attempt to empower teachers 

through supervision. The author concluded Supportive Supervision represented an attempt to 

soften the hierarchical relationship implied by the term supervision by formally redistributing 
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supervisory authority between administrators and teachers. She also found Supportive 

Supervision does not relieve administration of responsibility for ensuring the competence of 

teachers, nor are teachers excused from accountability for their competence in the classroom and 

replacement of administrative supervisors by teacher coaches does not necessarily remove the 

judgmental implications of former hierarchical arrangements (Poole, 1994). 

Dunlap and Goldman (1991) argued that facilitative power, an alternative to traditional 

interpretations of power in organizations, more accurately describes how power is exercised in 

school settings. They developed the argument by presenting and critiquing the traditional 

authoritative emphasis on power. The authors posed a reconceptualization of power and used the 

model to examine two existing school phenomena that represent emerging educational trends: 

individualized educational programs within special education and current trends in clinical 

supervision. They also argued that depicting power as a system of facilitation is a viable 

alternative paradigm that complements definitions of power that reflect a hierarchical system of 

authority. Examples of power as a system of facilitation were provided in which professional 

power is exercised and actualized through others on the basis of trust and reciprocity. This type 

of power, involving a relationship between professionals who behave as peers rather than as 

superiors or subordinates, was distinguished as differing from authoritative, democratic, or 

anarchic power (Dunlap & Goldman, 1991). Muijs and Harris (2003) considered key leadership 

issues and challenges for deputy and assistant heads in schools and explored the relationship 

between both roles. They referenced multiple studies in an attempt to assess the evolution of the 

position of assistant head from a purely subordinate role to that of near equal to head. The filters 

for examination were: Manager or Leader?, Maintenance versus Development?, and Delegating 

or Distributing? The authors determined these distributed forms as crucial to improving schools 
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and the implication as a redistribution of power and a realignment of authority within the 

organization (Muijs & Harris, 2003). 

Bryk and Schneider (2003) combined almost a decade of case study research and 

longitudinal statistical analyses to answer questions regarding trust in schools. The authors 

concluded that by linking evidence on changing academic productivity with survey results on 

school trust, they could document the powerful influence trust plays as a resource for reform. 

The findings stressed understanding as individuals interact with one another and the constant 

discernment of the intentions embedded in the actions of others. They found the discernments 

tend to organize around four specific considerations: respect, personal regard, competence in 

core role responsibilities, and personal integrity (Bryk & Schneider, 2003).  

Van Meale and Van Houtte (2011) explored collegial trust relationships within the 

specific context of the school organization. In particular, the authors investigated whether a 

homogeneous staff culture facilitates trust among teachers. They hypothesized (1) A 

homogeneous teachability culture positively relates to a teacher's trust in colleagues, (2) A 

Student population with a high socioeconomic background positively relates to the homogeneity 

of teachability culture, and (3) A high socioeconomic background of the student population 

positively relates to teacher trust in colleagues through the mediation of a homogeneous 

teachability culture. Findings showed that socioeconomic background characteristics have a 

substantial impact on trust relationships among employees in a school organization and when 

teachers hold the same assumptions about students' ability to meet educational expectations, 

collegial trust is stronger. The study showed the importance of the organizational context of the 

teacher workplace with respect to collegial trust development within the school organization 

(Van Meale & Van Houtte, 2011). 



35 

One of the trends representing a shift from traditional or clinical supervision models is 

reflected in the concept of collegial coaching. Garmston (1987) suggests administrators focus on 

the collegial relationship teachers share as a component of their professional development which 

may lead to improvement of the overall school culture and ultimately enhance school 

effectiveness. Collegial coaching typically involves pairs of teachers concentrating on areas the 

observed teacher hopes to learn more about. The major goals of collegial coaching are to refine 

teaching practices, deepen collegial relationships, increase professional dialogue, and help 

teachers think more deeply about their work. This author also identifies administrative modeling 

as crucial to the establishment of effective collegial partnerships. Teachers watch the walk more 

than they listen to the talk. Educational leaders willing to be observed and receive feedback 

themselves communicate two strong messages to teachers. Their willingness to participate 

proves administrators value the coaching process and are willing to risk their own vulnerability 

in order to learn (Garmston, 1987). Costa and Garmston (1985) contend that in the final analysis 

modern and effective supervision should lead to more intelligent teaching. The true aim of 

supervision and teacher development should be to help teachers make better decisions about 

instruction and enhance their cognitive processes. A key component of these newer supervision 

models is effective dialogue and communication. Abrams (2009) focuses on the need for 

communication and the ability to have necessary and sometimes difficult conversations as a key 

factor in the process of supervision. She states in order to be an effective leader one not only 

needs to have hard conversations but make them humane and growth producing as well. 

Review of the literature on the history of supervision, teacher evaluation, and the 

challenges associated with both informs the current study by laying a foundation for the origin of 

teacher perception of the presence of multiple education professionals in the classroom. A clearer 
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understanding of the initial presence of multiple education professionals serving in supervisory 

and evaluative roles in the classroom informs the current study by establishing a fundamental 

step in the ongoing development of working relationships between general education teachers 

and the multiple education professionals performing roles in their classrooms which are not 

supervisory or evaluative in nature. 

Collaboration 

The shift toward  a more collaborative approach to elevating student achievement and 

school improvement is the focus of the next portion of the review. Advantages of the 

collaboration of inter-agency and inter-professional components crossing professional 

boundaries are investigated in the organizational context of the educational environment. The 

effects of these collaborative elements are then examined as they relate to student achievement 

and school improvement. This examination connects to the current study by providing a 

foundation for understanding the significance or merits of combining the skills of general 

education teachers with those of multiple education professionals in a collaborative effort to 

benefit as many students as possible. This represents a next step in the ongoing need for 

development of effective working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms. 

A study by Leonard and Leonard (2005) aimed to clarify whether teachers and school 

administrators, collectively, value the collaborative process and in what specific ways 

collaborative practices are manifested in the work life of the school. The authors reported strong 

support and value for professional collaboration by most educators. They concluded information 

sharing, idea generation, and instructional skills refinement are the essentials of authentic teacher 

collaborative practice (Leonard & Leonard, 2005). Green and Johnson (2015) outlined the 
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elements of collaboration in research, practice, and education as well as potential barriers. They 

highlighted important elements relevant to forging collaborations across disciplines. Ultimately, 

their key points when discussing collaboration included putting the community or client/student 

first, the organization second, oneself last, and prejudices aside totally (Green & Johnson, 2015). 

The concept of combining efforts of different health-care providers interacting with the patient to 

provide a whole-body approach to health care can easily be transferred to education 

professionals working together to benefit the whole student. Inter-professional collaboration is an 

approach that focuses on coordination and communication among providers to enhance the 

quality of service provided (Hettinger & Gwozdek, 2015).  

Hunt, Soto, Maier, and Doering (2003) investigated the effectiveness of a general 

education/special education collaborative teaming process in increasing the social and academic 

participation of elementary students with significant disabilities and students at risk in general 

education classrooms. The authors proposed a model in which the roles and responsibilities of 

general and special educators take on the flexibility needed to jointly address the needs of all the 

students as the team members share the responsibility for the students' success. Practical 

implications focused on the need for collaborative teaming between families, general education, 

and special education staff so that expertise and responsibility for the success of all students can 

be shared (Hunt, Soto, Maier, & Doering, (2003). Lee, Zhang, and Yin (2011) hypothesized that 

professional learning communities, faculty trust in colleagues, and collective efficacy positively 

accounted for school level variances of teachers' commitment to students. Their findings 

suggested that professional community, organizational learning, and trust should be emphasized 

in improving a school. The value of this study is in providing empirical data to validate a model 

which highlights the important role of building professional learning communities and mutual 
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trust among colleagues in enhancing teachers' collective efficacy and commitment to students 

(Lee, Zang, & Yin, 2011). Three constructs emerged informing the understanding of 

collaborative interaction within professional learning teams: purpose, autonomy, and patterns of 

discourse. The nature of teams in shared governance structures as well as the fact teams can 

organize to either find or solve problems carries important implications for the creative and 

leadership capacity of individual teams (Scribner, Sawyer, Watson, & Myers, 2007). 

Strauss and Downs (2015) cited efforts made in the Clarke County, Georgia school 

system to close the achievement gap between economically disadvantaged and non-

disadvantaged students and attribute much of the success to collaborative efforts. Partnerships 

with non-profits and the University of Georgia have proven very beneficial. This parental 

perspective on the benefits of collaboration and innovation supported the argument that 

limitations and restrictions should be lessened so school systems have the freedom to be creative 

in their approach to challenges (Strauss & Downs, 2015). Walker (1994) discussed a number of 

issues related to the increasingly popular approach to participation and restructuring, that of 

teams. He presented a brief explanation of the driving forces towards teams and teamwork in 

schools and then discussed the importance of building a culture conducive to teamwork, how the 

role of the principal understandings of leadership and the structure of the school must all change 

if teams are to operate effectively, changes in power relationships necessary in team-structured 

schools, and finally, issues related to the organizational support needed for teams. He also 

suggested the moves toward team approaches are driven by two metaphors. The first being the 

market metaphor which calls on schools to become more flexible and adaptable. The second 

being the collaboration metaphor which values participation, collegiality, empowerment, shared 

leadership, and professionalism at the school level (Walker, 1994). 
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Blask (2011) purposed a study to determine the amount of collaboration among general 

education teachers and their students' related service providers such as the occupational therapist, 

physical therapist, and speech pathologist. This qualitative study utilized interviews and a 

questionnaire in rural New York school systems to gather data. The findings revealed factors 

such as time, communication, and professional development that influence and affect the 

attitudes of teachers towards collaboration between general education teachers and related 

service providers. The research implied that many teachers find collaboration with the related 

service provider to be beneficial for their knowledge of the student as well as their teaching and 

instruction (Blask, 2011). Brooks and Thistlethwaite (2012) explored the issues and challenges 

posed by learning and/or working across disciplinary boundaries and why these have proved so 

difficult. They also considered the notion of interdisciplinary as well as the role of underlying 

structural factors such as the configuration of systems that govern education, the professions, 

politics, and the workplace. It was concluded that the development of a mould-breaking form of 

professionality, capable of drawing on the expertise of diverse, unrelated groups working in 

education, health, social care, and criminal justice, was seen as essential (Brooks & Thistlewaite, 

2012). 

Building upon recommendations for best practices for collaborative teaming in inclusive 

classrooms, Hunt, Doering, Hirose-Hatae, Maier, and Goetz (2001) suggested that consistent 

implementation of support plans by team members was associated with increased engagement 

and academic progress, self-confidence and assertiveness, social interactions with classmates, 

and demonstrations of pride in academic accomplishments. Their findings also suggested that the 

Unified Plan of Support teaming process made it possible to focus efforts on those students who 

required intensive and comprehensive plans of support for success (Hunt, Doering, Hirose-Hatae, 
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Maier, & Goetz, 2001). The curriculum, rules, instruction, materials, and environment (CRIME) 

model for collaboration was the focus of a study assessing teachers’ perceptions of collaborative 

planning processes regarding adaptations and accommodations for students with disabilities. The 

data suggested that the assumption that teachers possessed skills necessary for using the CRIME 

model to guide collaborative planning processes was not accurate even though the model was 

deemed beneficial. Implications for best practice included: (1) not all teachers share philosophies 

concerning students with disabilities, (2) it is difficult for teachers to collaboratively plan 

effective accommodations and adaptations if they lack skills for collaborating and solving 

problems, (3) no external motivation was present for working through their philosophical 

differences, and (4) administrators should provide direction by providing specific models for 

collaboration (Carter, Prater, Jackson, & Marchant, 2009). Based on the hypothesis that teachers 

who extend themselves professionally and work in concert with others to improve their practice 

will become better teachers, Louis and Marks (1996) investigated whether the development of 

school-wide professional community among teachers positively affects classroom organization 

and, subsequently, the performance of students on authentic assessments. The findings strongly 

supported the author's proposed model which contended the organization of teachers' work in 

ways that promote professional community will have significant effects on the organization of 

classrooms for learning and academic performance of students. The study confirmed the 

significance of the professional community as a variable influencing classroom organization. It 

demands development of school workplace relationships that promote openness, genuine 

reflection, and collaboration focused on student learning (Louis & Marks, 1996).  

Robinson and Timperley (2007) examined how leaders foster school renewal by 

facilitating and participating in the types of teacher professional learning and development that 
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improve student academic and non-academic outcomes. The study revealed five leadership 

dimensions that were critical in fostering teacher and student learning: providing educational 

direction, ensuring strategic alignment, creating a community that learns how to improve student 

success, engaging in constructive problem talk, and selecting and developing smart tools. The 

analysis showed that leadership of the improvement of learning and teaching is highly distributed 

in terms of both who leads and how it is enacted (Robinson & Timperley, 2007). Szczesiul and 

Huizenga (2014) examined how teachers' experiences of principal leadership practice influence 

their capacity to engage in meaningful collegial interactions during structured collaboration. The 

authors sought to understand which leadership practices mattered to teachers as they engaged in 

collaborative activity during common planning time and how the enactment of practices might 

facilitate or obstruct teacher collaboration. They also wanted to know how principals' use of both 

formal bureaucratic and informal social processes might influence teacher efficacy and 

motivation as well as their internalization of values, attitudes, and behaviors associated with 

collaboration. The findings reinforced the power that a shared vision, purpose, and goals have in 

creating a context of interdependence and collective responsibility within teams (Szczesiul & 

Huizenga, 2014). 

Dooner, Mandzuk, and Clifton (2008) utilized Karl Weick's model The Social 

Psychology of Organizing to analyze the social dynamics of a group of middle years teachers. 

Throughout the 2-year experience, members met regularly to develop implementation strategies 

and to assess the effectiveness of those strategies in teaching the middle years curriculum. The 

study revealed the open and forthright nature of the focus-group discussions essential in 

realigning individual behavior to the group's goals. The candid nature of the conversations 

appeared to reassure members that regardless of the tension the group remained committed to 
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getting the job done. They also learned teachers consistently emphasized the importance of 

developing individual theoretical applications to their practice believing that one group product 

would have increased feelings of animosity among members (Dooner, Mandzuk, & Clifton, 

2008). Robinson, Anning, and Frost (2005) focused on two major aspects of potential 

transformation for professionals in multi-agency teams: knowledge creation and professional 

identity transformation that are key to their continuing professional education. Evidence 

suggested that recognizing and responding to shifts in professional identities are particularly 

important aspects of developing effective multi-agency team work as well as a need to 

accomplish a delicate balance between nurturing positive community relationships and 

transforming the system (Robinson, Anning, & Frost, 2005). Schechter and Mowafaq (2013) 

attempted to de-mystify organizational learning by focusing on the shift from individual to 

organizational learning, redefining the conceptual framework of inquiry, and building on multi-

disciplinary and evidence based approaches. Findings revealed that neither the proportion of 

veteran teachers in the school nor the amount of time that groups of teachers have worked 

together was found to be related to the extent of organizational learning mechanisms in schools 

(Schechter & Mowafaq, 2013). 

Floyd and Morrison (2014) argued an in-depth understanding of the nexus and inter-

relationships between the key concepts of culture and identity is essential to help explore some 

of the difficulties experienced in implementing notions of inter-professional working in health, 

social care, and education. The authors also argued that an understanding and appreciation of an 

individual's personal biography is crucial in trying to understand the complexities of these 

concepts. Through this analysis of research, the authors suggested in order to explore inter-

professionalism, it is necessary to investigate not only the broader structure but also the 
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historical, social, and cultural narratives within which professional and inter-professional 

identities and cultures are being formed by individuals and groups (Floyd & Morrison, 2014). 

Glenny (2005) reviewed three case studies of interdisciplinary and inter-agency working to 

examine some of the reasons for the difficulties and some of the factors that contribute to 

success. The author concluded that a lot of inter-agency collaboration is not about collaborative 

activity as such, but about communicating effectively with regard to individual pieces of work, 

ensuring that the patchwork of individual effort in relation to a particular family, made sense 

(Glenny, 2005). Liftig (1990) proposed that success of reform efforts in education would only be 

possible if teachers and administrators honestly examined their hostile misconceptions of each 

other. He suggested that only by the exorcising of these myths would they be able to build the 

good faith needed for progress in schools. He outlined myths about administrators as the 

snoopervisor, the terminator, and the successful incompetent. Teacher myths included the loafer, 

the artful dodger, and them. He argued attention must be paid to these dark and dismal issues 

before the move toward teacher empowerment and collaboration is made effective (Liftig, 1990). 

Student Achievement/School Improvement 

Moolenaar, Sleegers, and Daly (2012) examined teachers' collective efficacy as a 

plausible mechanism that explains the relationship between teacher collaboration networks and 

student achievement. They argued teacher networks may be especially important in increasing 

student performance. The findings indicated that teachers' collective efficacy beliefs supported 

student achievement and were beneficial to language achievement. Results supported the 

potential of strong teacher relationships for creating a work environment that ultimately benefits 

student achievement (Moolenaar, Sleegers, & Daly, 2012). Ronfeldt, Farmer, McQueen, and 

Grissom (2015) investigated the kinds of collaboration that exist in instructional teams and 



44 

whether these collaborations predict student achievement. This study drew upon survey and 

administrative data collected over 2 years in the Miami-Dade County public schools. An 

exploratory factor analysis was conducted to identify a range of common topics during 

instructional team collaboration and test whether the quality of collaboration predicts student 

achievement gains. The results indicated average collaboration quality is related to student 

achievement. Teachers and schools that engage in better quality collaboration have better 

achievement gains in math and reading. Teachers also improve at greater rates when they work 

in schools with better collaboration quality (Ronfeldt, Farmer, McQueen, & Grissom, 2015). 

Understanding the quality level of collaboration as it relates to student achievement and 

outcomes is of particular interest in relation to the current study. 

Bryk (2010) utilized the database from a study by the Consortium on Chicago School 

Research to develop, test, and validate a framework of essential supports for school 

improvement. He offered guidance for teachers, parents, principals, superintendents, and civic 

leaders in their efforts to improve schools through the identification of five organizational 

features of schools that interact with life inside classrooms and are essential to advancing student 

achievement. The features are: (1) Coherent instructional guidance systems, (2) Professional 

capacity, (3) Strong parent-community-school ties, (4) Student centered learning climate, and (5) 

Leadership drives change (Bryk, 2010). Copland (2003) reported on findings from a study of a 

large-scale school reform effort built on an understanding of school leadership that runs 

decidedly counter to the prevailing myth. The Bay Area School Reform Collaborative (BASRC), 

a five-year reform effort involving schools throughout the San Francisco Bay Area, sought to re-

culture schools in ways that support whole school change. BASRC's theory of action was 

multifaceted and incorporated a focus on distributed leadership, continual inquiry into practice, 
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and collective decision making. Findings from this study of schools engaged in reform provided 

evidence of the efficacy of a policy strategy rooted in a new understanding of school leadership 

with distributed leadership as its engine (Copland, 2003). 

 Eisner (1988) used his own research from four California school districts to highlight the 

various interacting factors influencing the quality of schools. He identified the structured 

fragmentation of schools by categorizing them as the isolation of teachers, the emphasis on 

extrinsic rewards, the split between life-relevant and school-relevant learning, and the weak 

sense of ownership by teachers of the school. He also identified five dimensions for 

consideration in the process of school improvement: intention, structure, curriculum, pedagogy, 

and evaluation. He argued what one dimension does influences all the others, much like an 

ecological system (Eisner, 1988). Jacobson (2011) examined the effects of leadership on student 

achievement and sustained school success, especially in challenging, high-poverty schools. 

Findings identified direction setting, developing people, and redesigning the organization as 

practices common to successful principals in all contexts including high-poverty schools. 

Distributed teacher leadership and professional self-renewal emerged as processes central to 

sustaining success (Jacobson, 2011). Lee and Smith (1996) focused their study on investigating 

the links between teachers' work lives, defined by their beliefs about their students, the 

collaborative nature of staff relationships, and their perceived control or empowerment in their 

schools and classrooms, and how much their students learn. Results revealed achievement gains 

are higher in schools where teachers take collective responsibility for students' academic success 

or failure rather than blaming students for their own failure and with more cooperation among 

staff. Collective responsibility for learning surfaced as a clear contributor to higher achievement 

(Lee & Smith, 1996). 
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Examining the literature focusing on the significance and merits of collaborative efforts 

among education professionals informs the current study by increasing understanding of the 

importance of crossing professional boundaries to form alliances that may lead to the elevation 

of student achievement and overall school improvement. Appreciation of the benefits of teacher 

collaboration may further justify the current study by highlighting the need to understand the 

significance of working relationships between collaborative partners.  

Education Reform and Policy 

The effects of educational reform efforts and education policy change leading to the 

increase of multiple education professionals in the general education classroom is the focus of 

the next section of the review. The connection to the current study is to gain an understanding of 

legislation or mandates that have led to an expansion of requirements that would increase the 

need for educators performing roles beyond that of the general education classroom content 

teacher. Legislation such as the Individuals with Disabilities Education Act (IDEA), enacted in 

1975 to ensure that children with disabilities have the opportunity to receive a free appropriate 

public education, is an excellent example of the type of legislation passed requiring the 

development of a new educational realm now known as special education. This represents the 

beginning of the expansion of the presence of professionals other than the general education 

teacher in the classroom from simply a supervisor to multiple professionals performing varied 

but important roles. State and Federal accountability factors as well as varied initiatives have 

also led to an increase in the presence of multiple education professionals in the classroom. The 

purpose of this portion of the literature review is to connect shifts in educational policy and 

reform to the need for education professionals other than the general education teacher in the 

classroom. 
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Raywid (1990) argued that if significant improvement is to occur in education, then the 

goal must be nothing less than the widespread transformation of "business as usual" in schools 

and in classrooms. With this in mind, she identified three distinct types of school reform 

proposals: pseudo-reform, incremental reform, and reform by restructuring. Pseudo-reforms 

divert attention from more substantial reforms and risk raising false hopes. Incremental reform is 

more ambitious in that it aims to improve educational practice. Restructuring involves 

fundamental and pervasive alterations in the way we organize and institutionalize education and 

alterations in the way in which public schools are governed and held accountable to the public 

(Raywid, 1990). Rogers-Chapman (2015) examined the theory of action behind School 

Improvement Grant (SIG) funding. She chose this analysis topic because improving low-

achieving schools is an ongoing problem in the U.S. education system despite large spending. 

She asserted without changing the socioeconomic make-up of schools, policy may have little 

impact. She suggested policy may best serve students by focusing on changes to improve the 

students' environment even before they enter the classroom (Rogers-Chapman, 2015). Wilkins 

(2004) presented a conceptual framework for exploring the problems that generate changes to the 

education system and used it to highlight how recent policy initiatives by the government, which 

are intended to address problems, are concurrently creating additional problems. He argued that a 

new factor in educational change is the extent to which the government is not only trying to 

address tensions, but is also actively increasing them, making the management of change more 

difficult for all concerned. He created a framework for analyzing the drivers of change in 

education. This framework is then used to illustrate how the government has become a creator, 

as well as solver, of problems in education. This analysis helps to explain why some education 

managers feel as if they were being asked to "run up the "down" escalator' (Wilkins, 2004).  
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Mackenzie (1983) very dryly addressed the issue of where the relevant news is in current 

applied research on schools. He argued that all of the elements of effective schools identified in 

research sound eminently reasonable but asks how it is that studies leading to such 

commonplace, if not banal, generalities can be viewed as major breakthroughs in educational 

research. He also asserted that the amount of agreement on the principal factors in school 

effectiveness is so striking that the question of what is important in school effectiveness may 

now be less significant than the question of what can be changed for the least cost and the most 

results (Mackenzie, 1983). Strauss (2015) reported on a paper written by Michael McGill, former 

superintendent of the Scarsdale school district in New York, which synthesizes views from his 

book "Race to the Bottom: Corporate Reform and the Future of Public Education". McGill uses 

as his springboard the conflict in Congress regarding control over schooling. In short, he argued 

the accountability movement is not what America needs. He contended the agenda must be about 

quality and fostering accomplished, self-motivated faculties as well as developing trust (Strauss, 

2015).  

McLaughlin (1987) described a first, second, and third generation of policy 

implementation analysts. First generation analysts dealt with uncertain relationships between 

policy and implemented programs. Second generation analysts began to unpack implementation 

processes and zero in on relations between policy and practice. The challenges of the current 

generation of analysts are the focus of his work. He suggested the integrating of the macro world 

of policy makers with the micro world of individual implementers is the largest challenge 

(McLaughlin, 1987). Waldron and McLeskey (2010) provided a brief description of a process for 

Comprehensive School Reform (CSR) that has been used to facilitate a re-culturing of schools as 

they develop collaborative cultures and address school improvement with the purpose of 
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developing more effective, inclusive schools. They identified professional development as the 

most critical manifestation of this change process and describe what it should include. They also 

address the need for leadership from the principal and others in a school that supports high 

quality professional development and other collaborative school improvement efforts (Waldron 

& MeLeskey, 2010). Mangin and Dunsmore (2015) examined coaching as one strategy for 

supporting systemic change. The investigation was centered on the question of how the framing 

of coaching as a lever for systemic and/or individual reform influences the enactment of literacy 

coaching. The findings from this study revealed coaches' deep uncertainties about their capacity 

to facilitate change. Evidence suggested that the coaches were limited in how they worked with 

groups of teachers because the communication strategies available to the coaches focused 

exclusively on coaching individuals. The study provided important insight into how the framing 

of coaching, as facilitating individual and/or systemic change, influences the theory of action and 

strategies that inform coaches' daily enactment (Mangin & Dunsmore, 2015). 

Altman (2010) outlined President Obama's new approach to education governance and 

potential for bipartisan support. He draws a comparison to the contentious nature of his recent 

health care efforts and suggests the education reform efforts will be less controversial. Obama's 

challenge for all students to be college or career ready by 2020 and the proposal of a growth 

model stand strong in the effort to overhaul the No Child Left Behind Act (NCLB). His plans 

seem to swap out NCLB's sticks for carrots as reflected in the Race to the Top initiative. Altman 

suggested Obama's plans reflect a more humble and realistic federal role (Altman, 2010). Banks 

(2014) reported on the concerns of Eskelsen Garcia, a former Utah Teacher of the Year, as she 

prepares to take the reins as president of the National Education Association. Garcia cautioned 

against following the scripted mandates of accountability measures in favor of engaging 
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students. She encouraged parents to push back and work with colleagues in schools to challenge 

reform efforts that stifle creativity. She supported teacher tenure only as it applies to due process 

and contends the best evaluation systems rely on peer reviews. Eskelsen Garcia wants teachers 

seen as leaders, not impediments to reform (Banks, 2014).  

More recently, the Every Student Succeeds Act (ESSA) was signed into law by President 

Obama and according to the United States Department of Education represents good news for the 

nation’s schools. As the prescriptive nature of No Child Left Behind became more and more 

unworkable for schools, ESSA built on areas of progress and includes provisions for the success 

of students and schools. NCLB mandates pressured school districts to search for ways to 

improve student outcomes specifically in the form of standardized test scores. This search likely 

ushered in the addition of other education professionals such as instructional coaches and 

intervention specialists to the general education classroom.  

Day (2002) contended that as a consequence of imposed changes in the control of 

curriculum and assessment as well as increased measures of public accountability, teachers work 

within cultures in which their careers are ever more dependent upon external definitions of 

quality, progress, and achievement for their success. He determined that changing operational 

definitions of professionalism required working closely with teachers and their individual 

emotional and intellectual identities because unless these are addressed reform is unlikely to 

succeed. He suggested this would require sustained critical dialogue, mutual trust, and respect 

(Day, 2002). Day and Smethem (2009) reflected upon what research and other evidence suggests 

about the effects of many years of sustained, centrally initiated government reforms upon 

teachers' work, lives, and effectiveness. They reported on the effects of two decades of reform 

upon teachers and noted that while the general intentions of school reform are almost always to 
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improve standards of teaching, learning, and achievement, their cumulative effects are not 

always perceived to be beneficial by those whose responsibility it is to enact them. They argued 

that reform may not always lead to renewal. The evidence suggested teachers' responses to 

government initiated reforms are by no means as clear cut as some of those outside the classroom 

and school who research and publish would have people believe. The authors contended success 

in schools is unlikely to be only a result of government reforms, for teaching is a human 

endeavor (Day & Smethem, 2009). Olsen and Sexton (2009) reported on a study of six teachers 

at one reforming California high school and attempted to answer two questions: How does a 

school's reform climate (influenced by local, state, and federal education policy cultures) affect 

teachers and their careers? and, How do these teachers in turn affect the school's reform climate? 

The study was designed to examine reciprocal relationships among teachers' perspectives on 

their work as situated within the school and larger education policy reform climates. The authors 

examined this case through the concept of threat rigidity, a sociological framework in which 

rigid defensiveness attempts to thwart reform efforts. They recommend that policy makers 

consider and predict threat rigidity effects before initiating reform programs and that school 

leaders pay special attention to these maladaptive patterns before commencing whole-school 

reform initiatives (Olsen & Sexton, 2009). 

Hargreaves (2005) examined the relationship of the emotions of teaching to teachers' age 

and career stages based on experiences of educational change. He focused on teachers' age-based 

and age-attributed responses to educational change to demonstrate one aspect of these emotional 

geographies at work, especially in terms of the implications of the demographic divide between 

different teacher ages and generations, the forms of empathy that are encountered, and their 

implications for educational policy. The research confirmed many findings from earlier classic 
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studies of how age and career stage affect teachers' responses to educational change aligning 

with characteristics tied to early, late, and mid-career (Hargreaves, 2005). Kelchtermans (2005) 

argued that teachers' emotions have to be understood in relation to the vulnerability that 

constitutes a structural condition of the teaching job. He engaged in a dialogue with the literature 

focusing on crucial issues in understanding emotions and educational reform: vulnerability, 

'identity', context and (micro) politics. His argument is informed and framed by his narrative and 

biographical work on teacher development as well as the micro-political analysis of changes in 

schools and teaching. He identified three dimensions in acknowledging the context in 

understanding teacher emotions: (1) Teachers' emotions need to be understood from their 

embeddedness in particular contexts, (2) Age and generation are important in disentangling the 

complex differences in teachers dealing with change, and (3) Structural working conditions in 

schools are neither static nor eternally given. He concluded that policy makers, as well as those 

that advise them, would benefit from acknowledging these complexities in teaching and being a 

teacher. He advised this would help them to moderate their ambitions to steer and change 

education and schooling (Kelchtermanns, 2005). 

Day, Elliot, and Kington (2005) focused on teacher commitment in this study and 

attempted to distinguish between the voices of demoralization and fatigue and hope and 

enthusiasm to determine whether teachers could still embrace who they are and what they are 

doing. In this research, teachers in England and Australia were interviewed concerning their 

understanding of commitment and the realities of sustaining commitment within the teaching 

profession. The research confirmed the complexity of teachers' lives and work and the centrality 

of commitment in sustaining quality. The research also suggested that the challenge for policy-

makers and school leaders concerned with the recruitment, retention and the sustaining of high-
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quality teachers and teaching, is to create contexts in which teachers can make connections 

between the priorities of the school and their individual personal, professional, and collective 

identity and commitment (Day, Elliot, & Kington, 2005). Porter (2015) asserted the news 

regarding the performance of American public schools may not be as bad as it seems. He pointed 

out the bad news is the rest of American society is failing its disadvantaged citizens even more 

than previously thought. He cited a recent report suggesting that socioeconomic deficits impost a 

particularly heavy burden on American schools. He posed the question: Should educators be 

responsible for fixing this? He did present contradictory arguments but ultimately acknowledged 

that in a country like the United States, with its lopsided distribution of opportunity and reward, 

social disadvantage will always pose a challenge (Porter, 2015).  

Carpenter (2000) metaphorically compared education reform proposals to silver bullets in 

his critical article on floundering education reform practices. He noted 361 "good ideas" 

presented by well- meaning educators and researchers for school reform but very limited gains. 

He did not argue against reform and restructuring. However, he did argue that all these efforts 

should be carried out well, and if that is to be the case, it may be time to let researchers research, 

let teachers teach, and let teacher educators educate teachers. He outlined two categories of 

problems suggested by prior reform efforts: problems of research and problems of responsibility. 

He further identified sub-problems: problems of dogma, design, duration, and domain for the 

first category and problems of distribution for the second. Ultimately, he stressed the importance 

of preparing teachers well and leaving them alone to teach as well as suggesting researchers 

focus on staying connected to real schools and be careful about becoming insulated (Carpenter, 

2000). Cuban (1990) addressed the question of why reforms return over and over again by 

offering examples drawn from instructional, curricular, and governance planned changes that 
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have returned more than once. He examined the dominant explanation presented by researchers 

and policy-makers: the lack of rationality in proposing and implementing planned change. He 

explored why the dominant explanation is flawed and offered alternative explanations for 

recurring reforms to explain why reforms return. The main point was to enlarge the repertoire of 

explanations that researchers and policy makers use to examine potential and past reforms. 

Cuban used the metaphor of the swinging pendulum to explain why some reform returns exactly 

to the spot it left as well as the enduring faith Americans have placed in schools as an engine of 

social and individual improvement. This issue is important to policy makers, practitioners, 

administrators, and researchers alike as they attempt to understand why reforms return but 

seldom alter the regularity of schooling (Cuban, 1990). 

Fullan (2000) argued the main reason for the failure of most school reform efforts to go 

to full scale and endure is the failure to understand that both local school development and the 

quality of the surrounding infrastructure are critical for lasting success. He pursued this argument 

in terms of "the three stories of reform." The inside story is that there is no substitute for internal 

school development. The inside-out story emphasizes the need of external forces to get the job 

done. The outside-in refers to entities such as school districts, whole states, or sets of 

intermediate agencies. He claimed the main enemies of large-scale reform as overload and 

extreme fragmentation and that the stories outlined essentially serve to lend coherence to an 

otherwise disjointed system (Fullan, 2000). Greg Jouriles, a veteran teacher at Hillsdale High 

School in San Mateo, California, wrote on behalf of Zocalo Public Square, a not-for-profit Ideas 

Exchange that blends life events and humanities journalism. He lamented the ill-effects of reform 

compared to the actual reforms taking place at his high school. He discussed the microcosm of a 

teachers' pendulum as they move from an innovative Senior Defense portfolio program to 
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standardized testing within 24 hours of each other. He illustrated this frustration with the 

pendulum analogy by acknowledging that on one side of the pendulum's arc the fight is to help 

human beings reach their full potential, then gravity pulls and focus shifts to the mandates that 

generate numbers that mean little to teachers or students, say little about what both parties 

actually do, yet upon which both are judged. He suggested that reformers attack poverty with the 

same passion they attack teachers (Jouriles, 2015). 

Honig (2003) attempted to inform the implementation of policy that fosters school-

community partnerships, or collaborative education policy, by defining roles and capacity for 

central office administrators who aim to help with implementation. This study raised the 

fundamental point regarding what central office administrators who want to support 

collaborative education policy implementation should know and be able to do. They can create 

specialized, peripheral positions that increase the central office's capacity and strengthen 

coordination with the central office. This research provided a new way of thinking about central 

office administrators as professionals and central offices as workplaces (Honig, 2003). Hunt, 

Hirose-Hatae, Doering, Karasoff, and Goetz (2000) purposed a study to identify a school that 

was effectively unifying special education with other school reform efforts, investigate the 

structures, practices, and perspectives that promoted and supported unified school reform, and 

identify the contributions of unified educational programs to the academic and social benefit of 

all students attending the school. The major contribution of this study was the emphasis the 

participants placed on the establishment of a school community as the foundation for the 

development of collaborative structures and the implementation of inclusive educational 

practices. More importantly, participants reported that students benefited both academically and 

socially. They reported experiencing feelings of competency and self-esteem, developed 



56 

relationships with other students across cultural, language, and ability differences, and felt a 

sense of unity and equality with their schoolmates (Hunt, Hirose-Hatae, Doering, Karasoff, & 

Goetz, 2000).  

 Hart (1994) examined the research exploring emerging relationships between new teacher 

work structures and desired outcomes in order to draw conclusions about future policy direction. 

She focused on the potential impact of work reform policies on the best and brightest teachers 

rather than on all teachers as a group. She utilized Bluedorn's unified model of turnover as the 

conceptual framework for this analysis. This model examines people's expectations, work 

experiences, job satisfaction, commitment, and intent to leave. The review of studies exploring 

results from prior research on teacher work reform offered insight into the potential of different 

work designs for attracting and retaining the best teachers. Policy implications included the best 

teachers must believe that there is a reasonable chance that they will be rewarded with available 

professional opportunities, school systems should recruit teachers actively from among 

academically able career changers and very young people (Hart, 1994). Matsamura, Garnier, and 

Resnick (2010) investigated the influence of a school's social resources such as principal 

leadership, school-level norms for teachers' professional community, and participant 

characteristics, on the initial implementation of the literacy-coaching program Content-Focused 

Coaching (CFC). Results highlighted the critical role that principal leadership plays in 

implementing coaching programs. Another finding was that motivation for change at the 

individual teacher level could be further encouraged by the professional experience and needs of 

teachers. Interestingly, insight was gained into the finding that a strong collaborative school 

culture posed obstacles to implementing the coaching program and, conversely, that a weak 
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culture of teacher collaboration facilitated teachers' participation (Matsamura, Garnier, & 

Resnick, 2010). 

 According to the Alabama State Department of Education’s Alabama Accountability 

Technical Guide (2019), Alabama’s approved ESSA plan merges the requirements of state and 

federal law into one Accountability System that differentiates among the schools and districts 

within Alabama. A significant component of the Alabama Accountability system is the Alabama 

School Report Card. Alabama’s report card law (Alabama Act 2012-402) requires the state to 

use state-authorized assessments and other key performance indicators that give a total profile of 

the school or school district, or both. A school’s grade, at a minimum shall be based on a 

combination of Academic Achievement, Academic Growth, Graduation Rate (for schools with a 

grade 12), College and Career Readiness (for schools with a grade 12), and Chronic 

Absenteeism. These accountability factors in combination with other state initiatives such as the 

Alabama Reading Initiative (ARI), Response to Instruction (RTI), and Additional Targeted 

Support and Improvement (ATSI) schools have likely led to an increase in the presence of 

multiple education professionals in the general education classroom. 

Review of the literature on education reform and policy informs the current study by 

focusing on legislation or mandates that may have led to an expansion of requirements that 

would increase the need for educators performing multiple and varying roles beyond that of the 

general education classroom content teacher. A better understanding of the rationale for 

expanding the presence of multiple education professionals other than the general education 

teacher in the classroom will further justify the current study and the attempt to understand the 

nature of the relationship between the two. 
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Roles of Education Professionals 

A review of the literature defining the roles and purposes of multiple education 

professionals will attempt to clarify the purpose of these positions as well as why it is important 

for them to be present in the general education classroom. This review will include 

administrators, special education teachers, reading coaches, and math coaches. For the purpose 

of this study, a fuller understanding of these changing roles and the challenges associated with 

them may lead to a better comprehension of their working relationship with the general 

education teachers with whom they collaborate.  

Poom-Valickis, Oder, and Lepik (2012) investigated teachers' beliefs about their role 

conceptions expressed through metaphors. A secondary goal was to further explore the 

applicability of the Beijaard, Verloop & Vermunt's teacher's identity model as a theoretical 

framework for analyzing experienced teachers' beliefs through metaphors. Teachers were asked 

to provide/write a metaphor characterizing the teacher's role and an explanation of their 

metaphor. The teacher-identity model is expressed by subject-matter expertise, pedagogical 

knowledge, and didactics expertise. According to the study, about one third of the metaphors 

teachers used were hybrid, thus including two to three categories. They suggested that in the 

context of reform, teachers' beliefs about teaching and learning serve best when they shift in a 

direction that is coherent with the aims of reform. Given that one of the aims of recent reform is 

to promote more active and self-regulated learning by students, and that teachers are expected to 

gradually endorse a more student-oriented approach to teaching and learning, the role conception 

reflected through metaphors could be considered positive (Poom-Valickis, Oder, & Lepik, 2012). 

Todorescu, Popescu-Mitroi, and Greculescu (2015) analyzed, by way of comparison, the 

difference between the target group's perceptions and expectations from the roles performed by 



59 

teachers in high schools and to identify the most important and unimportant exercised/required 

roles. The authors hypothesized: There are major differences between the perceived role and the 

one desired in the case of high school teachers. The sample was composed of first year college 

students. The research reached the conclusion that from the students' point of view, the need to 

identify the reason why some teaching roles are rejected (extremely demanding teaching roles, 

poor role performance, etc.) whereas others are highly appreciated (real unfulfilled needs or 

expectations). The authors determined that high school teachers have remained loyal to the same 

teaching roles (Todorescu, Popescu-Mitroi, & Greculescu, 2015). 

Conley and Woosley (2000) examined whether three role stresses, role ambiguity, role 

conflict, and role overload, are related to two individually and two organizationally valued states 

and whether teachers' higher-order need strength moderates these role stress-outcome 

relationships. Findings included that role ambiguity and role conflict were related to 

dissatisfaction but not to stress at the secondary level and higher-order need strength moderates 

different relationships at the elementary and secondary levels. An implication of this study is that 

educational managers should take the opportunity to strategically evaluate reform efforts to 

redesign the work of teachers (Conley & Woosley, 2000). Fried, Ben-David, Tiegs, Avital, and 

Yeverechyahu (1998) considered the potential interactive effect between role conflict and role 

ambiguity on job performance. The authors attempted to expand the work stress research by 

examining the joint (interactive) effects among combinations of stressors that are commonly 

encountered in the world of work. They tested the hypothesis that individual performance 

effectiveness will be reduced as role conflict and role ambiguity increase simultaneously. The 

results of the study questioned the assumed independence between role conflict and role 

ambiguity with respect to their relations with job performance. The data were congruent with the 
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general proposition that role conflict and role ambiguity would have a joint (interactive) effect on 

job performance ratings. Decrease in job performance was associated with simultaneous 

increases in role conflict and role ambiguity (Fried, Ben-David, Tiegs, Avital, & Yeverechyahu, 

1998). Rosenblatt (2001) examined teachers' perceptions of skill flexibility and its effect on work 

attitudes. In this study, skill flexibility was composed of three components: skill utilization, skill 

variety, and multi-skilling orientation. The results further the understanding of how holding 

multiple roles contributes to work attitudes and the conceptualization of skill flexibility. This 

study highlighted the notion that skill flexibility is a powerful element underlying various job 

design concepts. A strong implication from this study is that school management can redesign 

teachers' work in such a way that it nurtures existing skills and develops potential ones so as to 

improve work attitudes and contribute to school effectiveness (Rosenblatt, 2001). 

Short (1994) outlined six empirically-driven dimensions of teacher empowerment. She 

asserted that teacher empowerment is a complex construct and cited prior research as confirming 

its underlying dimensions as varied and informative. The six dimensions outlined are: 

involvement in decision making, teacher impact, teacher status, autonomy, opportunities for 

professional development, and teacher self-efficacy. Short suggested a better understanding of 

these six dimensions should provide the basis for developing strategies for helping teachers 

become more empowered in their work (Short, 1994). Raaen (2011) challenged the notion of 

autonomy through Michel Foucault's deconstruction of the idea of the autonomous citizen in 

order to bring some new perspectives to the discussion about the foundation of professionalism. 

He framed this discussion according to Foucault's "parrhesia" which is a manner of being that 

develops out of virtue, out of an ethics for the self. Raaen tried to show how professionals can 

develop an ethics of the self that can further their personal reflective autonomy and confront the 
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pressures of normalization that is ever present in school systems. He argued that individuals are 

drawn to investigate how one thinks, what one is occupied with, what the blind paths are, and 

what leads to greater degrees of critical self-reflection and systematic criticism (Raaen, 2011). 

Parker (2015) addressed the issue of teacher autonomy through an overview of the literature and 

in consideration of the current context in the United Kingdom in which the incumbent 

government's rhetoric is consistently focused upon trusting teachers and developing their 

autonomy. There was a paradox present due to the distrust of the Department of Education 

amongst the profession. Parker argued that literature reviews such as this are important to raise 

awareness, but empirical research is also necessary to ascertain an understanding of the current 

landscape. It was also recommended that, for teachers to establish their professional autonomy 

and enable it to flourish, they must have a sound conceptual understanding of teacher autonomy 

and its current context (Parker, 2015). 

Ryan and Bourke (2013) examined national teacher professional standards from Australia 

and the UK to identify the extent to which reflexivity is embedded in key policy documents that 

are intended to guide the work of teachers in those countries. The authors argued that reflexivity 

is an essential element of teacher professionalism so teachers can mediate the diverse conditions 

within which they work. They first outlined some of the competing agendas that teachers must 

manage in contemporary times and then use Margaret Archer's theories of reflexivity and 

morphogenesis to highlight the importance of reflexive deliberation in teaching. Their findings 

suggested that governments in Australia and the UK are carefully attempting to shape teachers 

and the teaching profession through behavioral-heavy standards with little regard for the 

attitudinal, emotional, and intellectual dimensions of the profession. They also recommended a 
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radical rethink around the processes and forms of evidence that denote professionalism and 

indicate quality teaching (Ryan & Bourke, 2013).  

Conderman and Johnston-Rodriquez (2009) examined the perceptions of beginning 

elementary and secondary school special and general education teachers regarding their 

preparation for and the importance of their new roles, as well as their current training needs and 

plans to remain in teaching. A predominant finding of this study was that beginning teachers felt 

well prepared for and valued working with children and families of diversity. Beginning teachers 

also reflected on the importance of field experiences in preparing them for teaching students with 

disabilities. A third theme emerging from the study indicated beginning teachers as being 

capable of articulating their needs for professional development. General education teachers felt 

less prepared in skills associated with curriculum and assessment, such as making 

accommodations and modifications, while special education teachers naturally felt better 

prepared in these skills. Participants repeatedly noted the importance of veteran teachers and 

mentors as sources of support and advice but noted considerable challenges associated with 

collaboration (Conderman & Johnston-Rodriquez, 2009). Jones, Youngs, and Frank (2013) 

considered how beginning special and general education teachers perceive the support available 

to them, as well as the consequences of this support for their retention plans. The authors 

analyzed the degree to which novice teachers' perceptions of colleague support, fit with the 

school organization, and the teaching faculty's collective responsibility predict their stated career 

plans through survey results. The findings pointed to important differences in the quality of 

relationships novice special education teachers and general education teachers have with their 

colleagues. For both groups, perception of these relationships was a strong predictor of 

commitment to assignment and school. Results supported that when novice teachers feel they are 
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a part of their school's professional community, they are more likely to access important 

resources among their colleagues. These findings demonstrate that informal relationships are 

critical for beginning teachers and especially beginning special educators (Jones, Youngs, & 

Frank, 2013). 

In an effort to discern what changes practicing principals believe have occurred in the 

secondary principalship and what changes they believe should occur, Goodwin, Cunningham, 

and Childress (2003) studied the contemporary high school principalship. In this study, 

principals from every state described the changes in the principalship, the role of the 

contemporary principal, and the preferred future direction of the principalship. Four major 

themes emerged: (1) Role conflict, (2) Accountability conflict, (3) Autonomy conflict, and (4) 

Responsibility conflict. The authors proposed the findings of this study should be used by 

principals and their professional organizations to inform legislators who establish budgets and 

allocate monies to local districts and influence boards of education as they consider the role and 

function of principals. The principals in this study validated the importance of their role as the 

strategic leaders of the school by describing the power of the principalship and the importance of 

the principal's role as a visionary and change agent. However, they also recognized that as the 

principalship has increased in complexity, the disconnection between the expectations of 

instructional leadership, strategic leadership, organizational leadership, and community and 

political leadership has also increased (Goodwin, Cunningham, & Childress, 2003). Glanz 

(1994) described the duties and responsibilities of assistant principals (APs) and offered 

recommendations for expanding their roles. Primarily the research focused on current 

responsibilities, views on what duties should be, and what aspects of the job give the greatest 

satisfaction. Based on these results, Glanz recommended delegating responsibility to specially 
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trained personnel whenever possible for mundane tasks such as discipline, lunchroom 

supervision, and textbooks in order to free up the assistant principal to be involved in more 

instructional matters. He also cautioned against viewing the assistant principalship as a stepping 

stone to the principalship. This and previous research has demonstrated that the duties and 

responsibilities of APs are so different from those of principals that the assistant principalship 

does not provide appropriate training for becoming a principal. He also suggested the assistant 

principalship must be viewed as a unique and valuable career position in its own right (Glanz, 

1994). 

Bradley (2014) observed the actions of principals who structured schools to create 

supportive conditions for teacher growth aligned to the evaluation system and empowered 

teachers to make decisions about selecting learning designs. Principals who got it, meaning they 

supported teacher growth, recognized that if teachers were to become effective, they needed to 

create structures for job-embedded professional learning. These strategies included creating a 

shared vision of classroom practices before school starts, protecting professional learning 

community time, allocating funds for substitutes, and supporting a new teacher who received an 

ineffective rating after her first evaluation. Bradley argued in the current context of teacher 

evaluation, principals serve a key role in shifting the punitive "gotcha" school climate to a 

culture of growth and excitement for teacher learning by creating supportive conditions so 

teachers can develop confidence and competence as effective educators (Bradley, 2014). Moss, 

Brookhart, and Long (2013) described the manner in which administrators grow to understand, 

support, and effectively coach teachers in the use of formative assessment. The authors' purpose 

for this study was to determine the roles that administrators who are engaged in professional 

development and formative assessment play in helping teachers use formative assessment 
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information. The study built on professional development work that has been part of contracted 

services between a university and a rural school district in Western Pennsylvania. This study 

supports the approach of raising district formative assessment practices by working with and 

through administrators in the role of instructional leaders to intentionally build cultures of 

evidence-based practice. The authors suggested employing the themes of developing an identity 

as the leading learner, looking in classrooms for evidence of learning (not just teaching), and 

developing formative assessment knowledge and skills themselves, to characterize the 

development of school administrators as formative leaders (Moss, Brookhart, & Long, 2013). 

Marshall (2015) presented an intriguing contrast between traditional post-observation and 

what is known as real-time coaching or immediate feedback during the lesson. Immediate 

concerns were raised in her conversation with teachers and principals over undermining 

authority, embarrassment in front of students, interruption of planned lessons, and distraction 

from the curriculum just to name a few. The overwhelming consensus was that supervisors 

should keep their mouths shut and give feedback afterward. She asserted that improving adult 

practice is complex and requires lots of trust, time, and care. She presented the advocates of real-

time coaching view equally and noted they argue when supervisors wait until the post-

observation conference, feedback loses its immediacy and effect. Ultimately, the author 

conceded that when it comes to affirming and improving teaching, there are no shortcuts. She 

cited many risks with real-time coaching and suggested that administrators take a little more 

time, reflect a little more carefully, and engage teachers in fact-to-face coaching after each 

observation (Marshall, 2015). Trach (2014) reviewed the aspects of effective instructional 

coaching for principals. She outlined the coaching basics: (1) Principals should conduct frequent, 

short classroom observations to examine individual instructional practices and calibrate teaching 
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and learning across settings, (2) Frequency, specificity, and constructiveness are key to 

successful observations, (3) Feedback must be specific and timely whether delivered verbally or 

in writing, and (4) Data reviews help principals and teachers visualize the reality of student 

performance from multiple perspectives. She also argued that principals should not overlook 

assistant principals as valuable partners in the instructional coaching process. Finally, she 

determined coaching will only thrive if teachers feel safe and supported (Trach, 2014). 

Ing (2013) identified a gap in previous research which had not considered school organizational 

or climate factors in relation to the implementation of informal classroom observations by 

administrators. This study addressed this gap by describing the variability in the frequency, 

duration and instructional focus of principals' informal classroom observations. Results 

suggested there was no evidence of variation between schools in terms of the frequency, 

duration, or instructional focus of informal classroom observations. However, there were 

differences in terms of the relationship of the quantity and quality of classroom observations and 

teachers' perceptions of the instructional climate of the school. These findings speak to the 

largely unrealized potential of informal classroom observations and have implications for district 

administrators and principals who are in situations where conducting these observations on a 

regular basis is required. Ing contended these observations demand a significant amount of time 

and effort from principals, so more attention is needed to the ways in which the benefits of these 

observations can be realized (Ing, 2013). 

Washburn-Moses (2005) aimed to determine the roles and responsibilities of teachers of 

secondary students with learning disability (LD). The study attempted to document the work 

lives of teachers as a first step toward understanding their current roles and responsibilities in a 

manner that can later lead to reform efforts, program development, and teacher preparation. A 
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major finding was that special education teachers were in some cases teaching in more than one 

content area or teaching in all four content areas. The results confirm the pervasiveness of the 

content teaching model and suggest it is outdated. Based on these results, the author concluded 

individualized instruction for special education students is not occurring. Clearly, the multiple 

roles and responsibilities documented in this study do not lead to improved working conditions 

for teachers (Washburn-Moses, 2005). Takala, Pirttimaa, and Tormanen (2009) analyzed the 

work content and settings provided by special education teachers in Finland. The purpose was to 

determine what Finnish special educators do and whether their way of working is inclusive. The 

main challenges surfacing from this study in the work of special education teachers were the 

need for a scheduled time for consultation/cooperation and planning, more resources, a decrease 

in workload as well as more clarity of their work profile (Takala, Pirttimaa, & Tormanen, 2009).  

Mitchell, Deshler, and Lenz (2012) examined the role of the special educator in a 

Response to Intervention (RTI) framework. The study was specifically designed to examine the 

overall role of the special educator and look specifically at the instructional practices that are 

used by special educators and in particular how those instructional practices differ in advanced 

tiers of instruction in an RTI Model. Results showed special educators were spending over a 

third of their total time engaged in managerial tasks such as paperwork and emails and about a 

fourth of their time in the role of collaborator. Findings also revealed the way in which students 

with disabilities were identified differed from traditional methods and only one quarter of the 

special educators' time was spent in tasks related to instruction. The authors stressed that in order 

for the results of their study to be effectively put into practice, four issues needed to be 

considered: (1) ensuring clear role definitions for all stakeholders, (2) preparing future special 

educators to be effective time managers, (3) preparing future special educators to be effective 
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managers of paraprofessionals, and (4) defining, modeling, and providing practice and feedback 

opportunities on high effect size instructional variables (Mitchell, Deshler, & Lenz, 2012).  

Cummings, Atkins, Allison, and Cole (2008) provided a glimpse into initial/past roles of 

special educators and attempted to lay some groundwork for their future role in a Response to 

Intervention (RTI) context. After examining the purpose and key elements of RTI, the authors 

relied on several case studies as the basis of their findings. They recommend four key activities 

for special educators in an RTI model linked to outcomes: (1) Identify need for support, (2) Plan 

and implement support, (3) Evaluate and modify support, and (4) Evaluate outcomes. They 

confirmed the special educator as key in enhancing instructional opportunity for all students in 

an RTI model. They contended the skills special education teachers bring to the table may 

ultimately result in fewer students qualifying for special educations services but also suggested 

this be viewed as an opportunity to focus more intensely on the students with the most severe 

needs and help provide more effective instruction for all students (Cummings, Atkins, Allison, & 

Cole, 2008). 

Bean and Lillenstein (2012) obtained information that would facilitate the work of those 

undertaking Response to Intervention (RTI). By visiting schools, observing in classrooms, and 

talking with educators in schools, the authors were able to obtain an in-depth picture of how role 

expectations have changed for personnel in schools and, more specifically, what these practicing 

educators believed was essential for successful implementation of RTI. Several conclusions were 

drawn from this study: (1) Change in how personnel in schools function is an inevitable aspect of 

implementing RTI effectively, (2) To meet the challenges for change in RTI schools, educators 

working in those schools must possess or develop the essential skills and competencies needed 

for effective implementation, and (3) The culture of the school must change from one in which 
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teachers operate in isolation to one in which they function as a team. Implications for schools 

highlight the importance of schools as communities of learners, in which there are opportunities 

for educators to collaborate, reflect, and inquire as they work together to improve student 

learning (Bean & Lillenstein, 2012). 

Blamey, Meyer, and Walpole (2009) examined the actual and potential roles of secondary 

literacy coaches outlined in the Standards for Middle and High School Literacy Coaches 

proposed by the International Reading Association. These standards require secondary literacy 

coaches to assume the following roles; (a) collaborators, (b) job-embedded coaches, (c) 

evaluators of literacy needs, and (d) instructional strategists in English language arts, 

mathematics, science, and social studies. Key findings were that literacy coaching at the 

secondary level is distinct from coaching at the elementary level and roles and responsibilities 

remain relatively ambiguous at the school and district level. The most powerful finding was that 

coaches reported participating in many collaborative activities but very few coaching and 

evaluation activities (Blamey, Meyer, & Walpole, 2009). Dole (2004) discussed the changing 

role of reading specialists and their potential new role as reading coaches. She began with a 

discussion of the traditional role of the reading specialist as Title I teacher as it evolved under the 

Elementary and Secondary Act (ESEA) of 1965 and the subsequent role of the reading specialist 

as coach under Title I of the new ESEA of 2000. Research was reviewed on the benefits of 

coaches in the professional development of teachers. Dole does not ultimately suggest that all 

reading specialists become reading coaches but does acknowledge that specialists have an 

important role to play. However, she does conclude that in schools where many students are far 

behind in reading, a reading specialist in the traditional role of support and intervention will not 

be enough (Dole, 2004). 
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Quatroche, Bean, and Hamilton (2001) aimed to develop a literature review that 

summarizes what is known about the role of the reading specialist and the various roles that 

reading specialists assume. To conduct this review, they examined journals in the field of reading 

research and instruction, government documents, technical reports, and ERIC documents related 

to the role of reading specialist. Four themes emerged from the reading: diversity and complexity 

of roles, influence of context, do reading specialists make a difference?, and how specialists 

should function. Results provided useful information for various stakeholders. Reading 

specialists need to become more aware of the complex nature of their positions, which requires 

that they assume not only an instructional role, but also one that demands collaboration with 

classroom teachers, other allied professionals, and parents. Professional development efforts 

should involve classroom teachers so that they are aware of the various tasks that reading 

specialists can assume. Reading specialists also need the support of administrators so that they 

will feel more comfortable in working with teachers in a collaborative manner. Finally, they 

suggested that any program developed for preparing reading specialists must be broad enough to 

encompass multiple tasks and responsibilities (Quatroche, Bean, & Hamilton, 2001). Morrow, 

Vogt, Allington, and Farstrup (2004) attempted to clarify the role of the reading coach by 

addressing these questions: Why reading coaches?, What do reading coaches do?, and What 

must reading coaches know and be able to do? This was an effort on behalf of the International 

Reading Association to clarify the role of the reading coach in response to the heavy focus on 

reading achievement at federal, state, and local levels in the United States. The role has evolved 

from that of teaching to leadership and professional development. The authors tout reading 

coaching as a powerful intervention with great potential but caution that potential will be 
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unfulfilled if reading coaches do not have sufficient depth of knowledge and range of skills to 

perform adequately in the coaching role (Morrow, Vogt, Allington, & Farstrup, 2004) 

Galloway and Lesaux (2014) synthesized what is known about the daily work of today's 

reading specialist. The work was guided by two questions: (1) What are the professional 

responsibilities and activities reading specialists are carrying out in schools today? (2) What role 

do school factors play in how the reading specialist role is enacted? In this review the authors 

broadly surveyed researcher and practitioner oriented journals in the field of reading research, 

recent technical reports, and documents produced by professional associations related to the 

reading specialist's role. Their findings implied that reading specialists should be aware of the 

complex nature of their roles as educators of students and of teachers as experts in assessment 

and instruction. They also noted that the school leader should consider concretizing and 

sharpening the role that the specialist is expected to fulfill within the school context. At the 

policy level, it was suggested we may simply be asking too much of a single member of our 

school community and might possibly consider a team-based approach to raising reading 

achievement (Galloway, Lesaux, 2014). Lynch and Ferguson (2010) attempted to gain insight 

into literacy coaches' perceptions of their role and determine the issues related to their role. The 

authors proposed that being attuned to the perception of power in coaching relationships may 

help clarify pathways to overcome teacher resistance by focusing on issues beyond problems 

situated within individual teachers. The authors recommended clarifying the role of the literacy 

coach to help assure coaches they are offering teachers and students the best possible program, 

increasing the support from school principals, and allocating more time for meeting with 

teachers. They argued that before making decisions about the academic impact of literacy 
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coaching it is important for coaches to have the opportunity to perform at what they consider an 

optimal level (Lynch & Ferguson, 2010). 

Dean, Dyal, Wright, Carpenter, and Austin (2012) examined the perceptions of principals 

concerning the effectiveness of reading coaches and the necessity of reading coaches within 

elementary schools. Results revealed the principals perceived that reading coaches were adhering 

to the job description guidelines established by the International Reading Association and are 

effective within the district (Dean, Dyal, Wright, Carpenter, & Austin, 2012). Helf and Cooke 

(2011) made specific recommendations related to critical roles for the reading specialist in a 

multi-tier model with the goal of establishing a cohesive, integrated, and schoolwide model for 

reading. The authors concluded that it is critical for principals to articulate the role of the reading 

specialist to the entire school staff so teachers are clear about the roles and responsibilities of the 

reading specialist. Additionally, the reading specialist must work in concert with an informed 

principal because key decisions will need to be made using the authority designated to the 

principal. They also stressed the need to use supplementary personnel to meet the needs of 

students requiring additional instruction as well as time to collect and respond to relevant data 

(Helf & Cooke, 2011). Bean, Cassidy, Grumet, Shelton, and Wallis (2002) described and 

discussed the results of a survey of school reading specialists across the U.S. which had been 

commissioned by the International Reading Association to gather data that would be helpful to 

everyone concerned with literacy. Results indicated that the responding reading specialists are 

highly prepared, experienced teachers who left the classroom to function in this specialized role 

and have many different responsibilities. A major implication was that reading specialists need to 

understand that they are expected to work successfully with students and other adults in a 

collaborative venture (Bean, Cassidy, Grumet, Shelton, & Wallis, 2002). 
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Gaspard et al. (2015) tested whether ninth-grade students’ value beliefs for mathematics 

would be enhanced by relevant interventions in the classroom setting. They utilized a cluster 

randomized controlled study and, in order to evaluate the effects of the intervention conditions, 

assessed students' value beliefs before and after the intervention as well as in a follow-up test. 

Results showed positive effects on students' value beliefs that sustained for several months. As a 

next step, it was suggested that it would be important to investigate whether teacher-

implemented interventions have the same effect (Gaspard, Dicke, Flunger, Brisson, Nagengast, 

& Trautwein, 2015). Obara and Sloan (2009) investigated the role of the mathematics coach at 

Tabaka Middle School during the school's implementation of the Georgia Performance Standards 

through the utilization of Connected Mathematics Project materials. The authors explored the 

coach's emergent understanding of her role as she provided teachers support through professional 

development, observation, and feedback. The authors found that receiving professional 

development in conjunction with a new curriculum enhanced the innovative practices of teachers 

and lessened their reliance on traditional practices. They also determined that the mathematics 

coach being on site, meeting with teachers and discussing both content and pedagogical issues 

related to the materials, affected the teachers in positive ways. Strong implications for the future 

were noted in that coaching is an emerging and complicated role and those tapped to fill these 

positions need strong professional development to foster content knowledge, knowledge of 

pedagogical content, curriculum, gifted and special needs students, research, and social 

leadership skills (Obara & Sloan, 2009). Chval et al. (2010) assessed the mathematics teacher-to-

coach transition through an identity perspective in order to better understand how to successfully 

support such a transition. They focused on a transitional period in which educators assume new 

roles while also establishing a new identity within the context of mathematics coaching. The 
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study extended the knowledge of a mathematics coach identity (coach as supporter of teachers, 

students, the school at large, and as learner) as well as deepening the understanding of the 

supporting and challenging components of their identities. Research showed coaches recognized 

that their initial identities as mathematics coaches differed markedly from the realities of their 

positions. The authors noted that a support structure for coaches must exist that includes 

opportunities to share challenges as well as strategies for addressing such challenges (Chval, 

Arbaugh, Lannin, Van Garderen, Cummings, Estapa, & Huey, 2010). 

Schwab and Iwanicki (1982) examined burnout among teachers as it relates to the 

organizational stress factors of role conflict and role ambiguity. Three aspects of burnout were 

examined: feelings of emotional exhaustion, depersonalization or negative attitudes toward 

students, and feelings of a lack of personal accomplishment. The Teachers' Stress Survey was 

developed to collect the data for this study. Results demonstrated a statistically significant 

relationship of perceived role conflict and role ambiguity to teacher burnout. The authors 

suggested practical strategies for reducing role conflict and ambiguity on the basis of this study 

to include: establish clean lines of authority within the school organization, develop clear teacher 

job descriptions, involve teachers in the development of realistic system-wide as well as 

individual school goals and objectives, involve staff in the teacher selection and evaluation 

process, train teachers and administrators in conflict resolution skills, and organize effective 

teacher support groups (Schwab & Iwanicki, 1982). Kelloway and Barling (1991) aimed to 

develop and evaluate a model whereby individual mental health affected by work or 

organizational characteristics is delineated. They hypothesized that indicators of job-related well-

being (work satisfaction, emotional exhaustion, and depersonalization) and subjective 

competence (personal accomplishments at work) mediate the relationships between job 
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characteristics and role stressors on the one hand, and mental health on the other. Results were 

taken as supportive for the mediational role of job-related mental health in predicting context-

free mental health. The authors contend their mediational model provides an indication of the 

way in which job experience indirectly influences mental health (Kelloway & Barling, 1991). 

Voltz, Elliot, and Cobb (1994) analyzed and compared the perceptions of elementary 

general education teachers and elementary resource teachers of students with learning disabilities 

in regard to actual and ideal collaborative general and special education teacher roles. The 

authors also examined the perception of resource teachers of constraints on their performance of 

collaborative roles. The findings from this study suggested a significant discrepancy between 

where the participants were and where they would like to be in terms of collaborative roles. 

Results suggested that one means of closing the gap between perceptions of actual ideal roles 

may be to set specific times for special and general education teachers to collaborate, as lack of 

time was cited by resource teachers as a major barrier (Voltz, Elliot, & Cobb, 1994). Gabriel, 

Day, and Allington (2011) conducted a study in which, through a nationwide survey, 30 

exemplary 4th grade teachers working in high-poverty elementary schools were asked to 

describe factors that influenced their development. Even though these teachers espoused 

differing educational philosophies, taught in different states, and used different methods, they 

cited the same three influences on their development: specific kinds of professional 

development, collegial support, and a sense of engaged autonomy. The authors noted that 

teachers whose success with students demonstrates that they have earned the right to have more 

autonomy do not deserve, nor do they want, to be isolated or left alone. The authors also 

expressed the hope that this synthesis of voices of exemplary teachers will encourage 

administrators to loosen the structures of mandated practice in order to make room for teachers 
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to innovate solutions that match the individual needs of their students (Gabriel, Day, & 

Allington, 2011).  

A review of the literature defining the roles and purposes of multiple education 

professionals informs the current study by clarifying the purpose of these positions as well as 

why it is important for them to be present in the general education classroom. This section of the 

review includes administrators, special education teachers, reading coaches, and math coaches. 

For further justification of this study, a fuller understanding of these changing roles and the 

challenges associated with them may lead to strategies for building even more effective 

relationships related to their collaborative efforts as well as dispelling the potential notion that 

some jobs are more difficult or important than others.  

Classroom Environment 

In order to clearly understand and describe the relationship between general education 

teachers and the multiple education professionals assigned to the general education classroom it 

is beneficial to focus on perceptions of classroom environment and climate. As the elements 

affecting the classroom environment become more clearly defined, the opportunity to identify 

areas of strength or weakness relative to potential change in those environments presents itself. 

This change is the phenomenon that may bring to light new knowledge regarding teacher 

attitudes toward working with multiple education professionals in a collaborative setting. This 

portion of the review connects to the current study by presenting factors affecting the perception 

of classroom environment and teacher effectiveness.  

Merritt (2015) provided an overview of the components that make up classroom 

environment or classroom ecology, which refers to the overall climate and atmosphere of a 

classroom. He claimed a positive classroom environment provides advantageous conditions for 
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effective learning, whereas a negative classroom environment results in disadvantageous 

conditions that may cause students not to succeed. He outlined and defined important terms and 

concepts related to classroom environment including: classroom climate, classroom ecology, 

classroom environment, climate variables, contextual domains, instructional variables, learning 

incentives, student contextual variables, and teacher contextual variables (Merritt, 2015). 

Swafford, Bailey, and Beasley (2014) focused on the question of how a positive learning 

environment is described. They suggested it is a classroom that is student-oriented, one with high 

expectations, but recognizes that each student has unique needs, strengths, and skill levels. They 

correlate the six functions of a positive learning environment by June Youatt and Elizabeth Hitch 

with Tennessee's Educator Acceleration Model (TEAM) as a proposed model for other states. 

The six functions are security, shelter, social contract, symbolic identification, task 

instrumentality, and pleasure (Swafford, Bailey, & Beasley, 2014).  

Allodi (2010) analyzed the reasons underlying the present sparse attention devoted to the 

concept of classroom climate, or the social climate of learning environments, in the fields of 

educational research and teacher education. The author analyzed arguments, beliefs, and 

standpoints that openly and directly are used to contest the importance of social climate in 

educational settings. The analysis revealed a dualistic view of knowledge and education as a 

cultural phenomenon that influences thinking, policies, and practices. The author suggested an 

awareness of the motives behind the resistance towards social climate in educational settings and 

teacher training could inspire the development of arguments that take account of this complexity 

and therefore can facilitate initiatives that are more appropriate (Allodi, 2010). Brown, Jones, 

LaRusso, and Aber (2010) focused on intervention that explicitly targets the quality of classroom 

settings through the training and ongoing coaching and support of the primary classroom 
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facilitator, the teacher. They attempted to directly test the causal impact of this setting-level 

intervention on a limited but important set of classroom social processes while controlling for 

important features of teachers' own social-emotional functioning. Results indicated teachers' 

experiences of job-related burnout were not related to differences in overall classroom quality as 

well as positive effects of teachers' perceived emotional abilities on classroom instructional 

support and classroom organization but not on emotional support. The results of this study 

advance the understanding of teacher and intervention based sources of influence on elementary 

school classroom processes known to influence student academic and social-emotional 

development (Brown, Jones, LaRusso, & Aber, 2010). 

Walberg and Anderson (1967) focused on the individual in order to determine the 

learning of individuals with different perceptions of classroom climate rather than the mean 

perception of the entire class. The sample was composed of 2100 high school juniors and seniors 

in 76 classes throughout the country participating in the preliminary evaluation of Harvard 

Project Physics, an experimental course using a variety of new instructional media and 

emphasizing the philosophical, historical, and humanistic aspects of physics. The study revealed 

groups of climate variables predicted learning better than others. The results should increase the 

understanding of the social psychology of the class. Moreover, from a practical point of view, the 

ability to predict learning outcomes from assessments of classroom climate may have 

implications for teacher education, behavior modification of in-service teachers, and the 

assessment of teaching effectiveness provided educators can agree on measurable goals of 

education (Walberg & Anderson, 1967). Sinclair and Fraser (2002) attempted to add needed 

research to the limited pool of studies on the classroom environments of urban middles grades 

(6-8). The main aim was to illustrate useful ways in which teachers can assess and improve their 
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classroom environments. Student and teacher perceptions and preferences of classroom 

environments were assessed with a new instrument designed specifically for this study: The 

Elementary and Middle School Inventory of Classroom Environments (ICE). This study 

confirmed that teachers, who receive support and training, can use feedback based on a students' 

viewpoints to improve their classroom environments. Specifically, it was found that teachers can 

develop and apply their own plans for classroom environment changes based on their students' 

perceived and preferred ICE results (Sinclair & Fraser, 2002). 

Patrick, Ryan, and Kaplan (2011) suggested that classroom goal structure and social 

climate research are complementary and can inform each other's weaknesses. They proposed that 

the classroom achievement goal structure is manifested primarily in the quality of social 

relationships with the teacher and among students and therefore is highly intertwined with the 

classroom's social climate. The authors reviewed the goal structure and social climate literature 

and then tested their proposal by conducting four separate studies. The results across the studies 

implied that the mastery goal structure construct is phenomenologically central to the classroom 

social climate construct and partially overlaps with the meaning of social dimensions of the 

classroom environment (Patrick, Ryan, and Kaplan, 2011). Ellerbrock et al. (2015) argued that 

through establishing caring relationships with students, teachers cultivate classroom communities 

that propagate care and promote academic success. They further posited when students face 

challenges outside of school that interfere with their ability to focus on academics, a caring 

classroom community can provide emotional support and help students focus in the classroom. 

They recommended these steps for creating a caring classroom community: establish a safe and 

academic-focused classroom culture, create shared norms and values, promote open and honest 

communication, make time for everyone to get to know one another, facilitate mutual respect, 
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encourage reciprocal care and mutual responsibility, demand academic excellence from each 

student, and use student-centered cooperative group structures. They determined each class 

possesses varying needs requiring different types of care but regardless of specifics, all 

adolescents need to feel their teachers care for them (Ellerbrock, Abbas, DiCicco, Denmon, 

Sabella, & Hart, 2015). Iurea (2015) attempted to show that students' communication skills 

strongly develop under the influence of adults, and mainly teachers, who have the role of 

providing opportunities for constructive communication. The author proposed the 

communication situations created in this way must benefit from a favorable socio-affective 

climate in order to become effective, and this climate rests largely on the skills and abilities of 

teachers. She further hypothesized if between student and teacher there is authentic, efficient 

communication, then educational crisis situations can be avoided and if the emotional context is 

defective, then blocks appear in didactic communication. Results were powerful and revealed 

that teachers' scientific training is not the only necessary skill. They should also possess some 

spiritual dimensions to treat children like individuals and not like a homogeneous mass. She 

argued in order to create this environment, it is necessary for teachers to treat students with 

special attention, to enter their universe, know their passions and hobbies, relate with them 

outside of school, follow extra-curricular activities, and make an effort to know their families. 

Ultimately, she determined a school environment where children feel respected, loved, and safe 

should be the concern of every teacher (Iurea, 2015).  

Day, Kington, Stobart, and Sammons (2006) addressed the issue of teacher identities by 

drawing together research which examined the nature of the relationship between social 

structures and individual agency, between notions of a socially constructed self, and a self with 

dispositions, attitudes and behavioral responses which are durable and relatively stable, and 
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between cognitive and emotional identities. The authors drew upon existing research literature to 

further explore and challenge these notions. The literature cited suggested that identities are a 

shifting amalgam of personal biography, culture, social influence, and institutional values which 

may change according to role and circumstance. Therefore, the ways and extent to which reforms 

are received, adopted, adapted, and sustained or not sustained will not only be influenced by their 

emotional selves but will exercise influence upon them. The research raised concern because it is 

clear that there are variations in perceived effectiveness which relate to life events, age, 

experience, phase of schools, and socio-economic status. However, there was hope because of 

the high levels of commitment and agency which many teachers display (Day, Kington, Stobart, 

and Sammons, 2006). Jennings, Frank, Snowberg, Coccia, and Greenberg (2013) examined 

whether the Cultivating Awareness and Resilience in Education (CARE) professional 

development program can improve teachers' socio-emotional competence and well-being. This 

study involved a randomized controlled trial of CARE incorporating 53 participants from urban 

and suburban public schools in two districts in a small northeast U.S. metropolitan area. The 

reported results suggested that CARE had significant positive effects on teachers' general well-

being, efficacy, burnout/time pressure, and mindfulness. Participants reported high levels of 

satisfaction with the program citing improved relationships with students, their classroom 

management, and their classroom climate. CARE may reduce teacher stress and burnout, 

emphasize teacher individual development, and help teachers establish supportive relationships 

with students at risk of school failure (Jennings, Frank, Snowberg, Coccia, & Greenberg, 2013). 

Johnson (2006) investigated students' perceptions of learning preferences by drawing on 

interests among educators in four learning preferences: (a) cooperative, (b) competitive, (c) 

individualistic, and (d) communal interdependence. This study also examined the implications 
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for educational policy, practice, and research of student-learning preferences, activities of the 

classroom learning environment, and student learning choices. Results revealed three learning 

activities being enjoyed the least as reading, including reading aloud and from textbooks; writing 

and working alone; and taking notes in the classroom. These results suggest 5th-grade students 

are open to fun and innovative strategies to advance learning. Results regarding what 5th-graders 

liked most about the classroom included four key responses including the teacher, the teacher 

and friends, classmates, and the arrangements of seats in the classroom. These results are 

valuable because the importance of students' viewpoints on learning preferences and the 

classroom climate can potentially be a powerful contributor to enhancing educational outcomes 

(Johnson, 2006). Opdenakker and Minnaert (2011) questioned whether learning environment 

characteristics (structured teaching, aspects of constructivist approaches, psychosocial aspects of 

the learning environment, classroom management) were related to academic engagement of 

students and could explain differences in academic engagement of students at the end of primary 

education. This study provided empirical support for the teacher as a helpful and good instructor 

as the most important learning environment factor. Results also underscored the importance of 

the teacher as a helpful, academically and emotionally supportive, involved person with respect 

to the academic engagement of students (Opdenakker & Minnaert, 2011). Cardoso, Ferreira, 

Abrantes, Seabra, and Costa (2011) sought to analyze the interaction between the key players in 

the pedagogical act, and students' low self-esteem and the influence of these factors in creating a 

productive learning environment and therefore greater academic achievement. The findings 

provided useful information for teachers and school managers, revealing the importance of an 

interactive learning environment inasmuch as academic achievement is concerned. The authors 

argued students should have the opportunity to interact and learn with colleagues, making 
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interaction with peers an important learning component; and teachers should encourage students 

to express their opinion, be receptive to new ideas and points of view, give students the 

opportunity to ask questions and stimulate class discussion (Cardoso, Ferreira, Abrantes, Seabra, 

& Costa, 2011). 

Valerie Strauss (2015) showcased the type of classroom designed to build students' 

independent thinking and analytical skills. She focused on the work of Aleta Margolis who 

designed a "bingo card" that provides structure and offers terms for what people would observe 

if visiting: independent problem solving, students struggling and persevering, physical 

movement and serious play, students imagining creative approaches to challenges, real world 

connections, wide variety of student work and types of assessment, student-led discussions, and 

social-emotional skills and empathy. Strauss encouraged an examination of these questions: Do 

you see compliance or true engagement? Are students pulling facts out of a book or are they 

building independent problem-solving skills and meaningful connections? She proposed that just 

as in life, the answers in excellent classrooms need to be earned and never spoon-fed (Strauss, 

2015).  

The research presented by Allen and Fraser (2007) is distinctive in that parents' 

perceptions were utilized in conjunction with students' perceptions in investigating science 

classroom learning environments among fourth and fifth grade students in South Florida. The 

method included a questionnaire called What Is Happening In this Class? as well as exploration 

of students' and parents' perceptions of the actual and preferred learning environment. Data 

indicated that parents perceived the actual classroom learning environment somewhat less 

favorably than their children did. Findings also indicated that students were generally happy with 

their teachers and classrooms. This research is valuable in that it paves the way to extend 
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traditions of classroom environment research involving students' perceptions also to involve the 

perception of their parents (Allen & Fraser, 2007). Scott and Hannafin (2000) examined teachers' 

and parents' beliefs across several dimensions of the classroom learning environment. A survey 

was designed to measure beliefs along a continuum from 'consistent with the traditional 

classroom' to 'consistent with the reformed classroom' about four components of the school 

learning environment: assessment, knowledge, student role, and pedagogy. Results of this study 

indicated that parents held more traditional views than teachers about all four of the components, 

specifically in regard to knowledge and content. Among teachers, results revealed that significant 

differences existed among grade-level groups on the pedagogy and student role components. 

These findings were valuable as school systems attempt to embrace student-centered, open-

ended learning environments across their curricula. School administrators should be aware not 

only of teachers’ beliefs concerning such environments, but also those of parents (Scott & 

Hannafin, 2000). 

Robitaille and Maldonado (2015) acknowledged the need teachers have to know what 

exemplary teachers do regarding questioning and discussion. Rather than focusing on why 

teachers do not engage students in questioning and discussion that results in top marks, the focus 

of this study was to explore perceptions of teachers who earned exemplary ratings in questioning 

and discussion. The study revealed that participants worked to create an emotionally safe 

environment where students felt comfortable enough to be wrong. They also expressed they were 

able to establish a culture of learning by knowing their content a pedagogy extremely well, 

indicating that they continue to study to deepen their knowledge in their area. A common thread 

found with teachers was their ability to get their students to engage with the content at a deep 

level, but more than that, the students took a social-inquiry based approach to their examination 
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of the topic. The teachers and authors in this study unanimously agreed that creating an 

environment of respect and rapport and creating a culture for learning were prerequisites and 

corequisites to being able to engage students in learning and engage students with each other in 

meaningful, authentic, and genuine content-based high-level discussion driven by higher-order 

questions (Robitaille & Maldonado, 2015).  

Nelson, Demers, and Christ (2014) evaluated the dimensionality of the Responsive 

Environmental Assessment for Classroom Teaching (REACT). REACT was developed for 

teachers and researchers to measure student perceptions of the classroom environment with a 

special emphasis on instruction. There was also emphasis on assessing perceptions of classroom 

characteristics related to specific and actionable input from teachers. The results begin to 

establish that REACT effectively measures students' perceptions of the Classroom Teaching 

Environment, which functions as a single coherent dimension. The findings provide evidence 

that teachers can use students' perceptions of specific components of the classroom environment 

to inform their practice (Nelson, Demers, & Christ, 2014). Brock, Nishida, Chiong, Grimm, and 

Rimm-Kaufman (2008) examined children's perceptions of their classroom environment because 

it offers a unique lens from which to view the association between classroom processes and 

learning outcomes. This study examined the contribution of the Responsive Classroom (RC) 

Approach, a set of teaching principles and practices designed to integrate social and academic 

learning. The focus was to analyze the relation between teacher practices, children's perceptions 

of their classroom environment, and social and academic performance over 3 years. The aim was 

to investigate the association between teachers' use of RC practices and child outcomes. The 

authors noted three notable findings: (1) RC teacher practices contributed to children's social and 

academic competence. Teachers who implemented more RC practices had children in their 
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classrooms who scored higher on ratings of social skills, academic competence, and standardized 

reading tests, (2) RC teacher practices contributed to children's positive perceptions of their 

classroom environment, and (3) Children's perceptions mediated the concurrent relation between 

RC practices and teachers' rating of children's social skills. This study provides evidence for the 

efficacy of socio-emotional interventions, such as the RC Approach, in improving social and 

academic performance. Results also suggested that explicit social skill instruction is an effective 

way to improve children's social skills (Brock, Nishida, Chiong, Grimm, & Rimm-Kaufman, 

2008). 

Based on the assumptions that the teachers' role in generating a positive classroom 

climate is important and the fact that teachers' perceptions of their role in promoting students' 

emotional and social behavior is less well documented, Poulou (2009) aimed to investigate 

teachers and students' perceptions of social and emotional skills implementation in their 

classroom and discrepancies between teachers' and students' perceptions. The study revealed that 

teachers and students agree that their classroom interactions, behaviors cultivating mutual respect 

are the most frequently implemented, while behaviors referring to the 'community' activities are 

least frequently implemented. Students and teachers' discrepancies in perceptions were mainly 

evident in the processes promoting a sense of belonging and feeling of value within the 

classroom community. This study verified a trend toward the promotion of children's 

interpersonal competence within the classroom as well as a move from 'my classroom' to 'our 

classroom' and the 'classroom doing things to students' to the 'classroom community doing things 

with students' (Poulou, 2009). 

Blase (1986) investigated, using qualitative research methods, teachers' perceptions of 

factors related to work stress. The central question was: What do teachers mean when they 
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identify work-related factors as sources of stress? Qualitative research guidelines were used to 

design the Teacher Stress Inventory (TSI), an open-ended instrument developed by the author to 

collect detailed qualitative data reflecting teachers' perceptions of stress. The data described what 

teachers themselves believe to be the most important sources of work-related stress. 

Organizational, student, administrative, and teacher-related factors were most frequently related 

to teacher stress. It was determined the overall impact of stress made satisfactory goal 

achievement with students difficult or impossible (Blase, 1986). McCormick (1997) proposed 

teachers develop schemas which incorporate attributions of responsibility for stable dimensions 

of their occupational stress. The principal research question posed was: Do different groups of 

teachers differ in their attribution of levels of stress in different domains? This study reported 

that rural teachers experienced less stress and felt somewhat buffered by their geographical 

location. Evidence also suggested that executive teachers experienced greater stress than 

classroom teachers and experienced teachers (more than 15 years service) reported less stress 

(McCormick, 1997).  

Frase and Sorenson (1992) chose to examine teacher motivation and satisfaction and 

important factors in the teaching workplace from a research perspective. The supporting 

argument proposed is that positive work outcomes, such as high internal work motivation and 

work satisfaction, are obtained when the appropriate psychological states are present, and that 

these states are created by the presence of the core job characteristics. This study demonstrated 

that teachers are generally dissatisfied by the absence of feedback, autonomy, and task-related 

interaction. It also implied that administrators would do well to consider the growth needs of 

each staff member and restructure in such a way that there is motivation potential for all (Frase 

& Sorenson, 1992). Chang (2009) reviewed the existing literature on teacher burnout and related 
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unpleasant emotions. The author explored the literature focused on why some teachers feel 

burnout, while others do not, and examined inter- and intrapersonal factors that may contribute to 

burnout. The central thesis was that there is a notable disconnect between teacher burnout studies 

and teacher emotion studies. A further aim was to synthesize and bridge the literature on teacher 

burnout and the unpleasant emotions involved in teaching. The authors argued that without 

effective emotion regulation and coping strategies, teachers are more likely to experience higher 

levels of burnout, especially on the dimension of emotional exhaustion. It was recommended that 

in order to help teachers in emotional management, they must focus on increasing four 

understandings: acknowledging that teaching is an emotional profession, identifying and 

reflecting on emotions and the underlying cognitive appraisals, regulating their emotions 

appropriately, and coping with emotions effectively (Chang, 2009). 

Steinbrenner and Watson (2015) examined the relationships between classroom 

ecological factors (group size, student-directed practices, teacher interaction style, teacher 

burnout) and the relationships between student characteristics (autism severity, expressive 

communication, receptive vocabulary) and coordinated joint engagement. This descriptive study 

was designed to explore classroom ecological factors and student characteristics that may be 

related to joint engagement of students with autism spectrum disorder in naturally occurring 

classroom activities. The findings of this study provide support for the relationships between 

classroom ecological factors and student engagement. There were no significant findings for the 

hypotheses that student engagement would be positively associated with positive teacher 

interaction styles in the classroom and inversely associated with teacher report of job burnout 

(Steinbrenner & Watson, 2015). 
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Pearson and Moomaw (2005) studied the relationship between teacher autonomy and on-

the-job stress, work satisfaction, empowerment, and professionalism. The authors hypothesized 

that autonomous teachers would demonstrate less on-the-job stress, greater work satisfaction, 

perceived empowerment, and a high degree of professionalism. The results of this study 

demonstrated that as curriculum autonomy increased on-the-job stress decreased, but little 

association existed between curriculum autonomy and job satisfaction. Also, as general teacher 

autonomy increased so did empowerment and professionalism. The strongest relationship was 

found between perceived empowerment and professionalism, which suggested that teachers who 

perceive themselves as empowered also view their occupation as a true profession (Pearson & 

Moomaw, 2005). Anast-May, Penick, Schroyer, and Howell (2011) provided insight into 

teachers' subjective interpretations of their experiences with observations, conferencing, and 

feedback. The authors proposed that understanding teachers' perspectives could shed light on re-

designing meaningful evaluation instruments and assist school leaders in future planning. Results 

suggested that all of the teachers who participated in the pre and/or post conferences felt that the 

conferences were positive and assisted them in their professional growth. They also agreed that 

the feedback allowed them to reflect on all aspects of their teaching but ardently stated no matter 

how often the observations occurred they would like to receive specific feedback on observable 

data each time. The authors contended the results of this study reinforced that teachers often do 

not experience frequent and extended observations, systematic feedback, and a structure to 

promote reflective inquiry. They argued the process of evaluation should involve conferencing 

and feedback that will lead teachers to construct their own understandings and set professional 

goals that are measured in terms of student learning (Anast-May, Penick, Schroyer, and Howell, 

2011). 
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This section of the literature review informs the current study by presenting factors 

affecting the perception of classroom environment as well as those related to teacher 

effectiveness. In order to more fully grasp the nature of the working relationship between general 

education teachers and the multiple education professionals in the general education classroom it 

is important to improve the understanding of perceptions of classroom environment and climate. 

As the components affecting the classroom environment and climate become more clearly 

defined, an opportunity to identify points of strength and weakness in those environments 

presents itself. In connection to the current study, this opportunity may bring to light new 

knowledge regarding teacher attitudes and the collaborative environment in which general 

education teachers and the multiple education professionals assigned to their classrooms find 

themselves.  

Conclusion 

The knowledge and literature gaps serving as the focus of the current study will center 

primarily on the emergent nature of the working relationship developing between educators due 

to the newer and increasing presence of multiple education professionals in the general education 

classroom. A comparison of the presence of multiple education professionals in the general 

education classroom from the present back to the passage of legislation requiring inclusion of 

students receiving special education services may take us back to a time when only the school 

administrator would visit the classroom of individual content general education teachers. Further 

examination may likely confirm that in some cases even administrative presence in the general 

education classroom was not commonplace before administrators took on the role of 

instructional leader. This progression of outside presence in the general education classroom 

from an occasional visit from the principal to current practice which may result in regular visits 
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from multiple education professionals performing different roles represents a significant shift in 

the classroom environment for general education teachers. This progression requires an 

examination of the history and norms associated with views of the general education classroom 

environment and teaching. This development may bring to light new knowledge regarding the 

nature of working relationships as the roles of multiple education professionals in the general 

education classroom have increased. This new knowledge should assist school and district level 

administrators in their efforts to effectively support all education professionals perform their 

duties to fidelity while expanding respect for the roles others are playing. This knowledge should 

also aid general education teachers and the multiple education professionals assigned to their 

classrooms in gaining an understanding of the reasons why teachers may view their jobs as more 

difficult than others. It is through an increased understanding of the attitudes general education 

teachers and the multiple education professionals assigned to their classrooms bear toward the 

expanding nature of their working relationship that will fill a gap in the literature.  
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METHODOLOGY 

Introduction 

 In preparation for research it is important to acknowledge and understand there are deep 

beliefs and views that affect our approach to the problems we study as well as the types of 

questions we ask. These views or philosophical assumptions will inform our choices concerning 

the design that will guide our research. These assumptions may remain hidden from view in 

major research projects and have to be deduced by the reader or explicitly described in a special 

section within the study devoted solely to the characteristics of the research inquiry. A researcher 

begins with an interesting, curious, or anomalous phenomena, which is observed, discovered, or 

simply stumbled across. Not unlike the detective work of Sherlock Holmes or the best traditions 

of investigative reporting, research seeks to explain, describe, or explore the phenomenon chosen 

for study (Marshall & Rossman, 2006). In light of the current study, it is the purpose of this 

chapter to describe in detail the research design and methods chosen to conduct the study as well 

as demonstrate the manner in which the chosen design and method address the specific research 

questions. A further goal of this chapter is to provide a rationale for the chosen design and 

method. The chapter progresses from a broad to narrow perspective in its organization and  

includes specification of the overall research design, unit(s) of analysis, data collection methods, 

sample and sampling strategy, data analysis methods, researcher bias, and represents a 

comprehensive description of all research elements employed in the current study.  
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Research Design 

I have chosen qualitative research as the methodology by which to conduct the current 

study. The research methodology may be described as how the study will be constructed. It is 

simply the architecture of a study. Much like we choose a style of architecture to guide the 

design for a home, we must choose a research methodology to guide our study. This allows our 

research to be presented in a sophisticated manner so it will reach our audience in the clearest 

and most effective way possible. Choosing an approach to research is comparable to selecting a 

style of architecture such as colonial, plantation, or ranch for a home. Therefore, it is important 

to choose an approach that appeals to the researcher before beginning the project so a clear 

blueprint is in place to guide the research itself (Creswell, 2013). Rather than simply determining 

the cause and effect, predicting, or describing the distribution of some attribute across a 

population, it may be of interest to uncover the meaning of a phenomenon for those involved. 

Qualitative researchers are interested in how people interpret their experiences, how they 

construct their worlds, and what meaning they assign to their experiences. For example, rather 

than finding out how many retired people seek part-time jobs after retirement, which may be 

determined through a survey, qualitative researchers may be more interested in how people 

adjust to retirement, how they feel about this phase of life, and the challenges associated with 

retirement versus full-time work. These questions seek to understand their experiences and 

would call for a qualitative design (Merriam, 2009). Creswell’s (2013) metaphoric description of 

qualitative research as “an intricate fabric composed of minute threads, many colors, different 

textures, and various blends of material” (p. 42) resonates with me as it brings to light the fact 

that individual components make something whole interesting and beautiful. This mirrors the 
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idea that many complex individual facets of human existence come together to make the world 

what it is.  

It is important to understand the characteristics of qualitative research as they help the 

researcher move from the general to the more specific elements of study. A brief examination of 

the characteristics of qualitative research found in common by authors of major books on the 

subject such as LeCompte and Schensul (1999), Hatch (2002), and Marshall and Rossman 

(2010) is necessary to fully grasp the role they play in qualitative research: 

● Natural setting - indicates that data is collected in the field at the site where the 

participants experience the issue or problem under study. Information is gathered up 

close by actually talking directly to people and seeing their behavior within their context. 

Individuals are not put in contrived situations nor are instruments such as surveys used to 

gather data. 

● Researcher as key instrument - The qualitative researcher personally collects data 

through examining documents, observing behavior, and interviewing participants. If an 

instrument is used it is typically one designed by the researcher and focuses on the use of 

open-ended questions. 

● Multiple Methods – Qualitative researchers typically utilize multiple forms of data such 

as interviews, observations, and documents, rather than a single data source.  

● Complex reasoning through inductive and deductive logic – Qualitative researchers build 

their patterns, categories, and themes from the “bottom up” by organizing the data 

inductively into increasingly more abstract units of information. Inductive-Deductive 

logic processing is utilized which means the researcher uses complex reasoning skills 

throughout the research process. 
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● Participants’ meanings – keeps the researcher focused on the meaning that the 

participants hold about the problem or issue, not the meaning that the researchers bring 

from other sources. 

● Emergent design – the qualitative research process is emergent which means that all 

phases may change or shift after the researchers enter the field and begin to collect data.  

● Reflexivity – Researchers “position themselves” in a qualitative research study. It brings 

into play the background, work experiences, and cultural experiences of the researcher. It 

asks what the researcher has to gain from the study or why it matters to them. 

● Holistic account – Generally sketches the larger picture that emerges from the study. 

Qualitative research is attractive to me as it allows problems or issues to be explored. It is 

utilized when the researcher is seeking a complex, detailed understanding of an issue. Qualitative 

research empowers individuals to share their stories and the researcher to hear their voices. It 

also gives the researcher the freedom to write in a flexible, literary style that conveys human 

stories without the limitations of strict academic structures of writing. Lastly, qualitative research 

is attractive because it allows theories to be developed when adequate ones do not exist and 

statistical analyses simply do not fit the problem. Existing measures are often inadequate to 

capture interactions among people and may not be sensitive to issues of race, gender, economic 

status, or other individual differences. Therefore, to attempt to level all individuals to a statistical 

mean tends to overlook the uniqueness of individuals (Creswell, 2013). Qualitative research 

design aligns with the research questions in the current study as they attempt to determine the 

nature of the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms and what educational leaders might do to more 

effectively facilitate these relationships. The only factor that seems to make qualitative research 
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design unattractive is the fact it is difficult to approach numerically or statistically which makes 

it unacceptable and improper to generalize findings to a larger population. 

The four philosophical assumptions associated with qualitative research are ontological 

(the nature of reality), epistemology (what counts as knowledge and how knowledge claims are 

justified), axiology (the role of values in research), and methodology (the process of research). 

The interpretive frameworks are Post-positivism (scientific approach to research, logical, 

empirical, cause and effect oriented – quantitative in nature), Social Constructivism (seeks 

understanding of the world in which we live and work, values the complexity of views, develops 

subjective meanings of experiences, values interaction with others, inquirers develop a theory or 

pattern of meaning), Transformative Frameworks (purpose of knowledge construction is to aid 

people to improve society), Postmodern Perspective (knowledge claims must be set within the 

conditions of the world today and in the multiple perspectives of class, race, gender, and other 

group affiliations), and Pragmatism (concerned with application – “what works” – and solutions 

to problems) (Creswell, 2013). 

The interpretive framework or paradigm that appeals to me most is Social 

Constructivism. This paradigm is grounded in the idealistic view of philosophers Immanuel 

Kant, Wilhelm Dilthey, Max Weber, and Edmund Husserl. These philosophers believed “that the 

world cannot exist independently of the mind or of ideas” (Glesne, 2011, p. 8). The constructivist 

researcher assumes the role of accessing others interpretations of some social phenomenon and 

of interpreting, themselves, others actions and intentions. The goal is to interpret the social world 

from the perspective of those who are actual actors in that social world. The research methods 

include interacting with people in their social contexts and talking with them about their 

perceptions (Glesne, 2011). Social constructivist researchers attempt to develop an understanding 
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of the world in which they live and work. They are interested in the subjective meanings of 

experiences and look for the complexity of views rather than trying to force them into narrow 

categories. The goal of the research is to rely as much as possible on the participants’ views of a 

situation and often leads to the development of a theory rather than the confirmation of one. The 

more open-ended the questioning is the better. This allows the researcher to listen carefully to 

what people say and focus on the interaction among individuals. Researchers also recognize that 

their own background shapes their interpretations and “position themselves” in the research to 

acknowledge how their interpretation flows from their own personal experiences (Creswell, 

2013).  

The assumptions that accompany the social constructivist interpretive framework confirm 

my choice of this paradigm. The ontological beliefs (the nature of reality) associated are that 

multiple realities are constructed through our lived experiences and interactions with others. The 

epistemological beliefs (how reality is known) suggest that reality is co-constructed between the 

researcher and the researched and shaped by individual differences. Axiological beliefs (role of 

values) are that individual values are honored and are negotiated among individuals. 

Methodological belief (approach to inquiry) utilizes more of a literary style of writing and an 

inductive method of emergent ideas obtained through methods such as interviewing, observing, 

and analysis of texts (Creswell, 2013). 

The social constructivist paradigm or interpretive framework is appealing to me because I 

consider relationships and trust as extremely valuable to the success of organizations. This 

framework seems to place the emphasis on the views of people. I am constantly seeking 

information from the personal experiences of others as I make decisions. I love to hear and learn 

from the experiences of my colleagues at work and in my graduate classes. The human element 
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and the experiences of the individual are what make life interesting to me. I believe one of my 

strongest attributes is listening to, connecting with people, and helping them resolve the 

problems they face. The social constructivist framework is the one most appealing to me and 

aligns with my beliefs.  

The method of choice for the current study is phenomenology. I am genuinely interested 

in the life experience of people so I am naturally drawn to the study of lived experiences 

surrounding a phenomenon. I am also intrigued by the challenge of analyzing individual 

experiences to reach a description of the universal essence of the phenomenon. The fact that 

phenomenological research is typically framed in terms of a single concept and explored through 

different group(s) is also appealing to me. Phenomenological Research attempts to describe the 

common meaning for several individuals of their lived experiences of a concept or phenomenon 

and describe what all participants have in common as they explain the phenomenon. The basic 

purpose is to reduce individual experiences within a phenomenon to a universal essence or 

ascertain “a grasp of the very nature of the thing” (Van Manen, 2014, p. 177). The primary 

purpose of phenomenology as a research method is to study what it is like as we find ourselves 

being in relation with others (e.g., teacher with students, nurse with patient, therapist with client) 

or other things (e.g., a good book, some bad news, our favorite activity, an anxiety). 

Phenomenologists do not tend to believe humans construct phenomenological experiences but 

rather when humans experience the world they find themselves IN the experience. From a 

research standpoint, finding oneself in the experience reflects a contemplative examination of 

how it is to BE in the world (Vagle, 2014). 

Although phenomenology is concerned with the essence of experiences, there is no denial 

of the world of nature, the so-called real world. The conflict of realism versus idealism is a 
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challenge associated with phenomenological research. The issue of idealism as opposed to 

realism is resolved through phenomenological methods in which the meanings and essences of 

phenomena are derived, not presupposed or assumed. Phenomenological investigators abstain 

from making suppositions, focus on a topic specifically with a deliberately naïve perspective, 

propose questions to guide the study, and derive findings providing the basis for reflection and 

further research. The reflective process associated with the phenomenological approach should 

provide a logical, systematic, and coherent resource for carrying out the analysis and synthesis 

necessary to arrive at essential descriptions of the experience (Moustakas, 1994). Initially a 

description of an experience may seem like a flimsy thing upon which to base research 

conclusions. However, if one reflects for a moment, it may be seen that descriptions actually 

pervade science. Many aspects of lived and experienced phenomena may be overlooked or 

severely distorted because the methods of the natural sciences were invented primarily to deal 

with phenomena of nature and not experienced phenomena (Giorgi, 1985). 

The specific research design chosen for this study is multiple-case study. The logic of 

case study design is described as an empirical inquiry that investigates a contemporary 

phenomenon in depth and within its real-life context, especially when the boundaries between 

phenomenon and context are not clearly evident. Furthermore, this type of inquiry copes with the 

technically distinctive situation in which there will be many more variables of interest than data 

points, and as one result relies on multiple sources of evidence with data converging in a fashion 

that benefits from prior developments to guide the analysis of data (Yin, 2009). The multiple-

case study is a research design for closely examining several cases linked together. The multiple-

case study is a special effort to investigate something having many parts or members. These 

particular collections of people, problems, or relationships are studied in detail. Each case has its 
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own story to tell and some may be included in the multiple-case analysis, but the official interest 

is in the collection of these cases and/or in the phenomenon displayed in those cases. The unique 

contribution of the individual case(s) within the multiple-case study does not end with its 

uniqueness but how it contributes to the whole. The whole is the component we want to 

understand more fully through the study of its individual cases. Multiple-case studies will have 

one or a few research questions or issues in common but may have others particular to each 

(Stake, 2006).  

Case study design may be further defined by its special features. Qualitative case study 

can be characterized as being particularistic, descriptive, and heuristic. Particularistic means that 

case studies focus on a particular situation, event, program, or phenomenon. The case itself is 

important for what it reveals about the phenomenon and what it might represent. This specific 

focus makes it a solid design for practical problems, situations, or occurrences arising from 

everyday practice. Descriptive implies that the end product of a case study is a rich, thick 

description of the phenomenon under study and should include as many variables as possible 

portraying their interactions over a period of time. Heuristic means that case studies illuminate 

the reader’s understanding of the phenomenon bringing about the discovery of new meaning, 

extending the reader’s experience, or confirming what is known (Merriam, 1998). 

The choice of multiple-case study research design aligns with the research questions 

within the current study by focusing on the nature or essence of working relationships between 

general education classroom teachers and the multiple education professionals assigned to their 

classrooms as well as what educational leaders might do to facilitate effective working 

relationships between the two homogeneous groups involved in the phenomenon. One case  

focus is on the perspectives of general education teachers. The other case focuses on the 
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perspectives of the multiple education professionals present in the general education classroom. 

Data gathered from each homogeneous group is analyzed, compared, and contrasted. It is 

important to seek out and present multiple perspectives on the activities and issues present in 

each case while attempting to discover and portray the differing views. Seldom is it necessary to 

resolve contradictory testimony or competing values. These very contradictions may help in 

understanding the whole phenomenon (Stake, 2006).  

Unit of Analysis 

The unit of analysis is the major entity that is being analyzed in a study. It is the ‘what’ or 

‘who’ that is being studied. According to Lincoln and Guba (1985) a unit must meet two criteria. 

It should first be heuristic in that it should reveal information relevant to the study and stimulate 

the reader to think beyond the particular bit of information. Second, the unit should be the 

smallest piece of information about something that may stand by itself and be interpretable in the 

absence of any additional information other than a general understanding of the context in which 

the inquiry was carried out. The task is to compare these bits of information with each other in 

seeking recurring regularities in the data. The unit of analysis or major entity in the current study 

is the working relationship between general education classroom teachers and the multiple 

education professionals assigned to their classrooms.  

Data Collection Methods 

Data collection in qualitative research can be compared in importance to the staples of the 

human diet. These are the elements that strengthen and sustain the research much like meat, 

vegetables, fruit, and dairy products strengthen and sustain the human body (Marshall, 2006). 

Data is nothing more than ordinary bits and pieces of information found in the environment. 

They may be concrete and measurable such as class attendance or invisible and difficult to 
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measure as in feelings. Whether or not information becomes data in a study depends entirely on 

the perspective and interest of the researcher. Data conveyed through words have been labeled 

qualitative while data presented in the form of numbers are quantitative. Qualitative data may 

consist of direct quotations from people about their experiences, opinions, feelings, and 

knowledge gathered through interviews. Data may also be obtained through detailed descriptions 

of people’s activities, behaviors, or actions recorded by observation as well as excerpts, 

quotations, or entire passages extracted from various types of documents (Merriam, 1998). 

Interviews were selected as the specific data collection method for the current study. 

Qualitative researchers rely greatly on in-depth interviewing. I like the description of qualitative 

interviewing as a conversation with a purpose (Kahn and Cannell, 1957). Qualitative in-depth 

interviews are much more like conversations than formal events with predetermined response 

categories. The researcher explores a few general topics to help uncover the participants’ views 

but otherwise respects how the participant frames their own responses. One of the strengths of 

the interview process is that it yields data in quantity relatively quickly. I believe the interview 

process is the most useful and productive data collection process related to the research topic I 

have chosen. Typically, the open-ended nature of the research questions yield more meaningful 

information through the interview process.  

 One of the most important sources of case study information is the interview. This may 

be surprising due to the usual association between interviews and the survey method. However, 

interviews are essential sources of case study information. Interviews should be guided 

conversations rather than structured queries. Although the researcher is pursuing a consistent line 

of inquiry, the actual line of questioning is likely to be fluid rather than rigid (Rubin & Rubin, 

1995). The main purpose of an interview is to obtain a special kind of information in which the 
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researcher seeks to find out what is in and on someone else’s mind. People are interviewed to 

find out from them those things we cannot directly observe. Feelings, thoughts, and intentions 

are not observable, nor are behaviors that took place at some previous point in time or situations 

that preclude the presence of an observer. Researchers cannot observe how people have 

organized the world and the meanings they have attached to what goes on in the world. They 

have to ask questions about those things. Therefore, the purpose of interviewing is to allow the 

researcher to enter the other person’s perspective (Patton, 1990). Interviewing is necessary when 

the researcher cannot observe behavior, feelings, or how people interpret the world around them. 

Interviews are also necessary when the interest falls on past events that are impossible to 

replicate. Typically, the decision to utilize interviewing as the primary mode of data collection 

should be based on the type of information sought and whether interviewing is the best way to 

get it (Merriam, 1998). 

Creswell (2013) makes the suggestion that the interview process should follow several 

important steps:  

● Research questions should be open-ended, general and focused on the central 

phenomenon of the study. 

● Identify interviewees who can best answer these questions. 

● Type of interview should be determined based on what is practical and will net the most 

useful information to answer research questions. 

● Recording procedures should be adequate when conducting one-on-one or focus group 

interviews. 

● Interview protocol should be deliberate and designed with five to seven open-ended 

questions and ample space for recording answers. 
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● Pilot testing should be utilized to refine interview questions and procedures. 

● Place or location should be determined free from distractions. 

● Consent should be obtained from the interviewee to participate in the study. 

● Interview procedures should be respectful (stick to the questions, complete the interview 

within the time specified). 

Interviewing is based greatly on personal interaction and it is crucial that the interviewer foster a 

spirit of cooperation and mutual respect for the process to be productive. An interview protocol 

or guide should be employed and include the date/time, location, interviewer, interviewee, 

position of interviewee, and ample space to record answers to the research questions.  

 Interviews may range in design from highly structured and standardized to unstructured 

and informal. Most commonly, the decision on which type of interview to use is determined by 

the amount of structure desired. The most structured of interviews could be described as an oral 

form of a written survey such as those used by the U.S. Census Bureau and marketing 

companies. The flaw of this style of interviewing is that rigidly adhering to predetermined 

questions may not allow the researcher to access participants’ perspectives and understandings of 

the world. In contrast are unstructured, informal interviews in which there is no predetermined 

set of questions and the interview is essentially exploratory. Somewhere in the middle can be 

found the semi-structured interview which allows for more flexibly worded, less structured 

questions. Generally speaking, however, most interviewing in qualitative investigations is more 

open-ended and less structured (Merriam, 1998). Another differentiation made in association 

with qualitative interviewing is between in-depth and focused interviews. In-depth interviews 

allow the researcher to ask respondents about the facts of a matter as well as their opinions about 

events. The interview may take place over time and the interviewee may suggest other persons to 
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interview as well as other sources of evidence. The focused interview takes place when a person 

is interviewed for a short period of time with the questions remaining open-ended and assume a 

conversational manner guided by a certain set of specific questions (Yin, 2009). I prefer the 

semi-structured and focused styles of interviewing as they allow the researcher to respond to the 

situation at hand, the emerging view of the respondent, and to new ideas on the topic.  

 Kvale and Brinkman (2009) attempted to describe the characteristics and style of 

interviewers metaphorically by contrasting the miner and the traveler. The miner metaphor 

describes the interviewer as one that unearths knowledge from the participant’s interior without 

contaminating it with leading questions. This type of interviewer may devalue the conscious 

experience of the participant. The miner approach tends to regard interviews as a site of data 

collection where the researcher extracts the objective facts of essential meanings.  

The traveler metaphor suggests a process by which knowledge is constructed along a journey of 

experiences involving encounters and relationships centered around conversational partners. 

These narratives build meaning and are interpreted by the researcher who may also be changed 

through their own reflection throughout the process. The traveler metaphor promotes an 

understanding that involves a more conversational approach to social research. 

The traveler metaphor is more appealing to me because I love the conversational 

interaction between human subjects it requires. It always goes back to personal experiences and 

relationships for me. I think that this type of journey would be more fascinating and fulfilling 

due to the potential for enrichment through contact with and understanding of the experiences of 

others. Everything about this metaphor seems to connect to the interpretive framework that 

appeals to me the most – social constructivism. This framework and the philosophical 
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assumptions that go along with it value mainly the experiences of individuals as they relate to 

their environment. 

The standard data collection method of interviewing in qualitative research presents its 

own ethical dilemmas. Qualitative researchers must acknowledge the fact that they are 

essentially guests in the private spaces of the interviewee, their manners should be good, and 

their code of ethics strict. Interviewing carries with it both risks and benefits to the respondent. 

The researcher should approach the process respectfully as respondents may feel their privacy 

has been invaded, may be embarrassed by certain questions, or may share experiences they never 

intended to reveal (Merriam, 1998). Ethical issues may be grouped into informed consent 

procedures, deception or covert activities, confidentiality toward participants, benefits of 

research to participants versus risks, and participant requests. A researcher may protect the 

anonymity of the informant by assigning numbers or aliases to individual participants. A 

researcher may also develop case studies of individuals that represent a composite picture rather 

than an individual picture. Furthermore, to gain participant support, a qualitative researcher will 

convey to participants overtly that they are participating in a study, explain the purpose of the 

study, and avoid engaging in deception about the nature of the study (Lipson, 1994). Ethics 

considerations in qualitative research should accompany plans, thoughts, and discussions about 

each aspect of the research. Ethics is not something one can merely forget once the demands of 

ethics committees and other gatekeepers of research conduct have been satisified. Ethical 

considerations are inseparable from everyday interactions with research participants and with 

collected data. Many of the ethical issues affecting qualitative research are created due to the 

nature of the researcher-researched interactions and relationships necessary to conduct the 

research. Therefore, much of the ethical discussion and consideration in qualitative research 
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concerns the nature of the relationships with research participants (Glesne, 2011). Ultimately it is 

the responsibility of the case researcher to identify affiliations and ideological commitments that 

may influence interpretations not only for the informants but for the readers of the study. 

However, there is no way for researchers to identify all predispositions or even to know them 

(Stake, 2006). 

 It is important to acknowledge ethical considerations concerning our roles as 

insiders/outsiders to the participants; assessing issues that we may be fearful of disclosing; 

establishing supportive, respectful relationships without stereotyping and using labels that 

participants do not embrace; acknowledging whose voices will be represented in the final study; 

and writing ourselves into the study by reflecting on who we are and the people we study. 

Creswell (2013) effectively related ethical concerns to specific steps of the qualitative research 

process such as prior to conducting the study, at the beginning of the study, during data 

collection, in data analysis, in reporting the data, and in publishing a study. It is important to 

identify a few of the main ethical issues that may arise in the qualitative research process and 

ways in which they may be dealt with:  

● Prior to conducting the study - it is important to gain local permission from a research 

site and its participants. This will require the identification of those that grant local 

approvals for research and the development of a relationship with a “gatekeeper” for help 

in gaining access.  

● Beginning of the study - it is necessary to disclose the nature of the study to the 

participants. Simply contacting the participants and informing them of the general 

purpose of the study will accomplish this.  
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● Data collection – it is critical that the research site is respected and disrupted as little as 

possible. The researcher must build trust with the participants and be up front in 

conveying the extent of potential disruption.  

● Analyzing data - it is very important to respect the privacy of the participants. Simply 

assigning fictitious names or aliases and developing composite profiles will satisfy this 

requirement.  

● Reporting data - it is also important to protect the privacy of the individual participants 

and avoid disclosing information that would harm them. This can be avoided by using 

composite stories so that individuals cannot be identified.  

● Publishing a study - it is important for the participants to know how the data will be 

shared with others. The researcher should provide copies of the report to participants and 

stakeholders and share the practical results.  

The purpose of this study is to determine the nature or essence of the working 

relationship between general education classroom teachers and the multiple education 

professionals assigned to their classrooms in order to guide future interactions toward a more 

positive outcome for student achievement and aid educational leaders in the facilitation of 

effective working relationships. Understanding the nature or essence of the working relationship 

between general education classroom teachers and the multiple education professionals in their 

classrooms may provide important insight regarding ways to maximize the positive impact of 

this collaborative process. Data collection through the interview of participants representing each 

of these professional groups should glean meaningful data for this process. The audience for this 

research study includes general education classroom teachers encountering multiple education 

professionals in their classrooms currently or in the future, multiple education professionals 
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attempting to carry out their respective roles/responsibilities in the general education classroom 

either currently or in the future, and school or district level administrators serving in supervisory 

roles over teachers who collaborate as their roles intersect.  

Research Questions 

1. What is the nature of the working relationship between secondary general 

education teachers and the multiple education professionals assigned to their 

classrooms? 

2. In light of these relationships, how might educational leaders better facilitate 

effective working relationships between general education teachers and the 

multiple education professionals in their classrooms? 

 

These research questions were developed to determine the nature or essence of the 

working relationship between general education teachers and the multiple education 

professionals in their classrooms as well as what educational leaders might do to better facilitate 

effective working relationships. The specific rationale for Question #1 is to determine the 

components or descriptors that best describe the working relationship between general education 

classroom teachers and the multiple education professionals assigned to their classrooms. The 

purpose here is to describe what the working relationship between general education teachers 

and the multiple education professionals assigned to their classroom actually looks like. In order 

to effectively determine the nature of this working relationship it is important to first understand 

the factors, specific experiences, or series of events that may have contributed to the relationship. 

With those details identified, it is then possible to describe the working relationship between 

these two groups of educators and identify areas of strength and weakness.  
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The specific rationale for Question #2 is relative to the steps educational leaders may take 

to better facilitate an effective working relationship between general education teachers and the 

multiple education professionals assigned to their classroom. These steps include those involving 

the general education classroom teacher, the multiple education professionals assigned to their 

classrooms, educational leaders charged with facilitating the collaborative process, and all 

entities combined. Once the working relationship has accurately been described, the why and 

how understood, it is important for all involved to use this information to implement strategies 

leading to the most effective collaborative partnership possible. Administrators may learn the 

steps necessary at the school leadership level to ensure a positive collaborative environment 

between general education classroom level content teachers and the multiple education 

professionals charged with responsibilities within those classrooms. These questions seem vital 

to understanding what will be necessary to elevate the process of team building and collaboration 

required for the optimum effectiveness of all education professionals involved. The task of 

creating an environment where all professionals and their respective roles are valued is crucial to 

the integrity of serving the needs of all students to fidelity. These questions may lead to 

information that would assist educational leaders in the creation and facilitation of this type of 

collaborative school climate. The interview protocol questions were pilot-tested and refined 

through mock interviews including a general education classroom teacher and a teacher 

representing the multiple education professionals assigned to general education classrooms. Any 

changes in the original questions were made based on the rationale they were too leading in 

nature. The definition of multiple education professionals was an absolute necessity in order to 

facilitate responses appropriate for the current study.  
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Sample and Sampling Strategy 

 Once the general problem or phenomenon for study has been identified, the task shifts 

then to selecting the appropriate sample. Within each individual study there may exist numerous 

sites that could be visited, events or activities that could be observed, people that may be 

interviewed, and documents that could be reviewed. The researcher must consider where to 

observe, when to observe, whom to observe, and what to observe. Sampling in field research 

involves selecting a research site, time, people, and events (Merriam, 1998). The research design 

should include a rationale for the selection of a certain setting or the selection of a certain group 

of people for study. The ideal site is where entry is possible, there is a high probability that a rich 

mix congruent with the research questions will be present, the researcher can devise an 

appropriate role to maintain continuity, and data quality and credibility of the study are 

reasonably ensured by avoiding poor sampling decisions. This ideal is seldom attained but the 

design should describe how the researcher will select a site that at least approximates the ideal 

(Marshall & Rossman, 2006). In a qualitative study, the researcher should reflect on whom to 

sample. The individual may be convenient to study due to availability, a politically important 

person or is marginalized, or a typical, ordinary person. Regardless, for the purpose of qualitative 

study, all of the individuals need to have stories to tell about their lived experiences. It is 

essential for this purpose that all participants have experience of the phenomenon being studied 

(Creswell, 2013). Within the framework of phenomenological inquiry, the term sample should 

not refer strictly to an empirical sample as a subset of a particular population. This use of the 

concept of sampling assumes that one aims at empirical generalization which is impossible 

within the framework of phenomenological inquiry. In this type of inquiry the term sample may 
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be related back to the original French root of essample, which means example (Van Manen, 

2014). 

 Two basic types of sampling strategy are probability and nonprobability sampling. 

Probability sampling allows the researcher to generalize study results from the sample to the 

overall population from which it was drawn. Since generalization is not a goal of qualitative 

research, probability sampling is not justifiable. Therefore, non probability sampling is the 

method of choice for most qualitative research. The most common form of nonprobability 

sampling is purposeful or purposive sampling. Purposeful sampling is based on the assumption 

that the researcher seeks to discover, understand, and gain insight and as a result must select a 

sample from which the most can be learned. An even more specific type of purposeful sampling 

is a typical sample which would be one that is selected because it reflects the average person, 

situation, or instance of the phenomenon under investigation (Merriam, 1998). The notion of 

purposive sampling is sometimes used to indicate that participants have been selected based on 

their knowledge and verbal eloquence to describe a group or culture to which they belong. If it is 

crucial to use the concept of sampling, it may be best to do so with reference to the attempt to 

gain examples of rich experiential descriptions (Van Manen, 2014).  

The sampling strategy for the current study is purposeful. The goal was to create two 

separate homogeneous groups for comparison as samples within the multiple-case study. One 

group is made up of general education classroom teachers. The other group is made up of 

multiple education professionals assigned responsibilities within general education classrooms. 

These two groups were selected from three separate but geographically adjacent public school 

districts in Northeast Alabama. Superintendents were contacted for permission to obtain the 

sample and conduct research within their school district. Once site permission was granted, local 
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school administrators were contacted with requests for possible participants. The sample groups 

were chosen based on the ability to represent a wider population. The general education sample 

was selected based on experience as general education high school teachers with a background in 

a core academic subject. The multiple education professional sample was selected based on 

experience as high school teachers serving in the role of either special education teacher or 

instructional coach. Priority was given to participants meeting these criteria over variables such 

as age, gender, race, or length of work experience. Samples were utilized with 9 participants in 

each homogeneous group. Lincoln and Guba (1985) recommend sampling until a point of 

saturation or redundancy is reached. In purposeful sampling the size of the sample should be 

determined by informational considerations and priorities. If the purpose is to maximize the 

gathering of information, the sampling should be terminated when no new information is 

forthcoming from new samples to avoid redundancy.  

Data Analysis Methods 

 The process of data collection in qualitative research is followed closely by analysis of 

that data. Data analysis involves organizing the data, conducting a preliminary read-through of 

the database, coding and organizing themes, representing the data, and forming an interpretation 

of them (Creswell, 2013). Data analysis can also be described as organizing what has been seen, 

heard, and read so that one can figure out what might be learned and make sense of what has 

been experienced. Working with the data, you describe, compare, create explanations, link your 

story to other stories, and possibly pose or develop theories (Glesne, 2011). Analyzing data is the 

process of bringing order, structure, and meaning to the mass of collected data. It can be a messy, 

ambiguous, time-consuming, creative, and fascinating process. Qualitative data analysis is a 

search for general statements about relationships among categories of data (Marshall & 
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Rossman, 1989). Data analysis is one of the few facets of qualitative research in which it may be 

argued there is a right way and a wrong way to accomplish. The right way to analyze data within 

a qualitative study is to do it simultaneously with data collection. At the beginning of a 

qualitative study, the researcher knows what the problem is and has selected an appropriate 

sample to collect data in order to address the problem. However, the researcher does not know 

what will be discovered, what or whom to concentrate on, or what the final analysis will be like. 

The final product is shaped by the data that are collected and the analysis that accompanies the 

whole process. Data that have been analyzed while being collected are both focused and 

illuminating (Merriam, 1998). 

 Creswell (2013) identified five approaches to data analysis which include narrative, 

phenomenology, grounded theory study, ethnography, and case study. Each approach requires 

the researcher to create and organize files of information and generally read and memo 

information to develop a sense of the data. All approaches have a description phase with the 

exception of grounded theory, which seeks to build toward a theory of the action or process. 

However, there are important differences in the five approaches. Grounded theory and 

phenomenology have the most detailed procedure for data analysis. Ethnography and case 

studies have procedures that are common and narrative research represents the least structured 

procedure. 

Of the five approaches to data analysis described by Creswell (2013), I am drawn to the 

narrative and phenomenological approach. These approaches align most closely to the data 

collection tool of interviewing and fit the research topic chosen for this study. The narrative 

approach is appealing due to the fact that the process involves analyzing data for the story it has 

to tell, chronology of unfolding events, and turning points or epiphanies. However, I ultimately 
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chose the phenomenological approach with its goal of determining the essence of the 

phenomenon. This approach requires:  

● The researcher first describes personal experiences with the phenomenon under 

study beginning with his or her own experiences in an attempt to set those 

experiences aside. 

● Development of a list of significant statements about how individuals are 

experiencing the topic. 

● Grouping the significant statements into larger units of information called 

“meaning units” or themes. 

● Describing what the participants in the study experienced with the phenomenon 

(what happened? – including verbatim examples). 

● Description of how the experience happened (reflects on the setting and context in 

which the phenomenon was experienced). 

● Writing a composite description of the phenomenon incorporating both the 

textural and structural descriptions (this is the “essence” of the experience). 

Phenomenological data analysis requires reflection in order to grasp the essential 

meaning of something and attends to ferreting out the essence of the phenomenon (Merriam, 

2009). The phenomenological approach to analysis seemed appropriate for the within-case 

analysis of each homogeneous group specific to the current study. For the within-case analysis, 

each case is treated as a comprehensive case in and of itself. Data is gathered allowing the 

researcher to learn as much as possible about the contextual variables that may have a bearing on 

the case. Subsequently, once the analysis of each case is completed, a cross-case analysis begins 

for the purpose of comparing and contrasting cases. A qualitative multiple-case study should 
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seek to build abstractions across cases. Even though the particular details of specific cases may 

vary, the researcher should attempt to build a general explanation that fits the individual cases 

through inductive reasoning (Yin, 2008).  

A system for organizing and managing data needs to be devised early in a study. This 

involves coding. Coding may be described as assigning some sort of shorthand designation to the 

various aspects of your data so specific pieces of the data may be easily retrieved. These 

designations may be single words, letters, numbers, phrases, or combinations of these. The 

coding scheme may be quite simple as in identifying themes illustrated through numerous 

incidents or quite complex requiring multiple levels of coding within each incident (Merriam, 

1998). This process begins with reading the first interview transcript collected in the study. As 

the transcript is read it may be necessary to jot down notes, comments, observations, and 

questions in the margins. These notations may be next to bits of data that emerge as interesting, 

potentially relevant, or important to the study. The process should seem like a conversation with 

the data, asking questions of it, making comments to it, and so on. This represents the initial 

phase of the coding process (Merriam, 2009). The process of coding involves aggregating the 

data into small categories of information, seeking evidence for the code from different sources 

used in a study, and then labeling the code. A broad to narrow approach may be utilized in 

categorizing or labeling codes beginning with a short list and expanding as the data is reviewed 

and re-reviewed. Themes may emerge as broad units of information consisting of several codes 

to form common ideas (Creswell, 2013). Creswell further breaks down the strategies for 

analyzing the data collected into the following steps: 

● Sketching ideas (margin notes, highlighting information) 

● Taking notes (reflective notes) 
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● Summarizing field notes (Summary sheet) 

● Working with words (incorporate metaphors) 

● Identifying codes (abstract/concrete coding, memos) 

● Counting frequency of codes 

● Relating categories (factor, relations among variables, logical chain of evidence) 

● Relating categories to analytic framework in literature  

● Create a point of view (for audience, readers) 

● Display the data (graphs, pictures, contrasts, comparisons, tables, charts, diagrams, 

figures) 

For the purpose of the current study, I utilized Holistic coding for each homogeneous 

sample group. The goal of this coding process is to seek a broad view of the research questions 

from the perspective of each sample group. The holistic coding method is a preparatory approach 

to a unit of data before a more detailed coding process is employed. It is applicable when the 

researcher already has a general idea of what to investigate or to chunk the text into broad topics 

as a preliminary step before more detailed analysis. I refined the coding process through the use 

of In Vivo coding by focusing on specific words or phrases that may be revealing. In Vivo 

coding utilizes literal and verbatim phrases or words from participants. Further, it is particularly 

valuable in studies that give priority and honor to the participant’s voice. Versus coding was then 

employed to draw comparisons and contrasts between the homogeneous sample groups. Versus 

codes identify the individuals, groups, social systems, organizations, phenomena, processes, or 

concepts in direct conflict with each other. It is appropriate for qualitative research data sets that 

suggest strong conflicts or competing goals within, among, and between participants (Saldana, 

2016).  
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My understanding of the data analysis process and its importance is undergirded by the 

assertion that the settings and scenes described and all the words gathered through the research 

are not inherently meaningful in themselves. Rather they are made meaningful through analysis 

and interpretation. Simply put, if the theory cannot be explained to a bartender, it’s probably not 

good. This rationale undergirds the importance of quality data analysis because in the end, it is a 

matter of how plausible the ideas appear to others, and how persuasively the case is made for 

their significance (Glesne, 2011). 

All research is concerned with producing valid, credible knowledge in an ethical manner 

and should strive to meet strong standards of rigor. The trustworthiness of research results is 

especially important to professionals in applied fields, such as education, in which practitioners 

intervene in people’s lives. Research should be trustworthy to the extent that there has been some 

accounting for its validity and credibility. The nature of qualitative research means this 

accounting takes different forms than in quantitative research (Merriam, 1998). As Stake (1994) 

notes, knowledge gained in an investigation faces hazardous passage from writer to reader and 

the writer needs ways of safeguarding the trip. Addressing the questions of validity and 

reliability, Firestone (1987) explored how the quantitative and qualitative paradigms employ 

different rhetoric to persuade consumers of their trustworthiness. Quantitative studies attempt to 

convince the reader that procedures have been followed faithfully because very little concrete 

description of what anyone does is provided. Conversely, qualitative studies provide the reader 

with depictions in enough detail to show that the author’s conclusion makes sense. Furthermore, 

quantitative studies portray a world of variables and static states while qualitative studies 

describe people acting in events. 
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Lincoln and Guba (1985) suggest that validation in qualitative research is necessary to 

establish the “trustworthiness” of a study. These writers use terms associated with validation that 

are more qualitative such as credibility, authenticity, transferability, dependability, and 

confirmability in place of the more quantitative terms internal validation, external validation, 

reliability, and objectivity. Angen (2000) adds that within interpretive research, validation is a 

judgment of the trustworthiness or goodness of a piece of research. Interpretive research also is a 

chain of interpretations that must be documented for others to judge the trustworthiness of the 

meanings arrived at the end. The research should have transformative value and lead to action 

and change.  

The term validity as it applies to qualitative research should be connected to the goal of 

gaining understanding of the research. It should ask the question, “Did we get it right”? It should 

also attempt to assess the accuracy of the research findings. Wolcott (1990) does not dismiss 

validation but argues that he ultimately tries to understand rather than convince and voices the 

view that validation distracts from his work of understanding what is really going on. 

Substantive validation in qualitative research means understanding one’s own topic, 

understandings derived from other sources, and the documentation of this process in the written 

study. Written accounts must ultimately resonate with their intended audiences. They should also 

be compelling, powerful, and convincing (Creswell, 2013). The term validity originates 

etymologically from the Latin validus, meaning strong. This criterion of strength can certainly be 

used to assess the acceptability of the study of a given phenomenon. Phenomenological methods 

involve the suspension of one’s presuppositions, biases, and taken-for-granted assumptions 

regarding the phenomenon that one is researching. As a result, phenomenological study may be 

assessed or validated on the criteria of its suspension of personal or systemic bias, its originality 
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of insight, and its scholarly treatment of sources. Such validation criteria presume an informed 

and scholarly competence on the part of the reader and reviewer of the study (Van Manen, 2014). 

Eisner (1991) focused on the credibility of qualitative research. He suggested qualitative 

researchers should seek a confluence of evidence that breeds credibility and allows them to feel 

confident about their observations, interpretations, and conclusions. Eisner further illustrated this 

point with an analogy drawn from detective work where the researcher compiles bits and pieces 

of evidence to formulate a compelling whole. In order to gain credibility, Eisner recommended 

that the weight of evidence should become persuasive. Creswell (2013) used words like 

accuracy, verification, trustworthiness, and authenticity to describe validation in qualitative 

research. Critics from the scientific and quantitative world tend to criticize qualitative 

approaches to validation for its failure to adhere to canons of reliability and validation. They 

further identify threats to external validation as effects that obstruct or reduce a study’s 

comparability or translatability. Various terms have been highlighted consistently in concert with 

validity such as trustworthiness, credibility, relevance, and confirmability. Validity within 

qualitative research has been and continues to be a debated and contested ground (Vagle, 2014).  

While qualitative researchers may never capture a totally objective truth or reality, there 

are strategies available to increase the credibility of the findings. Probably the best known 

strategy to strengthen the interval validity of a particular study is what is known as triangulation. 

Typically associated with navigation or land surveying wherein two or three measurement points 

enable convergence on a site, triangulation makes use of multiple methods, multiple sources of 

data, multiple investigators, or multiple theories to confirm emergent findings (Merriam, 2009). 

Through triangulation, researchers make use of multiple and different sources, methods, 

investigators, and theories to provide corroborating evidence. This process usually involves 
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corroborating evidence from differing sources to shed light on a theme or perspective. When 

qualitative researchers identify evidence to document a code or theme in different sources of 

data, they are triangulating information and providing validity to their findings (Creswell, 2013). 

Another common strategy for ensuring internal validity or credibility is member checking or 

respondent validation. The idea is to solicit feedback on the emerging findings from some of the 

interviewees. The process involves taking the preliminary analysis back to some of the 

participants to determine if the researcher’s interpretation is ringing true and the results are 

plausible. Member checking throughout the course of the research is highly recommended 

(Merriam, 1998). 

Because a research design is supposed to represent a logical set of statements, the quality 

or validity of any given design may be judged according to certain logical tests. Concepts 

identified for these tests include trustworthiness, confirmability, credibility, and data 

dependability. Four tests are commonly used to establish the quality of any empirical social 

research. Yin (2009) summarized these four tests: 

● Construct validity – identifying correct operational measures for the concepts 

being studied. 

● Internal validity – seeking to establish a causal relationship, whereby certain 

conditions are believed to lead to other conditions, as distinguished by spurious 

relationships. 

● External validity – defining the domain to which a study’s findings can be 

generalized. 

● Reliability – demonstrating that the operations of a study, such as the data 

collection procedures, can be repeated with the same results. 
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Validation occurs in multiple case studies through triangulation. This validity test serves 

the purpose of assuring that the picture is as clear and meaningful as possible, relatively free of 

bias, and not likely to mislead the reader. Assurance of getting the picture right results from 

assertions that are rooted in the findings or factors of the case, even providing evidence of newly 

understood relationships. The picture should be the picture of the whole, which was not studied 

directly, but the cases, which were. As a form of validation, triangulation follows a classical 

strategy, seeing whether the new ideas are consistent with what is already well known about the 

case, and ultimately about the whole. The process of triangulation occurs throughout the field 

work and analysis process. It requires redundancy and skepticism in seeing, hearing, coding, 

analyzing, and writing. Triangulation benefits from discussion critically from insiders and 

outsiders. These exchanges should be routinized and spontaneous. Mature researchers rejoice in 

the discovery of mistakes (Stake, 2006). 

I find myself aligned with the qualitative thinkers when it comes to the question of 

validity. It is here that I focused on the validation strategies presented by Creswell which appeal 

to me most and that I chose to enhance the validity of my own research. I chose to employ 

prolonged engagement so that the interview or observation process would be built on a solid 

relationship and trust. I welcome and invite peer review, member checking, and external audits 

as avenues for outside sources to validate the findings of the research. My hope is to create 

understanding for the reader by clarifying researcher bias and utilizing rich, thick description 

which helps the reader to transfer information to other settings and to determine whether the 

research can be transferred due to shared characteristics (Creswell, 2013). 

Reliability refers to the extent to which research findings can be replicated. This is 

problematic in the social sciences due to the fact that human behavior is never static. Reliability 
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in a research design is based on the assumption that there is a single reality and studying it 

repeatedly will yield the same results. Qualitative research is not conducted so that the laws of 

human nature can be isolated but rather its researchers seek to describe and explain the world as 

those in the world experience it. Since there are multiple interpretations of what is happening, 

there are no benchmarks by which to take repeated measures and establish reliability in the 

traditional sense. The connection between reliability and validity from a traditional perspective 

rests on the assumption that a study is more valid if repeated observations in the same study or 

replications of the entire study produce the same results. This particular logic relies on repetition 

for the establishment of truth but it may be argued that measurements, observation, and people 

can prove to be repeatedly wrong. Achieving reliability in the traditional sense is not merely 

fanciful but next to impossible due to the fact that what is being studied in education is assumed 

to be in flux, multi-faceted, and highly contextual as well as the emergent design of qualitative 

case study (Merriam, 1998). Qualitative research does not pretend to be replicable. Researchers 

typically avoid controlling the research conditions and concentrate on recording the complexity 

of situational contexts and interrelations as they occur. The researcher’s goal of discovering this 

complexity by altering research strategies within a flexible research design cannot be replicated 

by future researchers, nor should it be attempted. However, qualitative researchers may respond 

to the traditional social science concern for replicability by considering the following steps.First, 

they can argue that qualitative studies by nature cannot be replicated because the real world is 

always in a state of change. Second, by keeping thorough notes and a research diary that records 

research design decisions and the rationale behind them, researchers allow others to inspect their 

procedures, protocols, and decisions. Finally, by keeping all data in well organized, retrievable 
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form, researchers can make them readily available if the findings are challenged or if another 

researcher wants to reanalyze the data (Marshall & Rossman, 1989). 

Yin (2009) acknowledged the objective of reliability is to be sure that, if a later 

researcher followed the same procedures as described by an earlier investigator and conducted 

the same case study all over again, the later researcher should arrive at the same findings and 

conclusions. The ultimate goal of reliability should be to minimize the errors and biases in a 

study. He suggested the general way to approach the reliability issue is to make as many steps as 

operational as possible and to conduct research as if someone is looking over your shoulder. 

Accountants and bookkeepers make calculations with the awareness that they must be capable of 

being audited. From this perspective, an auditor is performing a reliability check and must be 

able to produce the same results if the same procedures are followed. A solid guideline for case 

study research is to conduct the research so that an auditor could repeat the procedure in 

principle and arrive at the same results. Within the empirical tradition of experimental science, a 

discovery made by a researcher with one experiment is never taken as absolute. There are too 

many contingencies involved in experimental situations for the results not to be considered as 

somewhat tentative. Replication is typically sought by the community of researchers. From the 

perspective of phenomenology, what matters is the discovery of an identical sense that covers 

multiple factual variations. It may be argued that particular situations contain numerous 

contingencies, not all of which are crucial for a true grasp of what is typical about such 

situations. An empiricist would want to study various instances in order to determine which facts 

systematically stand out and can be relied on. The phenomenologist would approach such 

situations to discover an essence that can comprehend multiple situations. The research strategy 

and design of phenomenological research reflect this different goal (Giorgi, 2009). The ultimate 
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point is that phenomenological studies of the same phenomenon or event may be very different 

in their results. A phenomenologist may study a phenomenon or event previously addressed 

repeatedly in the literature but strive for new and surprising insights (Van Manen, 2014).  

Researcher Bias 

 In the process of quantitative inquiry, the researcher serves as the instrument. However, 

the credibility of qualitative methods hinges, to a great extent, on the skill, competence, and rigor 

of the person doing the field work as well as things going on in a person’s life that may prove to 

be a distraction (Patton, 2002). It is necessary therefore to address the credibility and biases of 

the researcher. Relative to the integrity of the qualitative researcher is the element of researcher’s 

position or reflexivity. Reflexivity may be defined as the process of reflecting critically on the 

self as researcher or the human as an instrument (Lincoln & Guba, 2000). Investigators should 

address their biases, dispositions, and assumptions regarding the specific research being 

undertaken. The purpose for making researcher biases, perspective, and assumptions clear to the 

reader is not to eliminate variance between researchers in values and expectations they bring to 

the study, but to clarify how a particular researcher’s values and expectations influence the 

conduct and conclusions of the study (Maxwell, 2005). Qualitative researchers need to position 

themselves in their writings. The concept of reflexivity allows the writer to be conscious of the 

biases, values, and experiences that he or she brings to a qualitative research study. Reflexivity 

may be viewed in two parts. First, the researcher discusses his or her experiences with the 

phenomenon being explored as experienced through work, schooling, family dynamics, and so 

forth. The second part is the discussion of how these past experiences shape the researcher’s 

interpretation of the phenomenon (Creswell, 2013).  
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 Within the context of the current study the researcher is a high school principal in the 

Jacksonville City School System located in Jacksonville, Alabama with 31 years of experience in 

the field of public education. The researcher has 18 years of experience as a classroom teacher in 

instrumental music education, 4.5 years of experience as an elementary school principal, 1.5 

years of experience as a high school assistant principal, 2 years of experience as a middle school 

principal, and 5 years as a high school principal. From the context of this administrative 

experience, the researcher has had many opportunities to witness the working relationship 

between general education teachers and the multiple education professionals assigned to their 

classrooms as well as opportunities to interact within these collaborative teams. The researcher 

was born in the southeastern United States in the 1960’s and was educated in the public schools 

of Alabama. On the issue of researcher bias, my main personal concern has been to avoid what 

may be described as confirmation bias. Confirmation bias is one of the most recognized and 

common forms of bias in research and may be described as occurring when a researcher forms a 

hypothesis or belief and uses respondent’s information to confirm that belief (Sarniak, 2015). 

Due to my exposure to several instances of general education teachers with multiple education 

professionals assigned to their classroom, it was difficult not to draw conclusions as to the nature 

and essence of their working relationship. However, I addressed this bias by focusing solely on 

the interview respondent’s perspectives based on their experiences. A second personal concern 

relative to researcher bias was leading questions and wording bias. This occurs when the 

researcher elaborates on a respondent’s answer or puts words in their mouth. Researchers do this 

because they are trying to confirm a hypothesis, build rapport or overestimate their 

understanding of the respondent (Sarniak, 2015). I accounted for this bias by inquiring about the 
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implications of a respondent’s thoughts and reactions and avoiding summarizing what the 

respondent said in my own words or elaborating on what they said further.  

Summary 

 The purpose of this chapter has been to describe in detail the methodology, method, 

specific research design, unit of analysis, data collection method, sampling strategy, data analysis 

method(s), and researcher bias for the current study and provide a rationale for how this design 

and these methods allow the research questions to be addressed. The researcher attempted to put 

in proper perspective the personal values and beliefs aligned with each methodological choice. 

Ethical considerations, trustworthiness, as well as validity and credibility were addressed as 

standards of rigor associated with the chosen methods. The chapter was designed to flow from a 

broad to narrow perspective and detail the methodological progression of the current study.  
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STUDY FINDINGS 

Introduction 

 
 The intent of this chapter is to present the data collected and analyzed as proposed in 

Chapter 3 and as guided by the research questions at the center of this particular study. While it 

is natural for some interpretation to occur during the qualitative research data analysis process, 

the primary focus of this chapter will be on the data itself. Therefore, this chapter will endeavor 

to present the data as it was collected and analyzed with no effort to interpret the meaning of the 

data. In the same manner a front page news story includes the facts pertinent to the event being 

covered, the goal of this chapter will be to report the who, what, where, when, and how of the 

data collection and analysis process. An intentional and detailed interpretation of the data will be 

reserved for Chapter 5. 

As the discussion in Chapter 1 noted, the purpose of this study is to understand the nature 

of the working relationship between general education classroom teachers and the multiple 

education professionals assigned to their classrooms in order to guide future interactions toward 

a more positive outcome for student achievement. A further goal of this study is to assist 

educational leaders in the effective facilitation of these working relationships. In review, the 

research questions central to this study are as follows: 

 

1. What is the nature of the working relationship between secondary general 

education teachers and the multiple education professionals assigned to their 

classrooms? 
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2. In light of these relationships, how might educational leaders better facilitate 

effective working relationships between general education teachers and the 

multiple education professionals in their classrooms? 

 

Understanding how general education classroom teachers and the multiple education 

professionals assigned to them interact in their classrooms as well as the overall nature of their 

relationships may provide important insight regarding ways to maximize the collaborative 

process and positively impact students. The chapter will include study sample data, reflections 

on the data collection and analysis process, emergent codes and themes, analysis of data for each 

research question, residual study data, and a summary of the study findings. 

Study Sample Data 

Once the general problem or phenomenon for study has been identified, the task shifts 

then to selecting the appropriate sample. Within each individual study there may exist numerous 

sites that could be visited, events or activities that could be observed, people that may be 

interviewed, and documents that could be reviewed. The researcher must consider where to 

observe, when to observe, whom to observe, and what to observe. Sampling in field research 

involves selecting a research site, time, people, and events (Merriam, 1998). In light of this 

guidance and the sample strategy outlined in Chapter 3, data on the study sample(s) will be 

presented in a sequence from broad to narrow. The presentation will begin with the highest point 

of the study sample at the school district site level, move through the identified homogeneous 

groups, and conclude with the individual participants. This progression will provide a descriptive 

and, as needed, a narrative and statistical overview of the demographics of the study sample(s).  
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The ideal site is where entry is possible, there is a high probability that a rich mix 

congruent with the research questions will be present, the researcher can devise an appropriate 

role to maintain continuity, and data quality and credibility of the study are reasonably ensured 

by avoiding poor sampling decisions. This ideal is seldom attained but the design should 

describe how the researcher will select a site that at least approximates the ideal (Marshall & 

Rossman, 1989). Three separate but geographically adjacent public school districts in Northeast 

Alabama were selected as data collection sites for this particular study. The selected research 

sites are accessible but also reflect varied demographics, enrollment, math/reading proficiency, 

and graduation rates. The first and largest of the research site districts is a rural county school 

system comprising 19 schools and a total enrollment of 8,654 students. For the purpose of the 

current study this data collection site will be referred to as Site A. With a total of 500 teachers 

the student to teacher ratio is 17:1 with a minority enrollment of 20% which is majority black. 

The most recent available data for Site A (Public School Review) reports a graduation rate of 

94%, a math proficiency rate of 45%, and a reading proficiency rate of 49%. The second 

research site district is a moderately sized city school system with a combined enrollment of 

4,080 students and a total of 7 schools. For the purpose of this study this data collection site will 

be known as Site B. With a total of 266 teachers this system reports a student to teacher ratio of 

15:1 and a minority enrollment of 44% which is majority black. The most recent available data 

for Site B reflects a graduation rate of 96%, a math proficiency rate of 52%, and a reading 

proficiency rate of 50%. The third research site district is a smaller city school system made up 

of 7 schools serving an total enrollment of 2,033 students. For the purpose of this study this data 

collection site will be labeled as Site C. With a total of 115 teachers the student to teacher ratio is 

18:1 with a minority enrollment of 95% which is majority black. The most recent available data 
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for Site C reports a graduation rate of 79%, a math proficiency rate of 22%, and a reading 

proficiency rate of 27%. As stated above, there is no ideal or perfect site but these sites do 

approximate the ideal. Each of the sites meet the standards of possible entry, the presence of a 

rich mix congruent with the research questions, and reasonably ensure data quality and 

credibility of the study. Table 1 displays the details for each research site as presented above in 

table form. 

Table 1 

Research Site Details 

Resear
ch 

Site 

Syste
m 

Type 

No. of 
Schoo

ls 

Enrollme
nt 

Minority 
Enrollme

nt 

No. of 
Teache

rs 

Studen
t/ 

Teache
r Ratio 

Graduati
on Rate 

Mat
h  

Prof. 

Readin
g  

Prof. 

A Count
y 

19 8,654 20% 500 17:1 94% 45% 49% 

B City 7 4,080 44% 266 15:1 96% 52% 50% 

C City 7 2.033 95% 115 18:1 79% 22% 27% 

 

The sampling strategy for the current study was purposeful. Two separate homogeneous 

groups were created for comparison as samples within the study. One group was made up of 

general education classroom teachers. The other group was made up of multiple education 

professionals assigned responsibilities within general education classrooms. Once site permission 

was approved, local school administrators were contacted with requests for possible participants. 

The sample groups were chosen based on the ability to represent a wider population. The general 

education sample was selected based on experience as general education high school teachers 

with a background in a core academic subject. The multiple education professional sample was 

selected based on experience as high school teachers serving in the role of either special 
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education teacher or instructional coach. Priority was given to participants meeting these criteria 

over variables such as length of work experience, gender, or race. Samples were identified and 

utilized with a total of 9 participants in each homogeneous group. The size of each sample group 

was determined by informational considerations and priorities. 

The general education sample group was composed of 9 teachers representing the core 

academic subject of high school history, mathematics, and English. The make up of this group 

was 4 history teachers, 3 math teachers, and 2 English teachers (Table 2). The multiple education 

professional sample group comprised 9 teachers from the areas of high school special education 

and instructional coaching. This group consisted of 6 special education teachers and 3 

instructional coaches (Table 3).  

Table 2  

General Education Sample Group 

Sample Group History Mathematics English Total 

General 
Education 

4 
Teachers 

3 
Teachers 

2 
Teachers 

9 
Participants 

 

Table 3  

Multiple Education Professional Sample Group 

Sample Group Special Education Instructional Coach Total 

Multiple Education 
Professionals 

6  
Teachers  

3  
Coaches 

9  
Participants 

 

The number of teachers selected to represent both homogeneous groups from each district 

research site was determined relative to the total enrollment of the school district. The general 

education sample group comprised 4 teachers from district research Site A, 3 from district 
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research Site B, and 2 from district research Site C for a total of 9 participants. The multiple 

education professional sample group also comprised 4 teachers from district research Site A, 3 

from district research Site B, and 2 from district research Site C for a total of 9 participants 

(Table 4). 

Table 4  

Homogeneous Group Representation from each Research Site District 

Sample Group Site A Site B Site C Total 

General 
Education 

4 
Teachers 

3 
Teachers 

2 
Teachers 

9 
Participants 

Multiple 
Education 

Professionals 

4 
(3 Special 

Education, 1 
Instructional 

Coach) 

3 
(1 Special 

Education, 2 
Instructional 

Coach) 

2 
(2 Special 
Education) 

9  
Participants 

 

 In a qualitative study, the researcher should reflect on whom to sample. The individual 

may be convenient to study due to availability, a politically important person or is marginalized, 

or a typical, ordinary person. Regardless, for the purpose of qualitative study, all of the 

individuals need to have stories to tell about their lived experiences. It is essential for this 

purpose that all participants have experience of the phenomenon being studied (Creswell, 2013). 

Within the framework of phenomenological inquiry, the term sample should not refer strictly to 

an empirical sample as a subset of a particular population. This use of the concept of sampling 

assumes that one aims at empirical generalization which is impossible within the framework of 

phenomenological inquiry. In this type of inquiry, the term sample may be related back to the 

original French root of essample, which means example (Van Manen, 2014). For the purpose of 

this study, individual participants were selected based on their availability, experience of the 
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phenomenon being studied, ability to share stories about their lived experiences, and the fact they 

represent an example of a larger group. 

 As previously noted, the two homogeneous groups representing general education 

teachers and the multiple education professionals assigned to their classrooms consisted of 9 

participants each for a total of 18. The descriptive data presented here at the individual level 

includes the identification number assigned to each participant, homogeneous group 

representation, research site association, work experience, gender, and race (Table 5). 

Identification numbers were assigned to each participant for the purpose of anonymity. 

Homogeneous groups and research sites are represented as previously defined. Work experience 

is categorized as early career, middle career, and late career. Early career will be defined as 0 - 

10 years, middle as 11 - 20 years, and late as 21 years or longer. A total of 10  current study 

participants fall into the middle career category, 5 into the early, and 3 into the late. Gender will 

be categorized as male or female. A total of 12 current study participants were female with the 

remaining 6 being male. Race will be categorized as white or black. A total of 16 current study 

participants were white and the remaining 2 were black. To reiterate, these sample groups were 

chosen due to their ability to represent a wider population with experience as secondary general 

education teachers or multiple education professionals assigned to their classrooms over 

variables such as length of work experience, gender, or race. 
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Table 5  

Individual Participant Descriptive Data 

Participant # Homogeneous Group Research Site Work 
Experience 

Gender Race 

1 General Education B Early M W 

2 General Education B Middle F W 

3 General Education B Middle M W 

4 Multiple Education  B Middle F W 

5 Multiple Education B Late F W 

6 Multiple Education B Middle F W 

7 Multiple Education C Early F B 

8 Multiple Education C Late F B 

9 General Education C Middle M W 

10 General Education C Late  F W 

11 General Education A Middle F W 

12  General Education A Early F  W 

13 General Education A Middle M W 

14  General Education A Early  F W 

15 Multiple Education A Middle M W 

16 Multiple Education A Early F W 

17 Multiple Education A Middle M W 

18 Multiple Education A Middle F W 
 

 Reflections on Data Collection  

 Data collection in qualitative research can be compared in importance to the staples of the 

human diet. These are the elements that strengthen and sustain the research much like meat, 
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vegetables, fruit, and dairy products strengthen and sustain the human body (Marshall, 2006). 

Data is nothing more than ordinary bits and pieces of information found in the environment. 

They may be concrete and measurable such as class attendance or invisible and difficult to 

measure as in feelings. Whether or not information becomes data in a study depends entirely on 

the perspective and interest of the researcher (Merriam, 1998).  

The data collection process for the current study has been a fascinating, time-consuming, 

challenging, but rewarding experience. The overarching challenge in the data collection process 

was the lag time in response to communication. This lag manifested itself at every stage of the 

process. The undertaking began with the task of obtaining permission from the chosen research 

sites to identify participants and collect data from within their districts. The three research sites 

were selected in part due to their proximity to the researcher and the potential for logistically 

coordinating on-site interviews with each of the participants within their own school. Once the 

research sites were identified, I initially reached out to each of the district superintendents by 

phone. The goal was to make a personal contact to introduce myself and make the official 

request to conduct research before communicating electronically. I made a point in the personal 

contact to briefly describe the study, exactly what would involve school district personnel, and a 

specific request for a site permission letter written on district letterhead as required by the IRB. I 

explained the process as succinctly as possible and assured each superintendent an email would 

follow containing all necessary documentation to include IRB approval, Informed Consent, a 

research abstract, as well as the specific interview protocol questions. All three of the research 

site superintendents were cordial and granted permission to conduct research within their 

district(s). A challenge presented itself rather quickly in obtaining written permission to conduct 

research in the form of a site permission letter. Follow-up emails were sent with the hope of 



137 

reminding each superintendent to submit the site permission letter. This brought about anxiety on 

my part as I was already requesting permission for something of relatively low interest to them 

as well as adding more work to their already hectic schedules. After sending one follow-up email 

to each superintendent with no response, I made the decision to reach out to their administrative 

assistants directly for help. I placed a call to each of them to explain the situation and request 

assistance. I offered to provide them with a site permission letter template worded exactly as it 

was needed and specific to their district. This would allow them to cut and paste it onto district 

letterhead for the superintendent to sign. Each of them were gracious and most willing to assist. 

It is worth noting this process was much more time consuming than anticipated. From the date of 

the first contact by phone to receipt of the final site permission letter was over 4 months.  

Once official site permission was granted by the three research site superintendents, the 

data collection process shifted to identifying potential participants who might provide thick, rich 

interview responses. I followed a similar pattern at this stage by personally reaching out to 

district level administrators as well as local school principals in each of the research site districts 

to solicit recommendations for possible participants. Once again, this stage of the process was 

more challenging than I anticipated. As before, lags in the communication process seemed to be 

a significant factor. I made every effort to reach out to individuals personally before 

communicating electronically due to the fact I was convinced they would likely not read or 

respond to an email from someone they had never met before. Even after making personal 

contacts prior to sending emails it was a long time before I received the necessary responses. 

After soliciting and receiving recommendations for quality potential interview candidates 

having met the criteria identified for this particular study, it was time to reach out to potential 

participants directly. Due to the high number of potential interview participants I chose not to 
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contact them individually by phone but to make a personal connection in another way. I decided 

to email each of them personally describing the study and requesting their  participation. I 

included a copy of their district site permission letter, my individual IRB approval, and a copy of 

the Informed Consent form. In the content of this introductory email I made a point to share that 

they had been specifically and highly recommended by one of their colleagues as someone with 

expertise and the potential for thick, rich responses. As the participants responded, they were 

overwhelmingly positive in their acceptance. However, once again, there was a significant time 

lag in obtaining a response from all of the potential participants.  

Compounding the typical challenges surrounding communication while attempting to 

identify quality interview candidates for a research study was the onset of an international 

pandemic. The COVID-19 pandemic certainly impacted the data collection process in this study. 

In some ways the impact was negative but in other ways it was extremely positive. Initially, and 

due to the time frame in which the requests were made, the communication challenges with 

research site superintendents could be attributed to the typical flood of requests and demands on 

anyone serving in that capacity at any given time. The anxiety and distractions created by the 

spread of COVID-19 definitely impacted the subsequent phases of communication. As 

administrators were receiving my requests, they were dealing with a completely unexpected, and 

in most cases, total shift from face to face to virtual instruction. Likewise, teachers were juggling 

the demands of their own quarantine with the complete restructuring of the manner in which they 

teach. As the weeks and months passed, some were totally connected through technology and 

some were disconnecting intentionally. Thus, the varied and often extended time frames for 

responses impacted the ability to move forward with data collection. 

Interviews were selected as the specific data collection method for the current study. 
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Qualitative researchers rely greatly on in-depth interviewing. Throughout this data collection 

process, the description of qualitative interviewing as a conversation with a purpose (Kahn and 

Cannell, 1957) has been confirmed. Qualitative in-depth interviews are much more like 

conversations than formal events with predetermined response categories. This data collection 

method explores a few general topics to help uncover the participants’ views but otherwise 

respects how the participant frames their own responses. One of the strengths of the interview 

process has been the yield of data in quantity relatively quickly. The interview process has 

proven a useful and productive data collection process related to the research topic chosen. 

An early challenge emerged in the development of the interview protocol questions. As 

originally designed, some of the questions were confusing and required explanation during 

practice interviews. Others solicited somewhat closed-ended responses. As a result and with the 

assistance of practice interview participants, the interview protocol questions were streamlined 

with a separate set specifically created with wording specific to each of the homogeneous groups 

representing general education teachers and the multiple education professionals assigned to 

their classrooms. The main purpose of an interview is to obtain a special kind of information in 

which the researcher seeks to find out what is in and on someone else’s mind. People are 

interviewed to find out from them those things we cannot directly observe. Feelings, thoughts, 

and intentions are not observable, nor are behaviors that took place at some previous point in 

time or situations that preclude the presence of an observer. Researchers cannot observe how 

people have organized the world and the meanings they have attached to what goes on in the 

world. They have to ask questions about those things. Therefore, the purpose of interviewing is 

to allow the researcher to enter the other person’s perspective (Patton, 1990). Interview protocol 

questions specific to this study were tailored to this end.  
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As mentioned earlier, there were unexpected but extremely positive by-products of 

collecting data by interview during a pandemic. After overcoming the initial communication 

challenges with participants involving confirmation of willingness to participate in the study, 

sharing and retrieving signed Informed Consent forms, scheduling specific interview times, and 

technology issues, the actual interviews themselves were outstanding. As a result of the increase 

in use of virtual meeting platforms such as Zoom and Google Meet, I determined the interviews 

should take place virtually for the safety and convenience of all participants. All but one of the 

18 interviews required for the data collection process were conducted virtually. One participant 

requested to complete the interview in person. 

Google Meet was the primary virtual meeting platform utilized for the interviews 

conducted for this study. This was not the original plan for data collection, but the conveniences 

of the virtual format for interviews greatly outweighed the challenges. Prior to the onset of the 

COVID-19 pandemic the plan had been to conduct traditional face to face interviews with each 

candidate at a location and time of their own choosing that was also convenient and comfortable 

for them. The original plan for data collection would most likely have required me to travel to 18 

different locations during the school day in order to conduct the necessary interviews. I 

anticipated meeting with each participant at their local school within the school day, likely 

during their planning time. In order to complete this process as originally planned, it would have 

been necessary for me to take time off from work to meet with each participant during the school 

day as well as travel to and from the location of the interview. Once it became apparent that 

virtual meetings were the most effective choice, it became clear it was the more convenient 

choice for both the researcher and the interview participants. Using Google Meet allowed for 

greater flexibility in scheduling interviews. Some interviews were literally conducted back to 
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back on the hour during the day while others were conducted in the evening. It was also 

convenient for most to go through the interview process in the comfort of their own homes where 

they are most relaxed and could even dress comfortably.  

The challenges associated with conducting the individual interviews virtually were 

minor. Typically the challenge involved some type of interruption in connectivity during the 

course of the interview which required both parties to rejoin the meeting. The most extreme case 

required the interview to be rejoined three times. Overall, I believe the challenge of completing 

the entire interview process was less time consuming as a result of the use of a virtual platform. 

However, the process of scheduling and completing the entire set of 18 interviews still took over 

5 months to complete. The shift from an original plan for face to face interviews to virtual 

interviews is a reminder that mission should always trump method. The mission of collecting 

data through interviews was completed while the method shifted from face to face to virtual. 

The context and dynamics of the research study interview process was very positive and 

resulted in thick, rich dialogue. The ebb and flow of the interviews were conversational and 

authentic. Kvale and Brinkman (2009) described the characteristics and style of interviewers 

metaphorically by contrasting the miner and the traveler. The miner metaphor describes the 

interviewer as one that unearths knowledge from the participant’s interior without contaminating 

it with leading questions. This type of interviewer may devalue the conscious experience of the 

participant. The miner approach tends to regard interviews as a site of data collection where the 

researcher extracts the objective facts of essential meanings.  

The traveler metaphor suggests a process by which knowledge is constructed along a journey of 

experiences involving encounters and relationships centered around conversational partners. 

These narratives build meaning and are interpreted by the researcher who may also be changed 
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through their own reflection throughout the process. The traveler metaphor promotes an 

understanding that involves a more conversational approach to social research. 

The context and dynamics of the interviews conducted for this study aligned closely with 

the traveler metaphor. The conversational interaction between human subjects it requires was 

certainly present. For me, meaningful communication always goes back to personal experiences 

and relationships. This journey was definitely more fascinating and fulfilling due to the 

experience of true contact with and understanding of the experiences of others. This metaphor 

connects to the interpretive framework that appeals to me the most – social constructivism. This 

framework and the philosophical assumptions that go along with it value mainly the experiences 

of individuals as they relate to their environment. I believe the view of the research participants 

in the current study as conversational partners facilitated a positive interview process and 

encouraged honest, forthright responses. It was certainly my goal to discover the knowledge the 

participants had constructed along their personal journey of experiences. I personally enjoyed 

having the opportunity to meet and engage professionally with 18 educators I likely would never 

have met. 

As the researcher, it was important to acknowledge ethical considerations concerning my 

role. Creswell (2013) effectively served as a guide for ethical concerns and specific steps of the 

qualitative research process such as prior to conducting the study, at the beginning of the study, 

during data collection, in data analysis, in reporting the data, and in publishing a study. I am 

confident that the potential ethical issues listed below are accounted for as assurances for each 

participant:  

● Prior to conducting the study - it is important to gain local permission from a research 

site and its participants. This will require the identification of those that grant local 
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approvals for research and the development of a relationship with a “gatekeeper” for help 

in gaining access.  

● Beginning of the study - it is necessary to disclose the nature of the study to the 

participants. Simply contacting the participants and informing them of the general 

purpose of the study will accomplish this.  

● Data collection – it is critical that the research site is respected and disrupted as little as 

possible. The researcher must build trust with the participants and be up front in 

conveying the extent of potential disruption.  

● Analyzing data - it is very important to respect the privacy of the participants. Simply 

assigning fictitious names or aliases and developing composite profiles will satisfy this 

requirement.  

● Reporting data - it is also important to protect the privacy of the individual participants 

and avoid disclosing information that would harm them. This can be avoided by using 

composite stories so that individuals cannot be identified.   

● Publishing a study - it is important for the participants to know how the data will be 

shared with others. The researcher should provide copies of the report to participants and 

stakeholders and share the practical results.  

Reflections on Data Analysis   

 Data analysis may be described as organizing what one has seen, heard, and read so it can 

be determined what has been learned and make sense of what has been experienced. Working 

with the data, one must describe, compare, create explanations, link the story to other stories, and 

possibly pose or develop theories (Glesne, 2011). Analyzing data is the process of bringing 

order, structure, and meaning to the mass of collected data. It can be a messy, ambiguous, time-
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consuming, creative, and fascinating process. Qualitative data analysis is a search for general 

statements about relationships among categories of data (Marshall & Rossman, 1989). The 

description of the data analysis process by Marshall and Rossman as messy, ambiguous, time-

consuming, creative, and fascinating rang very true for me in the data analysis phase of the 

current study. I tend to be routine oriented and orderly, so the notion of allowing the data to 

unfold in its own right and time frame was a challenge for me. However, once I accepted the fact 

I was not in control of what the data revealed or when, the process shifted into the realm of 

creativity and fascination.  

Data analysis involves organizing the data, conducting a preliminary read-through of the 

database, coding and organizing themes, representing the data, and forming an interpretation of 

them (Creswell, 2013). I closely followed this progression outlined by Creswell during the data 

analysis process for the current study. I began with 18 Google Meet recordings of interviews 

conducted over a period of 5 months. I understood I had a tremendous database but needed to 

organize or convert it into a format which could be read multiple times for the purpose of 

analysis. An unexpected blessing emerged as I began to search for help in the area of 

transcribing the interviews. A recently retired educator and former colleague of mine had chosen 

to become a closed captioner in retirement. In casual conversation it came up that I was in search 

of someone to transcribe the interviews I had recorded. Incredibly, she offered to transcribe them 

for me. As it turns out, she was looking for opportunities to practice her new craft in order to 

increase her typing speed. The transcription phase definitely fell into the time-consuming 

category but was well worth the wait as the quality of the manuscripts allowed for a smooth and 

understandable preliminary read through of the database. 
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Another aspect of the data analysis process falling into the categories of messy and time-

consuming was the writing of analytic memos for each interview transcript. I chose to utilize 

analytic memos for each interview transcript in order to have a formal means for recording my 

thoughts and observations as the data was being analyzed. Writing these memos during the data 

analysis process encouraged me to remain focused on each individual interview transcript and 

what it revealed. The memos were written as if I were speaking to myself and allowed me to ask 

questions such as: What codes and larger themes are emerging? What am I inferring? What 

information is lacking? What is misleading? The memo writing process also created a space for 

notating powerful verbatim or exemplar quotes emerging from the transcript. Once I accepted the 

fact I could speak to myself freely and the purpose of these memos were to summarize my own 

thoughts, it became easier. I had to release the fear that someone else was going to pass judgment 

on these memos and allow them to be the useful tool they are meant to be. 

I understood a system for organizing and managing data had to be devised early in the 

study and this would involve coding. The act of coding and organizing themes forced me to let 

go of control and simply allow the data to speak. Coding may be described as assigning some 

sort of shorthand designation to the various aspects of collected data so specific pieces of the 

data may be easily retrieved. These designations may be single words, letters, numbers, phrases, 

or combinations of these. The coding scheme may be quite simple as in identifying themes 

illustrated through numerous incidents or quite complex requiring multiple levels of coding 

within each incident (Merriam, 1998). For the purpose of the current study I elected to utilize 

Holistic coding for each homogeneous sample group. The goal of this coding process is to seek a 

broad view of the research questions from the perspective of each sample group. The holistic 

coding method is a preparatory approach to a unit of data before a more detailed coding process 
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is employed. It is applicable when the researcher already has a general idea of what to investigate 

or to group the text into broad topics as a preliminary step before more detailed analysis. I chose 

to move the coding process to a more detailed level through the use of In Vivo coding by 

focusing on specific words or phrases emerging from the interview transcripts. In Vivo coding 

utilizes literal and verbatim phrases or words from participants. Further, it is particularly 

valuable in studies that give priority and honor to the participant’s voice. Versus coding was 

employed to draw comparisons and contrasts between the two homogeneous sample groups 

employed for this study. Versus codes identify the individuals, groups, social systems, 

organizations, phenomena, processes, or concepts in direct conflict with each other. It is 

appropriate for qualitative research data sets that suggest strong conflicts or competing goals 

within, among, and between participants (Saldana, 2016).  

During the analysis process, I realized it was going to be necessary to represent the data 

in display form. This presented a challenge but also led to an unanticipated but effective method 

for identifying emergent codes and themes. Qualitative data is rich and thick in content but can 

also be massive in terms of the sheer amount of material collected. In order to manage and 

interpret this massive amount of data, I ultimately created three matrices for the purpose of 

displaying the collected data. Separate matrices were created for representation of holistic and in 

vivo codes. Another matrix was created for the codes and themes emerging from both coding 

techniques. This display form representation allowed me to organize the collected data by each 

individual interview protocol question response which led to effective analysis for emergent 

codes and themes. This process of organizing and displaying data was time consuming and 

seemed ambiguous at first. However, as the process evolved and commonalities and differences 
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emerged, it became clear the time invested was worth the effort and produced fruitful results 

which would lead to meaningful interpretation of the collected data. 

All research is concerned with producing valid, credible knowledge in an ethical manner 

and should strive to meet strong standards of rigor. The trustworthiness of research results is 

especially important to professionals in applied fields, such as education, in which practitioners 

intervene in people’s lives. Research should be trustworthy to the extent that there has been some 

accounting for its validity and credibility. The nature of qualitative research means this 

accounting takes different forms than in quantitative research (Merriam, 1998). Of course, 

addressing the standards of rigor in the collection and analysis of data in the current study has 

been a strong priority. In order to ensure the trustworthiness of this study every attempt has been 

made to assess its validity and credibility. The term validity as it applies to qualitative research 

should be connected to the goal of gaining understanding of the research. It should ask the 

question, “Did we get it right”? It should also attempt to assess the accuracy of the research 

findings. The term validity originates etymologically from the Latin validus, meaning strong. 

This criterion of strength can certainly be used to assess the acceptability of the study of a given 

phenomenon (Van Manen, 2014). Credibility deals more directly with what the study 

participants actually said individually which when combined will represent strong credible 

evidence. Eisner (1991) focused on the credibility of qualitative research and suggested 

qualitative researchers should seek a confluence of evidence that breeds credibility and allows 

them to feel confident about their observations, interpretations, and conclusions. He further 

illustrated this point with an analogy drawn from detective work where the researcher compiles 

bits and pieces of evidence to formulate a compelling whole. In order to gain credibility, Eisner 

recommended that the weight of evidence should become persuasive.  
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While qualitative researchers may never capture a totally objective truth or reality, there 

are strategies available to increase the credibility of the findings. Probably the best known 

strategy to strengthen the interval validity of a particular study is what is known as triangulation. 

Typically associated with navigation or land surveying wherein two or three measurement points 

enable convergence on a site, triangulation makes use of multiple methods, multiple sources of 

data, multiple investigators, or multiple theories to confirm emergent findings (Merriam, 2009). 

In the current study, triangulation was the primary method employed for the purpose of 

establishing validity and credibility. Validity and credibility were addressed in the data collection 

process through the purposeful design of two homogeneous sample groups composed of nine 

participants each representing both entities reflected in the first research question: What is the 

nature of the working relationship between secondary general education teachers and the 

multiple education professionals assigned to their classrooms? These groups of nine participants 

each representing secondary general education teachers and the multiple education professionals 

assigned to their classrooms serve as multiple and differing sources of data with the capability of 

producing evidence which could lead to multiple theories and the confirmation of emergent 

findings.  

Validity and credibility were addressed in the data analysis process through the use of 

multiple coding techniques to include holistic and in vivo coding. Examining data revealed 

within each homogeneous group through these multiple coding techniques led to emergent codes 

and themes which would then be analyzed group to group through versus coding leading to the 

identification of commonalities and differences. The strategy of saturation was also employed in 

the effort to guarantee the validity and credibility of the data analysis processes associated with 

the current study. Saturation occurs when the responses or developing codes and themes from 
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participants become repetitive to the point that no new data is emerging. According to Stake 

(2006), validation occurs in multiple case studies through triangulation. This validity test serves 

the purpose of assuring that the picture is as clear and meaningful as possible, relatively free of 

bias, and not likely to mislead the reader. Assurance of getting the picture right results from 

assertions that are rooted in the findings or factors of the case, even providing evidence of newly 

understood relationships. The picture should be the delineation of the whole, which was not 

studied directly, but the cases, which were. The process of triangulation occurs throughout the 

field work and analysis process. It has been my goal throughout the data collection and analysis 

process for this study to meet the standards of rigor necessary to ensure its trustworthiness and 

truly grasp the essence of the phenomenon under examination. 

Emergent Schemes, Codes, and Logic 

In keeping with the ever present goal of placing the research questions unwaveringly at 

the forefront of every aspect of the current study, the coding schemes utilized for data analysis 

were ultimately derived directly from the research questions themselves. I intentionally identified 

coding schemes that were defined by words taken specifically from each research question for 

the purpose of categorizing the collected data. My goal was to develop coding schemes with 

consideration for what questions the study is attempting to answer and topics potentially related 

to these questions. The selected coding schemes for the current study served as the 

organizational backbone for data analysis and provided a structural framework for organizing 

subsequent emergent codes. 

Research question #1 poses the question: What is the nature of the working relationship 

between secondary general education teachers and the multiple education professionals 

assigned to their classrooms? The two specific words chosen from question #1 for the purpose 



150 

of assistance in categorizing the collected data are working and relationships. The set of coding 

schemes derived from the word working are tasks, goals, and roles. These terms were chosen to 

filter information from the data specifically associated with the working aspect of the 

relationship between general education teachers and the multiple education professionals 

assigned to their classrooms. The set of coding schemes derived from the word relationships are 

emotions, rewards, and challenges. These terms were chosen to filter information from the data 

specifically associated with the actual personal interaction between general education teachers 

and the multiple education professionals assigned to their classrooms. 

Research question #2 poses the question: In light of these relationships, how might 

educational leaders better facilitate effective working relationships between general education 

teachers and the multiple education professionals in their classrooms? The two specific words 

chosen from question #2 for the purpose of assistance in categorizing the collected data are 

facilitate and effective. The set of coding schemes derived from the word facilitate are ideas, 

changes, and confirmations. These terms were chosen to filter information from the data 

specifically associated with exactly how educational leaders might better promote effective 

working relationships between general education teachers and the multiple education 

professionals assigned to their classrooms. The set of coding schemes derived from the word 

effective are collaborative, supportive, and ineffective. These terms were chosen to filter 

information from the data specifically associated with what aspects from the working 

relationship between general education teachers and the multiple education professionals 

assigned to their classrooms are identified as beneficial or weak. 

During the initial phase of reading participant interview transcripts from each 

homogeneous group representing general education teachers and the multiple education teachers 
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assigned to their classrooms, these identified coding schemes were employed as the first filters 

through which the data would pass. Each transcript was analyzed utilizing each of the four 

chosen and described coding schemes which required four readings. Data emerging from each of 

the readings associated with the defined individual coding schemes derived from both research 

questions were highlighted and color coded. For research question #1, words or phrases 

associated with working (tasks, roles, and goals) were color coded as yellow and words or 

phrases related to relationships (emotions, rewards, and challenges) were color coded as blue 

(Table 6). For research question #2, words or phrases connected with facilitate (ideas, changes, 

and confirmations) were color coded as green and words or phrases linked to effective 

(collaborative, supportive, and ineffective) were color coded as orange (Table 7).  

Table 6  

Coding Schemes derived from Research Question #1 

Working Relationships 

Tasks Emotions  

Roles Rewards 

Goals Challenges 

 

Table 7  

Coding Schemes derived from Research Question #2 

Facilitate Effective 

Ideas  Collaborative  

Changes Supportive 

Confirmations Ineffective 
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Once the initial readings were completed utilizing the chosen coding schemes and color 

coding process, the task of analyzing each participant interview transcript for emergent codes 

associated with each coding scheme became the next logical priority. The task of analyzing each 

transcript for emergent codes connected to each coding scheme also required several readings. 

With every reading the focus shifted specifically to each of the coding schemes with the goal of  

identifying words or phrases that could possibly constitute an emergent code or category. I first 

employed the technique of In Vivo coding. By employing this type of coding technique, my goal 

was to focus on the verbatim language used by each participant to hopefully capture the actual 

meaning inherent in their individual experiences. These words or phrases were represented 

verbatim and graphically in matrix form in order to organize what was becoming a large amount 

of data. I elected to design the matrix in table form and represent the data collected from each 

participant by interview protocol question. A separate data matrix was created for each of the 

two homogeneous groups included in the current study. Table 8 reflects a sample of the designed 

data matrix for the current study at the In Vivo phase of data analysis. The fields shaded in grey 

contain the verbatim words and phrases of a single participant in the general education teacher 

homogeneous group in response to interview protocol questions 1 - 3. 
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Table 8  

Sample from Data Matrix at In Vivo Phase of Analysis (General Education) 

Participant: 1.Describe the 
working relationship 
between you and the 
multiple education 
professionals 
assigned to your 
classroom. 

2.How does it make 
you feel for other 
education 
professionals to be 
present in your 
classroom. 

3.What factors 
influence how other 
educational 
professionals are 
placed in your 
classroom? 

#3  
Math 

   

 "unique" 
"tries to help" 
"co-teach" 
"do intervention" 
"make them feel just 
as important as you 
are" 
"use them as an 
assistant" 
"treated them just like 
they had an educator's 
degree" 
"treat them in a 
professional way" 
"pretty good 
dialogue" 
"collaboration" 

"nervous" 
(administrator) 
"makes you feel like 
you've got some help" 
"they've kind of got 
your back and you've 
got theirs" 
"help in case you 
make a mistake or 
they make a mistake" 
"help correct each 
other" 
"(As long as you've 
got somebody 
working with you) it 
feels good to have 
someone in there" 

"it's based on the 
number of special ed 
students" 
"based off the 
number, the ratio of 
students that I had 
who were special ed" 

  

As the in vivo phase of the coding process allowed for splitting the text of the interview 

transcripts into verbatim words and phrases in the hope of gleaning actual meaning from the 

participant experiences, the holistic phase of the coding process presented the opportunity to 

grasp the basic meaning of the data by absorbing it as a whole. In contrast to the splitting line by 

line analysis of in vivo coding, holistic coding allowed for analysis with a lump it all together 
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approach. Holistic coding was the next logical step of the analysis process. However, it is worth 

noting I originally planned to code the data holistically as a first step but found it made much 

more sense to take advantage of the paraphrased nature of the In Vivo words and phrases to 

construct a holistic view as a second step. Table 9 reflects a sample of the designed data matrix 

for the current study to include the holistic phase of data analysis. The fields shaded in grey 

highlight the holistic codes added to the matrix for the same single participant in the general 

education teacher homogeneous group in response to interview protocol questions 1 - 3. 

Table 9  

Sample from Data Matrix at Holistic Phase of Analysis (General Education) 

Participant: 1.Describe the 
working relationship 
between you and the 
multiple education 
professionals 
assigned to your 
classroom. 

2.How does it make 
you feel for other 
education 
professionals to be 
present in your 
classroom. 

3.What factors 
influence how other 
educational 
professionals are 
placed in your 
classroom? 

#3  
Math 

POSITIVE/COLLAB
ORATIVE 
EXPERIENCE 

HELPFUL/SUPPOR
TIVE 
ENVIRONMENT 

LEADING FACTOR 
SPECIAL ED 

 "unique" 
"tries to help" 
"co-teach" 
"do intervention" 
"make them feel just 
as important as you 
are" 
"use them as an 
assistant" 
"treated them just like 
they had an educator's 
degree" 
"treat them in a 
professional way" 
"pretty good 
dialogue" 
"collaboration" 

"nervous" 
(administrator) 
"makes you feel like 
you've got some help" 
"they've kind of got 
your back and you've 
got theirs" 
"help in case you 
make a mistake or 
they make a mistake" 
"help correct each 
other" 
"(As long as you've 
got somebody 
working with you) it 
feels good to have 
someone in there" 

"it's based on the 
number of special ed 
students" 
"based off the 
number, the ratio of 
students that I had 
who were special ed" 
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 Upon completion of the In Vivo and Holistic analysis of the interview transcripts for all 

participants in both homogeneous groups, I embarked on the business of identifying potential 

emergent codes from each group for both of the research questions guiding the study. Using the 

identified coding schemes as a guide as well as the analyzed data from all participant interview 

transcripts, I began to compile a list of potential codes. I chose to represent the possible emergent 

codes graphically and in table form by participant within each homogeneous group (Table 10). 

Possible emergent codes were originally noted within the respective analytic memo of each 

participant but representing the possible codes by participant within each homogeneous in table 

form allowed for much more effective analysis of commonalities and differences.  

Table 10  

Sample from Data Matrix for Possible Emergent Codes - General Education (by participant) 

Participant Emergent Codes  
(Research Question #1) 

Emergent Codes  
(Research Question #2) 

#3 - Math ● Co-Teach 
● Intervention 
● Assistant 
● Collaborate 
● Help (students, each other, 

supervise/observe) 
● Build relationships 
● Manage/Motivate students 
● Unique 
● Helped 
● Empowered 
● Professional respect 
● Good dialogue/communication 
● Nervous (administration) 
● Supported 
● Differing levels of content 

knowledge 

● Collaboration 
● Support 
● Admin as Info only provider 

(who is assigned to your 
class) 

● Follow up support (“They 
don’t come”) 

● Common planning (away 
from students) 

● Keep teams together over 
time 

● Collaborative 
● Supportive 
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● Negative impact when not on 
same page 

● Positive impact when 
relationship is established 

● Growth through planning 
 

 

 Once possible emergent codes had been identified from each participant representing 

both homogeneous groups, the next logical step was to determine which potential codes 

materialized from analysis of a comprehensive list of all the potential codes from both groups. 

This identification and confirmation process was accomplished by listing and tallying by 

frequency the number of times a potential code appeared in the comprehensive list of all 

potential codes. If a potential emergent code from an individual participant was duplicated in this 

step of the data analysis, it was listed once but added to the tally count for that particular code. 

Once the tally process was complete any potential codes determined to be almost identical were 

combined into one. This deliberate and comprehensive data analysis process allowed codes truly 

emergent and reflective of the participant’s experiences to surface and facilitated the process of 

identifying the larger themes central to answering the questions presented by the current study.  

The logic for how individual emergent codes are linked to identify the larger themes 

associated with the current study ultimately begins with a return to the research questions 

themselves. These questions are central to the study. They served as the launching point for a 

journey of data analysis that led from a broad or general starting place which wound its way 

through narrow paths of information and eventually to the destination of establishing the basis 

for larger themes which in the end answer the very questions that began the journey. With the 

direction of the research questions and coding schemes driven by those same questions, the trek 

through data analysis led to emergent codes grounded solidly in the experiences of the study 
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participants. Once identified, these emergent codes merged to form strong themes which will 

attempt to answer the research questions serving as the backbone of this study. 

Research Question Data Presentation 

 After complete analysis of the data collected for the current study, codes and themes 

emerged from each homogeneous group specific to both research questions central to the study. 

The analyzed data from each homogeneous group will now be presented by research question in 

data-display and narrative form to begin telling the story the collected data has to tell and answer 

the question: What is the data actually saying? Once the data has been presented by research 

question and each homogeneous group, the commonalities and differences across each respective 

group will be identified. 

Research Question #1  

What is the nature of the working relationship between secondary general education   

teachers and the multiple education professionals assigned to their classrooms? 

 

Emergent codes from general education teachers in response to research question #1 

combine to form five strong themes. These themes solidified through analysis of the specific 

emergent codes in order to establish logical patterns which allowed them to travel from the 

specific to the general. Qualitative researchers build patterns, categories, and themes from the 

“bottom up” by organizing the data inductively into increasingly more abstract units of 

information. Utilizing this type of logic required the use of complex reasoning skills throughout 

the research process. Metaphorically speaking, the codes served as bricks for the building of 

walls which, when constructed, represented themes and possible answers to the research 

questions guiding every aspect of the study. I will begin by presenting and describing each 
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individual code or brick that emerged from the data, then shift to a description of the walls or 

themes themselves as well as how they were constructed. Exemplary quotes providing thick, rich 

descriptions may be cited as further evidence in support of emergent themes. Codes associated 

with research question #1 from general education teachers are presented first in data display form 

(Table 11). 
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Table 11  

Emergent Codes - Research Question #1 (General Education) 

Emergent Codes - Research Question #1 (General 
Education) 

Established Relationships  
Assistance  

Collaboration  
Lack of Clearly Defined Roles/Expectations  

Accommodating 
Co-Teaching/Planning  
Meeting Student Needs  
Positive Environment  

Communication  
Provide Services  

Build Relationships  
Professional Respect  

Manage/Motivate Students  
Personality  
Threatening  
Frustrating  

 

Emergent Code Descriptions - Research Question #1 (General Education) 

 It is important and necessary to understand the descriptive nature of each emergent code 

in the context of the current study. Description of the emergent codes maintains proper attention 

on the actual meaning conveyed by the study participants and keeps the researcher focused on 

the meaning that the participants hold about the problem or issue, not the meaning  the researcher 

may bring from other sources or personal experience. Narrative descriptions of each emergent 

code from general education teachers associated with research question #1 are as follows: 

● Established Relationships - Relationships established between general education 

teachers and the multiple education professionals assigned to their classrooms either by 

prior professional or personal acquaintance or through a process of getting to know each 

other prior to entering the working relationship. 
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● Assistance - Actions carried out by the multiple education professionals assigned to the 

classroom interpreted as being helpful at the most basic level. Actions such as student 

supervision, student conflict resolution, and distributing as well as collecting classroom 

materials fall into this category. 

● Collaboration - An approach that allows both teachers to work alongside each other as a 

team. The belief that the combination of both teachers together is more effective than the 

two as separate entities.  

● Lack of Clearly Defined Roles/Expectations - The absence of explicitly defined roles 

and expectations for the partnership of the general education teacher and the multiple 

education professional assigned to their classroom often leads to ambiguity, tension, and 

a trial and error atmosphere. 

● Accommodating - Effort on the part of the multiple education professional assigned to 

the general education classroom to support the general education teacher regardless of the 

outcome. The focus here is on the desire to be supportive. 

● Co-Teaching/Planning - Focus from both the general education teacher and the multiple 

education professional assigned to the classroom on the importance and impact of the 

specific processes of planning lessons beforehand and teaching them together as partners 

within the classroom. 

● Meeting Student Needs - The act of identifying and making every effort to assist students 

no matter the nature of their needs. These needs may be academic, physical or emotional. 

● Positive Environment - The atmosphere within the classroom is impacted in an 

affirmative manner by the presence of another education professional. This impact could 

be in the form of support for the teacher or the students. 
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● Communication - Dialogue, whether open or closed, taking place between the general 

education teacher and the multiple education professional assigned to their classroom. 

● Provide Services - Provision of specialized services designed to assist students with 

identified needs through Individualized Education (IEP) or 504 plans. 

● Build Relationships - The act of establishing relationships not already formed between 

the general education teacher and the multiple education professional assigned to their 

classroom. 

● Professional Respect - The belief that appreciation and consideration for the roles being 

performed by all professionals assigned to an educational setting must be present. 

● Manage/Motivate Students - The act of addressing motivation and behavioral issues at 

the individual student level. 

● Personality - The quirks or traits of individual teachers assigned to classrooms and the 

impact it may have on their working relationship. 

● Threatening - The belief that the multiple education professional assigned to the general 

education classroom is present for a purpose that could potentially harm the general 

education teacher. This typically manifests itself when the teacher assigned to the 

classroom is perceived as an evaluator. 

● Frustrating - Feelings of dissatisfaction on the part of the teacher(s) possibly resulting 

from issues such as poor communication, unfamiliarity with the other teacher, or lack of 

clearly defined roles/expectations.  

Emergent codes associated with research question #1 from general education teachers are now 

presented in data display form representing frequency of occurrence (Chart 1). 
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Chart 1 

 
Emergent Code Frequency - Research Question #1 (General Education) 

 

Emergent Theme Descriptions - Research Question #1 (General Education) 

It is now important and necessary to both identify and move toward an understanding of 

the descriptive nature of each of the five emergent themes as well as how they were constructed 

in the context of the current study. The five themes emerging from the presented and described 

codes from the general education teacher homogeneous group associated with research question 

#1 are: 

1. Relationship Contingent  

2. Helpful 

3. Supportive 
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4. Collaborative 

5. Challenging 

These themes are represented in order of significance as determined by the support of emergent 

codes leading to their construction. Emergent themes are presented in data-display (Tables 12 - 

16) as well as narrative form.  

Table 12  

Theme 1 - Research Question #1 (General Education) 

THEME 1 - Relationship Contingent 

Established Relationships 
Building Relationships 
Professional Respect 

Personality 
 

Relationship Contingent - Constructed from the emergent codes Established Relationships, 

Building Relationships, Professional Respect, and Personality. Grounded in the theory that the 

nature of the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms is impacted by the status of the personal relationship 

itself.  

General education study participant #1 attributes success in a collaborative environment to 

having a quality prior relationship with an instructional coach: 

This instructional coach in particular, I feel very comfortable. Because before they were 
an instructional coach they were, I had experience working with this person as a fellow 
teacher as well. So I have experience with them where we were sort of colleagues, same 
in the classroom, and not just coming in as somebody that has been removed from 
teaching in the classroom for multiple years and think that, “hey, this person is trying to 
tell me what to do”. I have had a working relationship with this person for a long time 
and it helps that I know them when they come into my classroom. 
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General education study participant #12 is a strong in the belief that intentional time should be 

set aside for faculty team members to build and establish relationships: 

I think that just forming those relationships initially, I read in one of my books when I 
was doing my Master’s in Administration that, sometimes to start the year off you can do 
ice breakers and just get your faculty and staff to know each other through simple things. 
It doesn’t have to be educational. It can be games and icebreakers and things like that just 
to form that relationship. So, I think for a paraprofessional or special education teacher to 
work well with a general education teacher that relationship has to be there. Because if 
you don’t have a relationship with somebody that you’re working so closely with to help 
better students, I think that it is not going to be effective if personalities clash from the 
beginning. You’re not going to have a good year. So I think one way they can prepare is 
maybe at the beginning of the year is just to do icebreakers or maybe have a faculty and 
staff cookout. It can be so many different things. But, one thing that did stand out to me 
when I was doing an assignment or reading a book, I don’t remember, there were so 
many, but it talked about the importance of having your faculty and staff get to know 
each other at the beginning of the year. It could be, like I said, through a million different 
things but it doesn’t even have to revolve around education. So, just forming those 
relationships. 

 

Table 13  

Theme 2 - Research Question #1 (General Education) 

THEME 2 - Helpful 

Assistance 
Meeting Student Needs 

Providing Services 
Manage/Motivate Students 

 

Helpful - Constructed from the emergent codes Assistance, Meeting Student Needs, Providing 

Services, and Manage/Motivate Students. Grounded in the theory that the nature of the working 

relationship between general education teachers and the multiple education professionals 

assigned to their classrooms is impacted by the level of assistance received. 
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General education study participant #2 confirms the benefits of assistance and meeting student 

needs through an experience with a helpful special education colleague assigned to the her 

classroom: 

She was wonderful and was with me for several years so she knew kind of how things 
ran. She would a lot of times just pull small groups, and not all the kids she pulled 
necessarily had an IEP, like some of them did; but, if she knew they were behind on their 
reading or needed help, she would just take that initiative to do that because she knew I 
was OK with it. She would pull small groups and would go out in the hall and read 
chapters and things like that. It was just a big help to me. I remember that it was always 
great working with her.  
 

General Education study participant #10 points out that the professional assigned to her 

classroom is helpful in the management of her students: 

Look. Ms. Holloway’s coming in. Y’all know her. I know her. Just ignore her. She’s here 
for me.” And, we have class. So, the students actually welcome them and I welcome 
them because they can come out and they’ll tell me, “I noticed this in the back of your 
classroom when you had your back turned or when you were helping another student.” 
“Did you know this was going on?” And, I’ve always welcomed them coming in. I’ve 
never been afraid of a teacher coming into my classroom. 

 
Table 14  

Theme 3 - Research Question #1 (General Education) 

THEME 3 - Supportive 

Accommodating 
Positive Environment 

Communication 
 

Supportive - Constructed from the emergent codes Accommodating, Positive Environment, and 

Communication. Grounded in the theory that the nature of the working relationship between 

general education teachers and the multiple education professionals assigned to their classrooms 

is impacted by the amount and type of personal support received. 
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General education study participant #3 shares that having a special education colleague assigned 

to his classroom made him feel supported: 

When it’s a special ed inclusion teacher, it makes you feel like you’ve got some help, like 
you’re not by yourself. You’ve got someone in there who sees what you’re doing and 
they’ve kind of got your back and you’ve got theirs. Not in a bad way, but they can help 
in case you make a mistake or they make a mistake, you can help correct each other or 
whatever. I think that’s how it makes you feel. As long as you’ve got somebody working 
with you, it feels good to have someone in there.  

 
General Education study participant #1 also affirms the role of a supportive instructional coach 

assigned to the classroom: 

It truly is to support. Its support, it’s guidance. It’s somebody to plan with, bounce ideas 
off of, get feedback on lessons. I mean, she is very good about follow-up and having 
debrief sessions after she’s observed. Always telling us, starting off with, “hey this is 
what I saw that I liked. You know, and these are some things I saw that I’m giving you 
some feedback on to try differently”. It’s never in a critical manner, that hey you did this 
wrong. It’s “this is what I saw that you know this was going on. Maybe you can try this 
strategy next or maybe this activity and whatnot. And it always ends with something you 
know you can build on and work with for the next lesson.  
 

Table 15  

Theme 4 - Research Question #1 (General Education) 

THEME 4 - Collaborative 

Collaboration 
Co-Teaching/Planning 

 

Collaborative - Constructed from the emergent codes Collaboration and Co-Teaching/Planning. 

Grounded in the theory that the nature of the working relationship between general education 

teachers and the multiple education professionals assigned to their classrooms is impacted by the 

sense that both teachers work alongside each other as a team. 

General education study participant #10 emphasizes the importance of working together as a 

team in order to help students pass their classes and ultimately graduate: 
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Because we’re a team. We both want the student to ultimately pass all of his classes and 
graduate. So, we work as a team. We have to work as a team. We have to be the 
cheerleader and the support for that student because we may be the only ones doing so. 
How do we do it? We communicate, and I cannot stress that enough… 

General education study participant #11 believes that a collaborative environment allows 

students to receive the maximum amount of support possible: 

I worked very closely with a collaborative educator for about five or six years. One thing 
that she said that was really profound was she always told her students at the beginning of 
the year, “Everybody needs extra help with something.” Whether it’s life skills, math, 
English, or whatever. I think that is a profound statement to make to students because I 
think they fall into that rut where they think they’re dumb or whatever. And, they can 
become embarrassed. The collaborative educator doesn’t want to single these students 
out. Their role in my classroom, that’s something we talk about, I want that other 
professional to be somebody that is assisting everybody so nobody feels singled out. That 
would make certain that those individual students are receiving as much support as they 
need. Having that collaborative educator in the classroom is such a support for me. 
Because, the biggest struggle I face is trying to provide all these accommodations and all 
these learning opportunities for all students. So, I find their purpose is dual. It’s not just 
for students. It’s also for me. For the other education professionals, I would say that their 
purpose is to provide as much support for teachers as possible… 

 
Table 16  

Theme 5 - Research Question #1 (General Education) 

THEME 5 - Challenging 

Lack of Clearly Defined Roles/Expectations 
Threatening 
Frustrating 

 

Challenging - Constructed from the emergent codes Lack of Clearly Defined Roles/Expectations, 

Threatening, and Frustrating. Grounded in the theory that the nature of the working relationship 

between general education teachers and the multiple education professionals assigned to their 

classrooms is impacted by specific challenges. 
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General Education study participant #11 stressed the significance of a clearly defined purpose 

and that often if problems occur it is due to confusion over unclear boundaries: 

I think it’s significant to outline everyone’s purpose. I think when everybody has a clear 
idea of what their purpose is and what others’ purposes are when they come into your 
classroom or when they ask you questions, I think that could be a game-changer. More 
often than not, I think that problems lie when there’s that confusion and unclear 
boundaries. If things were just clarified a little better on the front end, that could make a 
very positive change. 

 
General education study participant #13 highlighted some frustrations associated with another 

professional being present in the classroom: 

I can only think of, in all these years, I can only think of two negative experiences that 
I’ve had. One was where the person assigned to my room was getting the kids more riled 
up during lectures or group work and it was being counterproductive. She was kind of 
egging them on, talking about things that weren’t related to the class so it was almost 
where I had to redirect her to get on topic so the kids could. She was being more of a 
distraction so I simply pulled her out to the hallway so the kids didn’t know what was 
going on and, under the guise if I needed her to do something else for me, and I was like, 
look, you’ve gotta stop with all the personal talk and stuff because I can’t let the kids do 
that and you’re getting them off topic. So, we were able to squash it really quickly and 
she was back in and we were good. Then the other time I had one to come to me in the 
middle of a class trying to demand some makeup work for one of her students from a 
different class, and just interrupted, saw what was going on, and the kids looked at me 
and I looked at her and said, “This is not the time nor the place. We can discuss this in 
between classes or after school but you’re gonna have to go. We’re not doing this right 
now.” It was more of she needed something immediately and she wasn’t going to get it. 
So, that was a class she was interrupting that had nothing to do with her. But, I had to put 
that down. But, everything else has been fairly positive with having someone in the room. 
I don’t like it when they’re there and they just sort of sit in the back corner and they 
aren’t really paying attention or they’re not really doing anything. 

 
Emergent Code Descriptions - Research Question #1 (Multiple Education) 

Emergent codes from multiple education teachers in response to research question #1 

combine to form six strong themes. These themes solidified through analysis of the specific 

emergent codes in order to establish logical patterns which allowed them to travel from the 
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specific to the general. Codes associated with research question #1 from multiple education 

teachers are presented first in data display form (Table 17). 

Table 17  

Emergent Codes - Research Question #1 (Multiple Education) 

Emergent Codes - Research Question #1 (Multiple 
Education) 

Collaborative Benefits 
Building Relationships  

Assistance  
Co-Teaching/Planning 
Student Needs Priority 

Clarity of Roles/Expectations 
Resistance 

Positive Environment  
New Teaching Methods 

Classroom Assignment Importance  
Flexibility 

Administrative Support/Knowledge  
Providing Student Services  

Counselor Support  
Communication  
Lack of Training  

Scheduling/Logistics  
 

Narrative descriptions of each emergent code from multiple education teachers associated with 

research question #1 are as follows: 

● Collaborative Benefits - Positive effects from both teachers working alongside each other 

as a team. The belief that the combination of both teachers together is more effective than 

the two as separate entities. 

● Building Relationships - The act of establishing relationships not already formed 

between the general education teacher and the multiple education professional assigned 

to their classroom. 
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● Assistance - Actions carried out by both parties interpreted as being helpful at the most 

basic level. Actions such as student supervision, student conflict resolution, and 

distributing as well as collecting classroom materials fall into this category. 

● Co-Teaching/Planning - Focus from both the general education teacher and the multiple 

education professional assigned to the classroom on the importance and impact of the 

specific processes of planning lessons beforehand and teaching them together as partners 

within the classroom. 

● Student Needs Priority - The act of prioritizing and making every effort to assist students 

no matter the nature of their needs. These needs may be academic, physical or emotional. 

● Clarity of Roles/Expectations - Explicitly defined roles and expectations for the 

partnership of the general education teacher and the multiple education professional 

assigned to their classroom. 

● Resistance - Opposition on the part of either the general education teacher or the multiple 

education professional to placement in the classroom. 

● Positive Environment - The atmosphere within the classroom is impacted in an 

affirmative manner by the presence of another education professional. This impact could 

be in the form of support for the teacher or the students. 

● New Teaching Methods - Exposure to innovative or creative teaching styles or strategies 

allowing the general education or multiple education professionals to grow in the area of 

content delivery methodology. 

● Classroom Assignment Importance - The significance or impact of the decision 

regarding which multiple education professionals are assigned to which general education 

classroom. The consensus is it should be driven by student need. 
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● Flexibility - Willingness to address and possibly adjust factors such as classroom design, 

curriculum, or personnel assignments based on teacher and/or student needs. 

● Administrative Support/Knowledge - Continuous support from administration within the 

before, during, and after phases of the collaborative teacher relationship to include 

reasonable knowledge of special education. 

● Providing Student Services - Provision of specialized services designed to assist students 

with identified needs through Individualized Education (IEP) or 504 plans. 

● Counselor Support - Positive encouragement and logistical support from school 

counselors especially in the area of scheduling. 

● Communication - Dialogue, whether open or closed, taking place between the general 

education teacher and the multiple education professional assigned to their classroom. 

● Lack of Training - Absence of proper professional development or preparation necessary 

to facilitate effective working relationship between the general education teacher and the 

multiple education professional assigned to the classroom. 

● Scheduling/Logistics - The importance of scheduling classes and assigning personnel 

that are the most ideal in order to meet the needs of the students.  

Emergent codes associated with research question #1 from multiple education teachers are now 

presented in data display form representing frequency of occurrence (Chart 2). 
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Emergent Code Frequency - Research Question #1 (Multiple Education) 

 

Emergent Theme Descriptions - Research Question #1 (Multiple Education) 

It is now important and necessary to both identify and move toward an understanding of 

the descriptive nature of each of the six emergent themes as well as how they were constructed in 

the context of the current study. The six themes emerging from the presented and described 

codes from the multiple education teacher homogeneous group associated with research question 

#1 are: 

1. Collaborative 

2. Challenging 

Chart 4 
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3. Helpful 

4. Student Needs Driven 

5. Supportive 

6. Relationship Contingent 

These themes are represented in order of significance as determined by the support of emergent 

codes leading to their construction. Emergent themes are presented in data-display (Tables 18 - 

23) as well as narrative form.  

Table 18  

Theme 1 - Research Question #1 (Multiple Education) 

THEME 1 - Collaborative 

Collaborative Benefits 
Co-Teaching/Planning 

 

Collaborative - Constructed from the emergent codes Collaborative Benefits and Co-

Teaching/Planning. Grounded in the theory that the nature of the working relationship between 

general education teachers and the multiple education professionals assigned to their classrooms 

is impacted by the sense that both teachers and students benefit when both teachers work 

alongside each other as a team. 

Multiple education study participant #17 relates that students in a collaborative environment can 

discern when teaching are working together: 

I definitely think, and you can tell, the kids can tell, when you get along and when you 
don’t for one thing. But, also, a lot of times the special education teacher, I think, will 
feel like they’re just, and the students will think, you’re not the real teacher, that the other 
one’s in charge and they’re just kind of there because they have to be just as kind of a 
helper. And, I think student achievement is better when the general education teacher in 
the classroom recognizes and explains that, and the students can tell the two teachers are 



174 

working together and they’re on the same level and they’re both very capable of teaching 
the students.  

Table 19  

Theme 2 - Research Question #1 (Multiple Education) 

THEME 2 - Challenging 

Clarity of Roles/Expectations 
Resistance 

Administrative Support/Knowledge 
Lack of Training 

 

Challenging - Constructed from the emergent codes Clarity of Roles/Expectations, Resistance, 

Administrative Support/Knowledge, and Lack of Training. Grounded in the theory that the nature 

of the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms is impacted by specific challenges. 

Multiple education study participant #15 shares that resistance on the part of general education 

teachers may be related to control of information in the classroom: 

I think it’s just there, they (general education teachers) have that old school mentality 
way of thinking and it’s, they want to be the top dog I guess in class and they, if they get 
information, they want it to be from them and not from anyone else. I don’t know if it's 
because they think you can lead the students astray with information or if it’s just 
wanting to show that dominance in the class. 

 

Table 20  

Theme 3 - Research Question #1 (Multiple Education) 

THEME 3 - Helpful 

Assistance 
New Teaching Methods 

 

Helpful - Constructed from the emergent codes Assistance and New Teaching Methods. 

Grounded in the theory that the nature of the working relationship between general education 
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teachers and the multiple education professionals assigned to their classrooms is impacted by the 

level of assistance received and potential for pedagogical growth. 

Multiple education study participant #5 communicates how important it is, at times, for the 

general education teacher to feel like they have assistance when it is necessary: 

In 10th grade I was working with a teacher a lot and, um, a couple of times she was 
overwhelmed and had a lot of SPED people and the person didn’t come to support them 
and she’d be like, you know, I don’t know what I’m gonna do. And, I’d be like, well, let 
me just take them in a room. So it kind of got to be where I was a little bit in that role, 
too, at times because my job is to pick up what gets dropped, I think. I don’t know that’s 
necessarily what the school board thinks; but, if I’m supposed to impact students 
wherever I’m at, I don’t care if I pack their lunch, pick up their trash… 

Table 21  

Theme 4 - Research Question #1 (Multiple Education) 

THEME 4 - Student Needs Driven 

Student Needs Priority 
Classroom Assignment Importance 

Providing Student Services 
Scheduling/Logistics 

 

Student Needs Driven - Constructed from the emergent codes Student Needs Priority, 

Classroom Assignment Importance, Providing Student Services, and Scheduling/Logistics. 

Grounded in the theory that the nature of the working relationship between general education 

teachers and the multiple education professionals assigned to their classrooms is impacted by the 

needs of the students within the classroom. 

Multiple education study participant #6 focuses on the importance of utilizing data to prioritize 

student needs as well as effective methods to address those needs: 

And, our 10th grade data went up in English and we were really excited, and you could 
see it kind of trending up, this year. I think that’s definitely due to the work we’ve been 
putting in and breaking down our standards and aligning our proficiency skills and 
getting the big chart, you know the item analysis and breaking those down and seeing 
what our weak areas are. We’re very data driven and that’s all core subjects, not just 
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ELA. And, I think that’s district-wide. When we go and have our leadership team 
meetings, we present our data, we truly have to know our data to be able to talk about it. 
It’s something that we want to see growing. 

Table 22  

Theme 5 - Research Question #1 (Multiple Education) 

THEME 5 - Supportive 

Positive Environment 
Flexibility 

Communication 
Counselor Support 

 

Supportive - Constructed from the emergent codes Positive Environment, Flexibility, 

Communication, and Counselor Support. Grounded in the theory that the nature of the working 

relationship between general education teachers and the multiple education professionals 

assigned to their classrooms is impacted by the amount and type of personal support received. 

Multiple education study participant #7 cites an experience where flexibility in designing a daily 

schedule led to support of a challenging student which in turn allowed the general education 

teacher to focus on the entire class: 

I guess I can use the example of one of my students, he has a severe behavior problem. 
So, I spent a lot of the day with him after I figured out his behavior problem was pretty 
bad. He was always getting written up so I was like, well, what is it? Let me change 
around my schedule so I can always be in the classroom with him. So, once I went into 
the classroom with him because I had that good relationship with him it kind of calmed 
him down and the teacher was able to, the other students, you know they weren’t joining 
in to aggravate him because I was there. And, he was able to be more aware of his 
behavior because I was there. Also, having another adult in the classroom is just a 
reinforcement period with the classroom management. With a class of 30 like I 
mentioned before, just me being there, if I didn’t even pull out anyone it just wasn’t as 
chaotic as she had to deal with before. 
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Table 23  

Theme 6 - Research Question #1 (Multiple Education) 

THEME 6 - Relationship Contingent 

Building Relationships 
 

Relationship Contingent - Constructed from the emergent code Building Relationships. 

Grounded in the theory that the nature of the working relationship between general education 

teachers and the multiple education professionals assigned to their classrooms is impacted by the 

status and quality of the personal relationship itself. 

Multiple education study participant #4 addresses the time required to build relationships that 

allow for effective collaboration: 

All day, yeah, the only thing that we did separately from each other were intervention 
classes. I taught intervention classes and she taught enrichment classes two times a day, 
very small blocks of time. But, three periods of like 85 minutes we were together. So, the 
time helped to build the relationship. But, I mean, I can say from experience that if 
there’s no relationship, it’s pretty difficult. 

 
Commonalities/Differences Between Homogeneous Study Groups - Research Question #1 

 After presenting and describing the emergent codes and themes from each of the 

homogeneous groups representing general education teachers and the multiple education 

professionals assigned to their classrooms, it is now important and necessary to identify 

commonalities and differences between the two groups at the emergent code as well as theme 

level. The two groups shared a total of nine emergent codes in common while each separate 

group produced differing codes of their own. The general education group produced a total of 

seven codes specific to itself while the multiple education group produced a total of eight 
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differing codes. Table 24 displays the commonalities and differences between the two 

homogeneous groups at the emergent code level. 

Table 24  

Emergent Code Commonalities and Differences Between Homogeneous Groups - Research 
Question #1 

General Education 
Specific Codes  

Emergent Code 
Commonalities 

Multiple Education 
Specific Codes 

● Established 
Relationships 

● Accommodating 
● Professional Respect 
● Manage/Motivate 

Students 
● Personality 
● Threatening 
● Frustrating 

● Assistance 
● Collaboration/ 

Collaborative Benefits 
● Building 

Relationships 
● Co-Teaching/Planning 
● Clearly 

Defined/Clarity of 
Roles/Expectations 

● Positive Environment 
● Provide Student 

Services 
● Communication 
● Student Needs 

Priority/Meeting 
Student Needs 

● Resistance 
● New Teaching 

Methods 
● Classroom 

Assignment 
Importance 

● Flexibility 
● Admin 

Support/Knowledge 
● Counselor Support 
● Lack of Training 
● Scheduling/Logistics 

 

The general education group produced a total of five themes specific to itself while the 

multiple education group produced a total of six themes. The two homogeneous groups shared 

five out of the six emergent codes in common. A Venn diagram will display the commonalities 

and differences between the two homogeneous groups at the emergent theme level (Diagram 1). 
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Diagram 1  

Emergent Theme Commonalities and Differences Between Homogeneous Groups - Research 
Question #1 

 

 Complete analysis of the data collected from the two homogeneous groups selected for 

the current study representing general education teachers and the multiple education 

professionals assigned to their classrooms reveals potential answers to research question #1. The 

emergent themes suggest the nature of the working relationship between general education 

teachers and the multiple education professionals assigned to their classrooms is: 

1. Helpful 

2. Supportive  

3. Relationship Contingent  

4. Collaborative 

5. Student Needs Driven  

6. Challenging 
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Research Question #2 

In light of these relationships, how might educational leaders better facilitate effective 

working relationships between general education teachers and the multiple education 

professionals in their classrooms? 

 Emergent codes from general education teachers in response to research question #2 

combine to form four strong themes. These themes solidified through analysis of the specific 

emergent codes in order to establish logical patterns which allowed them to travel from the 

specific to the general. Codes associated with research question # from general education 

teachers are presented first in data display form (Table 25). 

Table 25  

Emergent Codes - Research Question #2 (General Education) 

Emergent Codes - Research Question #2 (General 
Education) 

Support  
Collaboration  

Administrative Awareness  
Common Planning  

Clearly Defined Roles/Expectations  
Build Relationships  

Communication  
Establish Relationships Beforehand  

Flexibility  
Non-Evaluative  

Administrative Follow-Up  
Student Needs  

Administrator as Information Only  
Administration Determines Placement  

Post Planning  
Professional Development  

Positive Environment  
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Narrative descriptions of each emergent code from general education teachers associated with 

research question #2 are as follows: 

● Support - Effort on the part of educational leaders to meet the needs of the general 

education teacher and multiple education professional assigned to their classroom for the 

purpose of facilitating an effective collaborative partnership. 

● Collaboration - Facilitation of an approach that allows both teachers to work alongside 

each other as a team based on the belief that the combination of both teachers together is 

more effective than the two as separate entities.  

● Administrative Awareness - Awareness, on the part of educational leaders, of the special 

education process, the goals of instructional coaching, and the fluid nature of working 

relationships. 

● Common Planning - Focus, on the part of educational leaders, on the importance and 

impact of intentional and designated common planning sessions to include the general 

education teacher and the multiple education professional assigned to their classroom. 

● Clearly Defined Roles/Expectations - Explicitly defined roles and expectations for the 

partnership of the general education teacher and the multiple education professional 

assigned to their classroom. 

● Build Relationships - Facilitate and plan for the establishment of relationships not 

already formed between the general education teacher and the multiple education 

professional assigned to their classroom. 

● Communication - Open ended dialogue taking place between educational leaders, 

general education teachers, and the multiple education professionals assigned to their 

classroom. 
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● Establish Relationships Beforehand - Planning for the establishment of relationships 

between general education teachers and the multiple education professionals assigned to 

their classrooms prior to actually entering the working relationship. 

● Flexibility - Willingness to address and possibly adjust factors such as classroom design, 

curriculum, or personnel assignments based on teacher and/or student needs. 

● Non-Evaluative - The role of the multiple education professionals assigned to general 

education classrooms should be free from the perception of an evaluative or judgemental 

component.  

● Administrative Follow-Up - Efforts, on the part of educational leaders, to be a participant 

in the evolving nature of established collaborative partnerships. 

● Student Needs - The act of prioritizing and making every effort to place the needs of 

students at the forefront of decision making as it relates to the collaborative partnership 

between general education teachers and the multiple education professionals assigned to 

their classrooms. These needs may be academic, physical or emotional. 

● Administrator as Information Only - The perception of educational leaders solely as 

providers of information and not full participants in the ongoing process of developing 

effective collaborative partnerships. 

● Administration Determines Placement - The impression that educational leaders often 

unilaterally determine the placement of multiple education professionals within the 

general education classroom without input from the potential partners or properly 

analyzing student needs. 

● Post Planning - Planning taking place after the collaborative relationship comes to a 

close that takes into account what adjustments might be effective moving forward. 
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Emergent Code Frequency - Research Question #2 (General Education) 
Chart 7 

● Professional Development - Proper training or preparation necessary to facilitate 

effective working relationship between the general education teacher and the multiple 

education professional assigned to the classroom. 

● Positive Environment - The atmosphere within the classroom is impacted in an 

affirmative manner by the presence of another education professional. This impact could 

be in the form of support for the teacher or the students. 

Emergent codes associated with research question #2 from general education teachers are now 

presented in data display form representing frequency of occurrence (Chart 3). 
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Emergent Theme Descriptions - Research Question #2 (General Education) 

It is now important and necessary to both identify and move toward an understanding of 

the descriptive nature of each of the four emergent themes as well as how they were constructed 

in the context of the current study. The four themes emerging from the presented and described 

codes from the general education teacher homogeneous group associated with research question 

#2 are: 

1. Support 

2. Administrative Involvement 

3. Collaborative Planning 

4. Relationship Building 

These themes are represented in order of significance as determined by the support of emergent 

codes leading to their construction. Emergent themes are presented in data-display (Tables 26 - 

29) as well as narrative form.  

Table 26  

Theme 1 - Research Question #2 (General Education) 

THEME 1 - Support 

Support 
Communication 

Administrative Follow Up 
Non-Evaluative 

Professional Development  
 

Support - Constructed from the emergent codes support, communication, administrative follow 

up, non-evaluative, and professional development. Grounded in the theory that educational 

leaders might better facilitate effective working relationships between general education teachers 

and the multiple education professionals assigned to their classrooms through sustained support. 
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General education study participant #13 highlights the importance of sustained support through 

administrative follow up: 

So I think for administrators to also be flexible once the school year starts to where if 
things aren’t working, we may have to change some schedules. And, I know that’s a pain 
because once the schedules are done, you’re kind of locked in, you don’t have a lot of 
wiggle room. But, if something’s not working out then, yeah, we have to be open to 
getting something changed. It may be as easy as switching from one person to another, 
then it might be OK. I think the administrator can also listen in to, you know the special 
ed department, they do have their areas of strength. So, if you’ve got someone who’s 
stronger in English than math, let them take the English classes. So, knowing the 
strengths and weaknesses of your team can also benefit. 

 

Table 27  

Theme 2 - Research Question #2 (General Education) 

THEME 2 - Administrative Involvement 

Administrative Awareness 
Clearly Defined Roles/Expectation 

Student Needs 
Flexibility 

Administrator as Information Only 
Administration Determines Placement 

 

Administrative Involvement - Constructed from the emergent codes administrative awareness, 

clearly defined roles/expectations, student needs, flexibility, administrator as information only, 

and administration determines placement. Grounded in the theory that educational leaders might 

better facilitate effective working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms by elevating their level of 

involvement through more clearly defined roles/expectations, a higher level of awareness of the 

special education and instructional coaching process, and a willingness to be more flexible in 

placements based on student needs. 
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General education study participants #12 draws attention to the importance of administrative 

awareness of student and teacher combinations: 

I think that the administrators need to be aware, for sure, of the students coming up. Even 
though they won’t be in the classroom with them they need to know the needs those 
students have and possible situations that may occur or have occurred in the past. They 
need to carefully consider what teachers are going to work best with these students 
because sometimes it is a personality thing is what I have learned.I think that just the 
administrator supporting the teachers in taking careful consideration because at the end of 
the day he and the counselor have the decision as to, OK, Cunningham’s going to be in 
here 4th period; Wheeler’s going to be in here 5th period; where these teachers are going 
to work best with the students and with the teachers and just be aware of the students 
coming up from the middle school and who they’ll work best with and that type thing. 
So, I think they play a huge role just by being aware and supporting the teachers and the 
special education students.  

 
Table 28  

Theme 3 - Research Question #2 (General Education) 

THEME 3 - Collaborative Planning 

Collaboration 
Common Planning 

Post Planning 
 

Collaborative Planning - Constructed from the emergent codes collaboration, common 

planning, and post planning. Grounded in the theory that educational leaders might better 

facilitate effective working relationships between general education teachers and the multiple 

education professionals assigned to their classrooms by creating an environment that allows 

teachers to work collaboratively and providing intentional time for common and post planning. 

General education study participant #2 discusses the importance and components of having 

intentional time set aside with your professional partner for collaborative planning: 

I think to have some intentional time set aside, either during in-service or some time, just 
some intentional time set aside, especially new teachers, but all teachers, just to have 
some time set aside just to let them know what the expectations are from both sides. 
What would make the relationship most beneficial, like communication and, especially, 
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expectations and what it’s supposed to look like and give them time, give that pair time to 
kind of work through, at least a couple of times a 9 weeks to talk about how things are 
going to go, what unit they’re in, what the goals are for that unit, what the assessments 
are going to look like. So, that’s what I would kind of think is just to set aside that time 
for them to plan and communicate. 

 
Table 29  

Theme 4 - Research Question #2 (General Education) 

THEME 4 - Relationship Building 

Build Relationships 
Establish Relationships Beforehand 

Positive Environment 

 

Relationship Building - Constructed from the emergent codes build relationships, establish 

relationships beforehand, and positive environment. Grounded in the theory that educational 

leaders might better facilitate effective working relationships between general education teachers 

and the multiple education professionals assigned to their classrooms by acknowledging the 

importance of and providing opportunities for building and establishing relationships prior to 

onset of a collaborative partnership. 

General education study participant #10 shares an experience in which sharing something 

authentic regarding a disability helped establish a relationship with collaborative partners that led 

to a positive and open environment in the classroom: 

When I started teaching, I went to the PEY department, we were sitting there at lunch and 
I was sitting next to them, and I opened up to them. I’m dyslexic. I have a speech 
impediment. Later, I found out that I have a, what they call high-functioning, maybe 
autistic-kind of traits, and, I said, “I don’t know what to do. I know what to do if they are 
dyslexic. I know what to, you know, I need to know, and we opened that communication. 
And, I found out when that happened, if I’m honest and tell the PEY teacher my problem 
that I had in school and, back then, my school did not have that, you were either in the 
severe TMR class or you were in regular ed. I was not diagnosed with this until I went to 
college. But, I struggled in high school. And, because of my background, I feel like that 
has helped me so much with my students and I, I tell my students, this is what I grew up 
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with. And, by the way, I have a BS in Mathematics, pure math. I have an MSE in History. 
I’m triple certified; so, don’t tell me about...and then that opens them up. 

 

Emergent Code Descriptions - Research Question #2 (Multiple Education) 

Emergent codes from multiple education teachers in response to research question #2 

combine to form four strong themes. These themes solidified through analysis of the specific 

emergent codes in order to establish logical patterns which allowed them to travel from the 

specific to the general. Codes associated with research question #2 from multiple education 

teachers are presented first in data display form (Table 30). 

Table 30  

Emergent Codes - Research Question #2 (Multiple Education) 

Emergent Codes - Research Question #2 (Multiple Education) 

Clarity of Roles/Expectations  
Administrative Involvement/Guidance  

Common/Collaborative Planning 
Teacher/Student Needs Awareness  

Building Relationships 
Support 

Collaborative Environment 
Feedback/Celebrations 
Faculty Cohesiveness  

Equality in Roles  
 

Narrative descriptions of each emergent code from multiple education teachers associated with 

research question #2 are as follows: 

● Clarity of Roles/Expectations - Explicitly defined roles and expectations for the 

partnership of the general education teacher and the multiple education professional 

assigned to their classroom. 
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● Administrative Involvement/Guidance - Effort on the part of educational leaders to fully 

participate in the partnering of general education teachers and the multiple education 

professionals assigned to their classroom for the purpose of facilitating an effective 

collaborative relationship. 

● Common/Collaborative Planning - Focus, on the part of educational leaders, on the 

importance and impact of intentional and designated collaborative common planning 

sessions to include the general education teacher and the multiple education professional 

assigned to their classroom. 

● Teacher/Student Needs Awareness - The act of prioritizing and making every effort to 

place the needs of students and teachers at the forefront of decision making as it relates to 

the collaborative partnership between general education teachers and the multiple 

education professionals assigned to their classrooms. These needs may be academic, 

physical, or emotional. 

● Building Relationships - Facilitate and plan for the establishment of relationships not 

already formed between the general education teacher and the multiple education 

professional assigned to their classroom. 

● Support - Effort on the part of educational leaders to meet the needs of the general 

education teacher and multiple education professional assigned to their classroom for the 

purpose of facilitating an effective collaborative partnership. 

● Collaborative Environment - Facilitation of an approach that allows both teachers to 

work alongside each other as a team in an environment grounded in the belief that the 

combination of both teachers together is more effective than the two as separate entities.  
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● Feedback/Celebrations - Effort, on the part of educational leaders, to provide 

constructive feedback as well as celebrate accomplishments surrounding the collaborative 

relationship between general education teachers and the multiple education teachers 

assigned to their classrooms. 

● Faculty Cohesiveness - A deliberate effort to build relationships within an entire faculty 

in order to promote an overall collaborative mindset. 

● Equality in Roles - A clear understanding that the roles of both general education 

teachers and the multiple education professionals assigned to their classrooms are of 

equal value and importance. 

Emergent codes associated with research question #2 from multiple education teachers are now 

presented in data display form representing frequency of occurrence (Chart 4). 

Emergent Code Frequency - Research Question #2 (Multiple Education) 

Chart 10 
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Emergent Theme Descriptions - Research Question #2 (Multiple Education) 

It is now important and necessary to both identify and move toward an understanding of 

the descriptive nature of each of the four emergent themes as well as how they were constructed 

in the context of the current study. The four themes emerging from the presented and described 

codes from the multiple education teacher homogeneous group associated with research question 

#2 are: 

1. Administrative Involvement 

2. Clarity of Roles/Expectations 

3. Collaborative Environment 

4. Support 

These themes are represented in order of significance as determined by the support of emergent 

codes leading to their construction. Emergent themes are presented in data-display (Tables 31 - 

34) as well as narrative form.  

Table 31  

Theme 1 - Research Question #2 (Multiple Education) 

THEME 1 - Administrative Involvement 

Administrative Involvement/Guidance 
Teacher/Student Needs Awareness 

Feedback/Celebrations 
 

Administrative Involvement - Constructed from the emergent codes administrative 

involvement/guidance, teacher/student needs awareness, and feedback/celebrations. Grounded in 

the theory that educational leaders might better facilitate effective working relationships between 

general education teachers and the multiple education professionals assigned to their classrooms 
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by elevating their level of involvement through more deliberate guidance, a higher level of 

awareness of the special education and instructional coaching process, and a willingness to 

provide constructive feedback as well as celebrate accomplishments. 

Multiple education study participant #18 makes the point that the involvement of educational 

leadership in defining expectations is very important especially with secondary school teachers 

partnering in a collaborative setting: 

We tend to be just kind of an island and aren’t maybe as accepting. So, I think that’s kind 
of the first step maybe is making them understand, hey, this person’s here to help you. 
They may not know everything about your content. They are not pretending they do. 
Like, I don’t know everything about upper level math or science but there are other ways 
that I can assist you. I also think that’s gotta come from the leadership to begin with. I 
think if it’s left up to the teachers to do that on their own they’re not going to. I think it 
has to be something the administrator has to do, an expectation the administrator puts out 
that this is something that I want you guys to do and here’s some parameters for that. 
And, I’m going to follow up and make sure that’s happening. I think on our own we 
aren’t just really welcoming to that. 

 
Table 32  

Theme 2 - Research Question #2 (Multiple Education) 

THEME 2 - Clarity of Roles/Expectations 

Clarity of Roles/Expectations 
Equality in Roles 

 

Clarity of Roles/Expectations - Constructed from the emergent codes clarity of 

roles/expectations and equality of roles. Grounded in the theory that educational leaders might 

better facilitate effective working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms by explicitly defining the roles and 

expectations associated with the collaborative partnership.  
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Table 33  

Theme 3 - Research Question #2 (Multiple Education) 

THEME 3 - Collaborative Environment 

Common/Collaborative Planning 
Collaborative Environment 

 

Collaborative Environment - Constructed from the emergent codes common/collaborative 

planning and collaborative environment. Grounded in the theory that educational leaders might 

better facilitate effective working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms by fostering a culture that allows 

both teachers to work alongside each other as a team in an environment grounded in the belief 

that the combination of both teachers together is more effective than the two as separate entities.  

Multiple education study participant #5 relates a rewarding experience resulting from a 

collaborative partnership: 

But, like a positive experience I think, I worked this year with a 7th grade teacher that 
was quite resistant, and I think she’s been in education 26 or 27 years, mostly at the same 
school. And, I just remember one day I was still there after the bell rang and she said, “I 
just wanna tell you that I am so appreciative that you believe in me because I feel like 
everybody’s washed me away like I’m old and whatever. And, you’ve just given me a 
new sense of I wanna teach and I just am so thankful that you took time to work with 
me.” And, you know, she was very negative for a while but that was yesterday. Today’s a 
new day and so that was just like a good turning point moment. 

 

Table 34  

Theme 4 - Research Question #2 (Multiple Education) 

THEME 4 - Support 

Building Relationships 
Support 

Faculty Cohesiveness 
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Support - Constructed from the emergent codes building relationships, support, and faculty 

cohesiveness. Grounded in the theory that educational leaders might better facilitate effective 

working relationships between general education teachers and the multiple education 

professionals assigned to their classrooms through sustained support and opportunities to 

establish relationships. 

I think the support, we have programs, we have all the assessments and everything is 
done. I don’t think the support is the way I would see it. And, I say that because I think 
we need to have some programs where we can see those kids be able to succeed on to 
make them feel good in the classroom. I know there are times for whatever reason they 
may miss the class or get behind in a subject or assignment, yes, they have that extended 
time. But, sometimes it’s hard to get us, when I say us I mean the teachers, well, they 
usually leave it up to me to make the decision and I bring it to them as a suggestion to 
kind of get what we want out of that matter or to kind of help that student. I would like, 
and maybe I live in a fantasy world, to see where the support doesn’t always have to 
come from the special education teachers. I would like other outside agencies or 
programs to come in to work with these students which would also give them an 
opportunity to know that there’s other people who care about their education. I think that 
would be a bigger support outside other than a special education teacher or that core 
teacher. 

 

Commonalities/Differences Between Homogeneous Study Groups - Research Question #2 

 After presenting and describing the emergent codes and themes from each of the 

homogeneous groups representing general education teachers and the multiple education 

professionals assigned to their classrooms, it is now important and necessary to identify 

commonalities and differences between the two groups at the emergent code as well as theme 

level. The two groups shared a total of seven emergent codes in common while each separate 

group produced differing codes of their own. The general education group produced a total of 

nine codes specific to itself while the multiple education group produced a total of three differing 

codes. Table 35 displays the commonalities and differences between the two homogeneous 

groups at the emergent code level. 
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Table 35  

Emergent Code Commonalities and Differences Between Homogeneous Groups - Research 
Question #2 

General Education 
Specific Codes  

Emergent Code 
Commonalities 

Multiple Education 
Specific Codes 

● Communication 
● Flexibility 
● Non-Evaluative 
● Administrative Follow 

Up 
● Administrator as 

Information Only 
● Administration 

Determines Placement 
● Post-Planning 
● Professional 

Development 
● Positive Environment 

● Support 
● Collaboration/ 

Collaborative 
Environment 

● Administrative 
Awareness/ 
Involvement/ 
Guidance 

● Common/ 
Collaborative 
Planning 

● Clarity of 
Roles/Expectations 

● Build/Establish 
Relationships 

● Teacher/Student 
Needs Awareness 

● Feedback/ 
Celebrations 

● Faculty Cohesiveness 
● Equality in Roles 

 

The general education group produced a total of four themes specific to itself while the 

multiple education group produced a total of four themes as well. The two homogeneous groups 

shared 3 emergent codes in common. A Venn diagram will display the commonalities and 

differences between the two homogeneous groups at the emergent theme level (Diagram 2). 
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Diagram 2  

Emergent Theme Commonalities and Differences Between Homogeneous Groups - Research 
Question #2 

 

Complete analysis of the data collected from the two homogeneous groups selected for 

the current study representing general education teachers and the multiple education 

professionals assigned to their classrooms reveals potential answers to research question #2. The 

emergent themes suggest in light of the nature of their working relationships, educational leaders 

may better facilitate effective working relationships between general education teachers and the 

multiple education professionals assigned to their classrooms by:  

1.  Providing sustained support 

2. Becoming more involved administratively 

3. Providing intentional time to plan in order to develop a collaborative environment  

4. Focusing on the building of relationships 

5. Clearly defining roles and expectations 

Residual Data 

 At this point in the presentation of analyzed data it is important to examine the residual 

data arising from the current study. Residual data is data collected in the study that did not fit 

  

Multiple Education General Education 
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within emergent codes and themes. Residual data will be identified by each of the homogeneous 

groups sampled as it relates to each of the research questions central to this study. After 

identifying the residual data, I will reflect on the characteristics and meaning of these data as 

well as offer explanation as to why they did not fit into the emergent codes and themes from this 

particular study. Generally speaking, the residual data collected speaks more to the specific or 

tedious details connected to methods of instruction or intervention or level of importance given 

to certain content areas within individual classrooms. Neither of which are necessary to answer 

the research questions to determine the nature of the working relationship between general 

education teachers and the multiple education professionals assigned to their classrooms or, in 

light of these relationships, what educational leaders might do to facilitate more effective 

working relationships. 

 Residual data collected from the homogeneous sample group representing general 

education teachers associated with research question #1 fell into the following categories: 

Intervention Strategies - Specific approaches to the process of providing intervention or extra 

support to students who are struggling or dealing with interferences connected to different core 

academic content areas.  

Content Knowledge - The level of knowledge associated with specific academic core content 

areas such as math, English, science, and social studies. 

Math/English Priority - Focus on the academic content areas of math and English as the priority 

focus of multiple education professionals assigned to general education classrooms. 

ACT Prep - Review of academic content and overall guidance for test taking strategies in 

preparation for taking the ACT. 
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 Intervention strategies seemed to be a focus of general education teachers as a result of 

their general view that the multiple education teachers assigned to their classroom should be the 

main provider of intervention. This focus would often go into detail regarding what the general 

education teacher believed were the most effective specific means of intervention to include 

what type of software could be used to carry out intervention. Intervention strategies did not fit 

into the emergent codes or themes of this study due to the focus on the specific process of 

effective intervention which could in and of itself be the topic of a separate study  

 Content knowledge surfaced in interview transcripts from general education participants. 

In this context, the focus became more about which multiple education teachers assigned to their 

classrooms over the years possessed a higher level of knowledge in each of the core academic 

subjects areas of math, English, science, and social studies. These incidents were more anecdotal 

and centered on which multiple education teacher was better in their background knowledge of 

each subject. Content knowledge did not fit into the emergent codes or themes of this study as a 

result of the fact that even though the level of content knowledge possessed by multiple 

education teachers assigned to these general education classrooms might be interesting it did not 

seem to impact the nature of the working relationship. 

 Math and English as a priority was mentioned by general education interview 

participants in the form of opinion. The opinion of some of the general education teachers was 

that math and English was the priority focus of the multiple education professionals assigned to 

them regardless of the subject area of the classroom. This group believed even though math and 

English are often viewed as most important, the subject area actually being taught should be the 

primary focus. The other view believed that math and English should be the focus of the multiple 

education professionals assigned to them regardless of the subject area of the classroom. 
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Incidentally, general education teachers reflecting this view were math and English teachers. 

Math and English as a priority did not fit into the emergent codes and themes of this study since 

a debate over what content areas should receive most attention is not central to the understanding 

of the nature of the working relationship. Some general education interview participants also 

believed ACT prep should be part of the responsibility of multiple education teachers assigned to 

their classrooms. Again, this suggestion drifts over into the specific roles of collaborative 

partners within the classroom as opposed to the nature of the working relationship. Therefore, it 

was not included in the emergent codes and themes from this particular study. 

Residual data collected from the homogeneous sample group representing multiple 

education teachers associated with research question #1 fell into the following categories: 

Inclusion vs. Pull-Outs - The ongoing discussion or argument on the part of special education 

teachers assigned to general education classrooms over whether inclusion or pull-outs are the 

most effective way to meet the needs of students with special needs.  

Modeling - The act of teaching a lesson in a certain manner or employing a particular teaching 

strategy presented through demonstration. This particular definition is in reference to modeling 

by special education teachers or instructional coaches assigned to general education classrooms. 

 The debate over whether inclusion or pull-out is the most effective method for meeting 

the needs of students surfaced from some of the multiple education professional interview 

participants. This ongoing discussion places the focus on whether or not to utilize a particular 

method. The focus of research question #1 is not on particular methods of effective or ineffective 

instruction but on the nature of the working relationship so collected data from this category did 

not fit into the emergent codes or themes related to this study. Modeling as a practice also 

emerged from interviews with multiple education study participants. However, the focus of this 
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study is not centered on most effective or best practices within classrooms where general 

education teachers and multiple education professionals are working collaboratively. 

Consequently, modeling does not fit into the emergent codes or themes emerging from this study. 

 Data collected from the homogeneous sample group representing general education 

teachers associated with research question #2 did not glean any residual data. However, residual 

data collected from the homogeneous sample group representing multiple education teachers 

associated with research question #2 fell into the following category: 

Student Groupings - The manner in which students with special needs are grouped within 

general education classrooms being served collaboratively by special education teachers. 

 Analysis of data collected from multiple education study participants representing special 

education revealed a focus on the appropriate student groupings within the general education 

classrooms they serve. This focus is more on the manner in which students within the general 

education classroom should be grouped based on their needs and the skills of the special 

education teacher than the manner in which it impacts the effectiveness of the working 

relationship between the two collaborative partners. For this reason, it was not included in the 

emergent codes and themes emergent from this study. 

 Summary 

 In summary, the data collection and analysis process for the current study began with the 

identification of study participants located within geographically adjacent school district sites in 

Northeast Alabama willing to grant access to the researcher. These study participants combined 

to form two separate homogeneous groups of educators representing general education teachers 

and the multiple education professionals assigned to their classrooms. These two groups were 

derived directly from the research questions central to this study. Participants were interviewed 
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individually utilizing a set of interview protocol questions designed specifically for each 

homogeneous group. Once the data was collected the process shifted to analysis and determining 

what the participants actually said. The purpose of this analysis process has been to understand 

the essence of the phenomenon under study based on the experiences of the participants 

themselves.  

 The goal of this summary is to present the analyzed data associated with each research 

question from the current study without interpretation. Complete analysis of the data collected 

for the current study allowed codes and themes to emerge from each homogeneous group 

specific to both research questions central to the study. Therefore, data will be summarized by 

each research question as analyzed at the homogeneous level. Once data related to each research 

question is presented from each homogeneous group, commonalities and differences will be 

highlighted.  

Emergent codes from general education teachers in response to the first research question 

combine to form five strong themes. The emergent codes from general education teachers 

associated with research question #1 are Established Relationships, Assistance, Collaboration, 

Lack of Clearly Defined,Roles/Expectations, Accommodating, Co-Teaching/Planning, Meeting 

Student Needs, Positive Environment, Communication, Provide Services, Build Relationships, 

Professional Respect, Manage/Motivate Students, Personality, Threatening, and Frustrating. 

The five themes emerging from the described codes from the general education teacher 

homogeneous group associated with research question #1 are Relationship Contingent, Helpful, 

Supportive, Collaborative, and Challenging.  

Emergent codes from multiple education teachers in response to the first research 

question combine to form six strong themes. The emergent codes from multiple education 
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teachers associated with research question #1 are Collaborative Benefits, Building Relationships, 

Assistance, Co-Teaching/Planning, Student Needs Priority, Clarity of Roles/Expectations, 

Resistance, Positive Environment, New Teaching Methods, Classroom Assignment Importance, 

Flexibility, Administrative Support/Knowledge, Providing Student Services, Counselor Support, 

Communication, Lack of Training, and Scheduling/Logistics. The six themes emerging from the 

described codes from the multiple education teacher homogeneous group associated with 

research question #1 are Collaborative, Challenging, Helpful, Student Needs Driven, Supportive, 

and Relationship Contingent.  

 In relation to research question #1, the two homogeneous groups share a total of nine 

emergent codes in common while each separate group produced differing codes of their own. 

The general education group produced a total of seven codes specific to itself while the multiple 

education group produced a total of eight differing codes. The general education group produced 

a total of five themes specific to itself while the multiple education group produced a total of six 

themes. The two homogeneous groups shared five out of the six emergent themes in common. 

The five common themes are Helpful, Supportive, Relationship Contingent, Collaborative, and 

Challenging. The differing theme is Student Needs Driven. 

Emergent codes from general education teachers in response to the second research 

question combine to form four strong themes. The emergent codes from general education 

teachers associated with research question #2 are Support, Collaboration,Administrative 

Awareness, Common Planning, Clearly Defined Roles/Expectations, Build Relationships, 

Communication, Establish Relationships Beforehand, Flexibility, Non-Evaluative, Administrative 

Follow-Up, Student Needs, Administrator as Information Only, Administration Determines 

Placement, Post Planning, Professional Development, and Positive Environment. The four 
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themes emerging from the described codes from the general education teacher homogeneous 

group associated with research question #2 are Support, Administrative Involvement, 

Collaborative Planning, and Relationship Building.  

Emergent codes from multiple education teachers in response to the second research 

question combine to form four strong themes. The emergent codes from multiple education 

teachers associated with research question #2 are Clarity of Roles/Expectations, Administrative 

Involvement/Guidance, Common/Collaborative Planning, Teacher/Student Needs Awareness, 

Building Relationships, Support, Collaborative Environment, Feedback/Celebrations, Faculty 

Cohesiveness, and Equality in Roles. The four themes emerging from the described codes from 

the multiple education teacher homogeneous group associated with research question #2 are 

Administrative Involvement, Clarity of Roles/Expectations, Collaborative Environment, and 

Support.  

 In relation to research question #2, the two groups shared a total of seven emergent codes 

in common while each separate group produced differing codes of their own. The general 

education group produced a total of nine codes specific to itself while the multiple education 

group produced a total of three differing codes. The general education group produced a total of 

four themes specific to itself while the multiple education group produced a total of four themes 

as well. The two homogeneous groups shared 3 emergent themes in common. The three common 

themes are Support, Administrative Involvement, and Collaborative Environment/Planning. The 

differing themes are Relationship Building and Clarity of Roles/Expectations. 

Understanding the nature of the working relationship between general education teachers 

and the multiple education professionals assigned to their classroom and how educational 

leaders, in light of these relationships, may better facilitate this working relationship are the 
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questions central to this study. The analyzed data presented in this chapter allows the process of 

forming a response to these questions to begin. This data, as viewed through the conceptual 

framework guiding the study, may provide a lens through which to further interpret the study 

findings at the next level of analysis in the final chapter. 
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DISCUSSION AND CONCLUSIONS 

Introduction 

 The final chapter of the current study is driven by the following fundamental questions: 

What do the findings of the current study mean? How should the findings be interpreted? and 

What are the implications of the study findings for educational literature, theory, practice, and 

policy? This final chapter will pass through four important stages to include interpretation of the 

study findings, reflection on the adequacy of the research design and methodology, consideration 

of the implications of study findings, and speculation on possible further research.  

The first stage will include general interpretation of study findings with speculation on 

the meaning of these findings. The interpretation phase will then pass through the context of the 

literature review to determine how the study findings confirm or contradict the current literature 

on the topic as well as what these confirmations or contradictions mean. A description of how 

the study findings challenge or extend the conceptual or theoretical knowledge of the topic will 

follow. Lastly, the interpretation process will address the significance of the study as well as its 

findings as they relate to confirmation of what we know about the topic, additions to what we 

know about the topic, and challenges to what we think we know about the topic. The second 

phase of this chapter will address the adequacy of the chosen research design and methodology 

for the study. After reflecting on the collection and analysis of data related to the questions 

central to the current study, consideration will be given specifically to what aspects of the 

research design and methods did or did not work as well as what might be done differently if the 

study were to be conducted again. The third stage of Chapter 5 will center around the practical 
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and policy implications of the study. This section will address the manner in which the findings 

of the study inform practice and practitioners currently in the field as well as the policy decisions 

enacted by educational leaders or legislative bodies that define and guide educational practice. 

The final stage of the chapter will address possible next steps in research surrounding the study 

topic. Further research possibilities will be presented in light of the findings from the current 

study and what questions these findings may leave unanswered. In conclusion, the researcher 

will reflect on the entire process from a professional learning standpoint as well as how the 

overall study experience has brought about personal change and growth. 

Recapitulation of Study Purpose 

The purpose of this study has been to better understand the nature of the working 

relationship between general education classroom teachers and the multiple education 

professionals assigned to their classrooms in order to guide future interactions toward a more 

positive outcome for student achievement. A further goal of this study was to assist educational 

leaders in the effective facilitation of these working relationships. The importance of this topic to 

the field of education and educational leadership is related to the increasing presence of multiple 

education professionals with differing roles and responsibilities in the general education 

classroom and the dynamics associated with this collaborative effort.  

General Interpretation and Meaning of Study Findings 

General speculations and thoughts on the meaning of the study findings and how they 

should be interpreted will be organized and presented in response to each of the two research 

questions central to the current study. The emergent themes at the center of the interpretive 

process for each research question represent the essence of the data collected and analyzed from 

both of the homogeneous groups designed for this study with consideration for their 
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commonalities and differences. The nature of the working relationship between secondary 

general education teachers and the multiple education professionals assigned to their classrooms 

has emerged as Helpful, Supportive, Relationship Contingent, Collaborative, Student Needs 

Driven, and Challenging. 

I interpret Helpful as meaning actions performed by either the general education teacher 

or the multiple education teacher assigned to their classroom which are considered to be of 

assistance in a positive way. Based on this interpretation, my inference is that the nature of the 

working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms is impacted by the level of assistance or help received. 

These helpful actions may manifest themselves in multiple ways and vary from menial 

classroom tasks to deeper instructional components. Multiple education professionals may step 

in to assist general education teachers with minor tasks such as running off copies and handing 

out materials when necessary. At a deeper and more professional level, these collaborative 

partners might help each other through the sharing of new ideas, instructional strategies, and 

effective accommodations.  

Multiple education professionals assigned to the general education classroom 

representing special education are especially helpful in assisting general education teachers with 

students who have an Individualized Education Plan (IEP). The special education teacher assists 

the general education teacher by keeping them up to date on any changes in the IEP as well as 

recommending proper accommodations and modifications. The familiarity of the special 

education teacher with students on their caseload allows them to suggest appropriately tailored 

and customized methods of instruction to the general education teacher in order to differentiate 

learning. Special education teachers assigned to the general education classroom may also 
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provide assistance to students by providing consistent intervention, checking for understanding 

during lessons, and working with small groups whenever possible.  

Both collaborative partners have the ability to help and assist each other as an extra and 

valuable resource. Whether in the form of reviewing individuals or small groups for a test or 

making it possible to flip the classroom by reversing roles, both individuals possess the skills 

necessary to create energy and variety in the instructional setting. Each teacher also provides an 

additional lens through which to view the classroom. They each serve as an extra set of eyes and 

ears for monitoring student progress as well as management of the environment from a 

behavioral perspective. The presence of two education professionals multiplies the ability to 

assess which students need additional help, encouragement, and motivation. 

I interpret Supportive as meaning actions performed by either the general education 

teacher or the multiple education professional assigned to their classroom which are perceived as 

leading to personal support. Based on this interpretation, my inference is that the nature of the 

working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms is affected by the amount and type of personal support 

received. When one party views the other as being supportive, it leads to a sense that they want 

to be there for the other person’s overall benefit.  

In this context support often manifests itself in the form of encouragement or affirmation 

from one professional to another. Teachers rarely have someone who regularly serves as a 

personal cheerleader or counselor in their classroom. Collaborative partners might offer each 

other guidance and valuable insight through identifying strengths as well as sharing concerns. 

This presence and support from an individual perceived as a professional equal may lead to a 

sense that someone has always got their back. Support from another trusted professional might 
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lead to an additional level of comfort and a spirit of calm and peace of mind. Teachers who feel 

supported are more likely to feel comfortable in sharing feelings as well as the burdens of the 

classroom. When a spirit of support exists within the collaborative partnership, educators might 

feel like it is safer to take risks and be a sounding board for new ideas.  

I interpret Relationship Contingent as meaning the level or quality of the relationship 

between the two collaborative partners assigned to work together. Based on this interpretation, 

my inference is that the nature of the working relationship between general education teachers 

and the multiple education professionals assigned to their classrooms is significantly connected 

to the status of the personal relationship itself. These relationships fall into the categories such as 

established, building, and strained.  

Established relationships are those stemming from prior acquaintances or professional 

contact. Often general education teachers have established a relationship with the multiple 

education professionals assigned to their classroom as a result of working together in other 

capacities. These relationships could be forged through working with special education teachers 

in the same building over the course of their careers or serving alongside fellow general 

education teachers who later became instructional coaches. If the relationship is not already 

established, it must be built. Both collaborative partners must be willing to invest in the 

relationship. The relationship must be built with a spirit of mutual trust and professional respect 

and oftens blossoms through the act of collaborative planning. As the collaborative process 

unfolds effective relationships develop when viewed as true partnerships where each educator 

feels welcome and their input is valued. The working relationship can be strained if both parties 

are not respectful of each other’s roles and territory. A strained working relationship between 

collaborative partners can certainly have a negative impact on the dynamics and environment of 
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the general education classroom. Students can pick up on the tension and may even attempt to 

play the teachers against each other much like children try to play parents against each other for 

their own gain. 

Another possible factor impacting the quality of the working relationship is personality 

type. Investing time in becoming familiar with the personality types of collaborative partners 

would be time well spent. Use of personality tests and assessment of their results could serve as 

potential ice breakers for education professionals entering into working relationships for the first 

time. Participant responses strongly suggest that when the relationship is established or when 

intentional time is allowed for the development of a professional relationship the collaborative 

partnership is overwhelmingly positive.  

I interpret Collaborative as meaning the act of working together in an environment based 

on the belief that the efforts of two are even more beneficial than the efforts of one. Based on this 

interpretation, my inference is that the nature of the working relationship between general 

education teachers and the multiple education professionals assigned to their classrooms is 

influenced by the sense that both teachers are co-laboring alongside each other as a team. This 

sense of collaboration may manifest itself in the form of co-planning or co-teaching together as a 

team. Collaborative planning and teaching may lead to opportunities for open communication 

and creative dialogue regarding what is best for students. This process might include working 

together to develop lessons and instructional strategies that best meet the needs of students. 

Working collaboratively multiplies opportunities for developing rosters, modeling lessons, 

assessing data, as well as making observations and providing feedback. Ideally, the work of 

effective collaborative partners creates an environment where educators can tag team to assist 
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students and allows them to switch roles and become almost interchangeable. Some study 

participants described an effective collaborative partnership as a dream team scenario. 

I interpret Student Needs Driven as actions taken mainly on the part of the multiple 

education professionals assigned to general education classrooms placing student needs at the 

forefront. Based on this interpretation, my inference is that the nature of the working relationship 

between general education teachers and the multiple education professionals assigned to their 

classrooms may be driven by the individual needs of students within their specific classroom. 

These student needs could be academic, environmental, behavioral , or logistical. Special 

education teachers assigned to general education classrooms might prioritize the academic needs 

of students based on the requirements identified in their Individualized Education Plans. These 

requirements may include accommodations and modifications as well as guidelines for 

individualized instruction or specified delivery methods. Consideration of the logistical needs of 

students and teachers may also be a priority. These considerations may manifest themselves in 

the form of scheduling based on teacher caseload or appropriate student groupings. Scheduling 

and student groupings may also be considered as integral components of leveling the playing 

field with general education students. Pairing and placement of students may also be influenced 

by the behavioral needs of students. 

I interpret Challenging as issues that complicate or make the working relationship 

between teachers more difficult. Based on this interpretation, my inference is that the nature of 

the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms is most certainly impacted by various challenges. The 

most pronounced challenge is a lack of clarity as it relates to roles, responsibilities, and 

expectations. This lack of clarity often leads to confusion on the part of both teachers. Some 
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teachers are threatened by the presence of another professional when their purpose is not clearly 

defined. The perception might be that the other professional is present to evaluate or somehow 

judge the general education teacher. This perception can lead the general education teacher to 

feel nervous or intimidated which might also affect the general mood of the classroom. 

Frustration may surface in the form of counterproductive or ineffective partners. Unprofessional 

or disengaged behavior on the part of one of the teachers might lead to distractions for students 

and can be trying for the other party. For example, if a collaborative partner is off task and not 

engaged because they are focused on their cell phone, it creates an awkward situation for the 

other professional in the classroom. Another frustration may come if one teacher attempts to 

undermine the authority of the other and is not respectful of the established rules and guidelines 

of the classroom. Issues related to a lack of training in the collaborative partnership may also be 

challenging. Most of the blame for these challenges are attributed to a lack of professional 

development and administrative support or knowledge. This confusion, frustration, and possible 

perception of being threatened often leads to resistance to the collaborative relationship. 

In light of the emergent descriptive nature of the working relationship between general 

education teachers and the multiple education professionals assigned to their classrooms, strong 

themes emerged to guide educational leaders as they seek to better facilitate effective working 

relationships between these collaborative partners. These themes are Support, Administrative 

Involvement, Collaborative Environment/Planning, Relationship Building, and Clarity of 

Roles/Expectations. 

I interpret Support as the need for educational leaders to provide sustained support in the 

areas of communication, administrative follow-up, professional development, relationship 

building, and faculty cohesiveness. Based on this interpretation, my inference is that educational 
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leaders might better facilitate effective working relationships between general education teachers 

and the multiple education professionals assigned to their classrooms by providing sustained 

support throughout the collaborative partnership. Educational leaders must make every effort to 

be engaged and present both literally and figuratively throughout the entire collaborative process. 

This engagement might manifest itself through regular visits to the classrooms of collaborative 

partners to assess the effectiveness of the partnership. It is also important for educational leaders 

to have an open door policy accompanied by a sincere willingness to listen to the needs and 

concerns of teachers assigned to work together. Educational leaders must support the 

collaborative process by facilitating training and professional development centered on the 

technical aspects as well as the benefits of the philosophy of collaborative teaching. The 

facilitation of opportunities for relationship building and effective partnerships should be a 

priority for educational leaders. Guidance should also be provided to collaborative partners on 

resources available to them from outside agencies as well as intervention programs. General 

education teachers and those professionals assigned to their classrooms should sense the 

presence of another partner through the sustained support of  educational leadership. 

I interpret Administrative Involvement as the need for educational leaders to elevate their 

level of overall involvement in the collaborative partnership between general education teachers 

and the multiple education professionals assigned to their classrooms. Based on this 

interpretation, my inference is that educational leaders might better facilitate effective working 

relationships between general education teachers and the multiple education professionals 

assigned to their classrooms by raising their level of awareness in this collaborative partnership. 

Educational leaders might elevate their competency and awareness by increasing their 

knowledge of special education procedures and policies as well as the instructional coaching 
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process. This might be accomplished by taking advantage of professional development 

opportunities focusing on current special education issues and legal ramifications as well as 

collaborating with instructional coaches on the implementation of effective coaching practices. 

Educational leaders might also invest more time getting to know their team members and be 

willing to make adjustments if necessary when or if the pairing of professionals is not working 

well. This knowledge of team members and flexible approach might help the collaborative 

partners to view their administrator as an active counselor or mediator in their working 

relationship. Another avenue of increased administrative involvement might manifest itself 

through providing feedback and marking celebrations as appropriate. 

I interpret Collaborative Environment/Planning as a culture in which teachers are 

allowed time for intentional common planning at the beginning and end of the collaborative 

process which leads to an environment based on the belief that the efforts of two are more 

beneficial than the efforts of one. Based on this interpretation, my inference is that educational 

leaders might better facilitate effective working relationships between general education teachers 

and the multiple education professionals assigned to their classrooms by providing intentional 

time for common planning at the beginning and end of the collaborative partnership. When 

feasible, educational leaders might organize the master schedule to facilitate intentional common 

collaborative planning time at regular intervals for general education teachers and the multiple 

education professionals assigned to their classroom. Ideally this collaborative planning should be 

time set aside for teachers free from the supervision of students where they can plan and share 

ideas. The most perfect common planning scenario for a secondary school would be for 

collaborative partners to share the same daily planning period. If daily common planning is not 

possible then the goal might shift to weekly, twice per grading period, or at least once per 
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grading period. The ultimate goal for better facilitation of an effective working relationship 

between teachers working collaboratively is to increase the amount of intentional time set aside 

for collaborative planning. This increase of intentional common planning time will hopefully 

facilitate more meaningful and purposeful communication between collaborative partners and 

translate into a true collaborative environment leading to elevated student performance. 

Educational leaders may also incorporate time into beginning of year teacher in-service days for 

pre-planning as well as end of year reflection and debriefing. 

I interpret Relationship Building as the process of providing opportunities for 

collaborative partners to become acquainted and establish or build relationships before the 

partnership actually begins in order to foster an initial positive environment. Based on this 

interpretation, my inference is that educational leaders might better facilitate effective working 

relationships between general education teachers and the multiple education professionals 

assigned to their classrooms by providing opportunities for building and establishing 

relationships prior to the onset of the collaborative partnership. Whenever possible, educational 

leaders should make every effort to notify general education teachers and the multiple education 

professionals as soon as a decision is made regarding their pairing. Early notification will allow 

them to begin communicating and initializing their working relationship. Intentional time might 

also be incorporated into beginning of the year teacher in-service days to allow these 

collaborative partners the opportunity to reconnect in their new roles if the relationship is already 

established or begin the process of getting to know each other if it is a new relationship. 

Educational leaders might also implement the use of personality tests as icebreakers for 

collaborative partners renewing, shifting, or establishing relationships for the first time. The use 

of personality tests may lead to a better understanding of how each teacher thinks and functions 
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prior to placing them in an actual working relationship. This type of awareness and knowledge 

could be very beneficial leading up to a year long assignment in the same classroom as opposed 

to walking in with no information on the personality traits of your collaborative partner. 

I interpret Clarity of Roles/Expectations as the act, on the part of educational leaders, of 

clearly defining the roles and expectations associated with the collaborative partnership between 

general education teachers and the multiple education professionals assigned to their classrooms 

in order to remove as much ambiguity as possible. Based on this interpretation, my inference is 

that educational leaders might better facilitate effective working relationships between general 

education teachers and the multiple education professionals assigned to their classrooms by 

explicitly defining the roles and expectations associated with the collaborative partnership. 

Educational leaders might start by meeting with general education teachers and the multiple 

education professionals assigned to their classrooms in order to clearly define and stress the vital 

importance of each role well before the working relationship begins. This initial orientation 

should include baseline expectations for each of the roles represented in the partnership. The 

what and the why should be made explicit. Collective and specific goals should be identified. 

The administrator should describe how they view the partnership and what they think it should 

look like. The educational leader should stress the collaborative nature of the relationship and the 

importance of a team approach. They might emphasize mutual respect and professional 

responsibility as cornerstones of an effective working relationship and firmly establish the aim of 

meeting student needs at the forefront. It might also be necessary for educational leaders to 

dispel the notion that either of the collaborative partners are performing a role that is considered 

evaluative or judgmental.  
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Juxtaposition of the Study in Context of the Literature Review 

Research findings will now be examined in context of the literature reviewed for the 

current study. The specific literature reviewed addressed the topic first from a historical 

perspective and progressed through elements contributing to the presence of multiple education 

professionals in the general education classroom to teacher views on classroom environment and 

factors affecting teachers. An overview of the broad topics of supevision (Glanz, 1995; Koehler, 

1990; Hazi, 1994; Eye, 1995) and teacher evaluation (Looney, 2011; Bloom, 2007; Larsen, 1993; 

Rooney, 1993) laid the groundwork for understanding the initial rationale for the presence of any 

outside education professional in the general education classroom as well as the associated 

challenges (Bryk & Schneider, 2003; Garmston, 1987; Rose, 2011). As a next step, examining 

the significance and merits of collaborative efforts (Leonard & Leonard, 2005; Lee, Zang, & 

Yin, 2011; Walker, 1994) among education professionals led to an understanding of the 

importance of crossing professional boundaries to form alliances that may lead to the elevation 

of student achievement and overall school improvement (Bryk, 2010; Eisner, 1988; Moolenaar, 

Sleegers, & Daly, 2012). In an effort to clarify the motivation for changes leading to an increase 

in supplementary education professionals with differing roles in the classroom, an assessment of 

education reform and educational policy proved valuable (Hart, 1994; Hargreaves, 2005; Day, 

2002; Honig, 2003; Raywid, 1990). To further narrow the topic from framework, concept, and 

motivation, it was necessary to review the specific roles and purposes of differing education 

professionals (Poom, Valickis, Oder, & Lepik, 2012; Conley & Woosley, 2000; Raaen, 2011; 

Marshall, 20150 performing tasks in the general education classroom. As a further step, the 

elements determining classroom environment (Merritt, 2015; Allodi, 2010) were explored to 
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determine what components facilitate a quality learning climate. Finally, factors affecting teacher 

effectiveness (Strauss, 2015; Blase, 1986)were identified that may influence teacher views of 

themselves as well as those with whom they collaborate in professional practice.  

The literature review associated with the current study provides historical perspective on 

the presence of multiple education professionals in the general education classroom, rationale for 

how and why they came to be assigned to the general education classroom, what type of 

education professional may be assigned to the general education classroom, and the potential 

impact they may have on the classroom environment. The existing literature does not, however, 

address the actual nature of the working relationship between general education teachers and the 

multiple education professionals assigned to their classrooms or, in light of the nature of these 

relationships, what educational leaders might do to better facilitate this working relationship. It 

does not provide a thick, rich description of what the relationship actually looks like or what can 

be done to make it better. This represents a gap in the literature.  

The findings of the current study address this gap in the literature by describing what the 

nature of the working relationship actually looks like, what some of its components are, and 

identifying areas of focus for educational leaders to better facilitate this working relationship. 

The findings specifically contribute to the literature and what we currently know about the nature 

of the working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms by providing strong, emergent, descriptive themes. 

Emergent themes describe the nature of the working relationship as: Helpful, Supportive, 

Relationship Contingent, Collaborative, Student Needs Driven, and Challenging. The study 

findings further contribute to the literature and what we currently know by providing specific, 

descriptive themes as areas of focus for educational leaders. Emergent themes describe these 
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areas of focus as: Support, Administrative Involvement, Collaborative Environment/Planning, 

Relationship Building, and Clarity of Roles/Expectations.  

The findings of the current study do not seem to contradict the literature reviewed. 

However, the findings do seem to confirm portions of the review. Even though a gap exists in the 

literature review regarding the actual descriptive nature of the working relationship between 

general education teachers and the multiple education professionals assigned to their classrooms, 

it did highlight areas that emerged as connected to the relationship. The emergent theme Student 

Needs Driven confirms the literature focus on Student Achievement/School Improvement as data 

driven contributors to the process of general education teachers and multiple education 

professionals working alongside each other. The emergent themes Helpful, Supportive, 

Relationship Contingent, and Challenging confirm the significance of these working relationship 

descriptors as they relate to the elements affecting Classroom Environment examined through the 

literature review. Finally, the emergent theme Collaborative confirms descriptive elements of 

collaborative partnerships presented in the Collaboration segment of the literature review. 

Juxtaposition of the Study in Context of Current Knowledge and Theorizing 

The study findings will now be examined in the context of our current knowledge about 

the topic. As previously mentioned, the literature review revealed a gap in the literature 

associated with the specific study topic which focuses on the actual nature of working 

relationships and what educational leaders might do to better facilitate effective working 

relationships. As a result of this gap, the findings of the current study do not seem to directly 

challenge or contradict current knowledge about the topic. The study findings do, however, seem 

to extend our current knowledge and understanding of the topic. Current knowledge confirms 

that there is a working relationship between general education teachers and the multiple teachers 



220 

assigned to their classrooms. Current knowledge also confirms why there is a working 

relationship between these two groups. The findings of this study extend current knowledge by 

providing rich descriptions of what the nature of the working relationship actually looks like and 

its specific components as well as actions educational leaders might take to better facilitate 

effective working relationships.  

The findings of this study extend current knowledge surrounding the nature of the 

working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms by providing strong emergent themes which 

specifically describe the components of the relationship. In response to the first research 

question, the emergent themes provide rich descriptions of the nature of working relationships 

for those who might make inquiries on this specific topic in the future. In response to the second 

research question, study findings further extend current knowledge on the topic by identifying 

specific actions or steps educational leaders might take to better facilitate effective working 

relationships. 

It is in the context of my personal theorizing and assumptions on the study topic that the 

most significant revelations or epiphanies occurred leading to the challenge and extension of my 

own and potentially overall current knowledge regarding the subject. The findings of the current 

study both challenged and informed my initial theorizing. Even though a formal working theory 

was not presented to guide this study, the researcher did make a monumental initial assumption 

which altered the course and essence of the study and which was ultimately challenged by the 

actual research findings. The original title of the study was: GENERAL EDUCATION 

TEACHER RESISTANCE TO THE PRESENCE OF MULTIPLE EDUCATION 

PROFESSIONALS IN THE GENERAL EDUCATION CLASSROOM. The very title itself 
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reflects an incredible assumption that resistance actually does exist on the part of general 

education teachers to the presence of multiple education professionals in their classrooms. The 

researcher will not soon forget the question posed by a member of the dissertation committee 

during the proposal defense: How do you KNOW there IS resistance on the part of general 

education teachers to the presence of other education professionals in their classrooms? It was 

at this point my naive assumption had been exposed, and the focus of the study shifted more 

accurately to determining what the nature of the working relationship actually looks like and a 

revision of the follow up research question to focus on better facilitation of effective working 

relationships by educational leaders as opposed to ways to minimize resistance. This questioning 

of my initial assumption as well as the actual research findings definitely challenged my personal 

theorizing on the study topic.  

The emergent themes from Research Question #1 challenge and almost come to the point 

of complete contradiction to my own initial theorizing on the topic. My assumption that 

resistance exists on the part of the general education teachers to the presence of multiple 

education professionals in the general education classroom was rooted in two very difficult 

situations I encountered as a building level principal at two different schools. The task of 

addressing the perceived resistance on the part of the general education teacher to another 

education professional in the classroom was significant and time consuming. One situation 

involved the general education teacher relationship with a special education teacher and the other 

an instructional coach. I was fascinated by the challenges which ultimately led to this particular 

study. I was so focused on the negative issues associated with these working relationships I 

believe I began to assume that most, if not all, general education teachers harbored the same 

resistance at some level. The research findings from the current study dispute the notion that 



222 

resistance exists at all on the part of general education teachers. Even though Challenging 

emerged as a strong theme from the general education homogeneous group, resistance did not 

even appear as an emergent code. Codes emerging from general education teachers associated 

with challenges were primarily associated with frustration over the lack of clearly defined roles 

and expectations. General education teacher responses did reflect a sense of being threatened but 

this seemed to stem from a lack of understanding of the purpose of the placement. Resistance did 

surface as an emergent code from multiple education teacher responses and ultimately 

contributed to the emergence of Challenging as a theme describing the nature of their working 

relationship with general education teachers. Again, this resistance appears to be linked to a lack 

of understanding on the part of the general education teacher of the role of the multiple education 

professionals placed in their classroom as well as the expectations of the collaborative 

partnership. Emergence of the themes Helpful, Supportive, Relationship Contingent, 

Collaborative, and Student Needs Driven as descriptors from both homogeneous groups are 

overwhelmingly positive and challenge my errant assumption and informal theory that resistance 

exists on the part of general education teachers to the presence of multiple education 

professionals in their classrooms. 

The current study findings inform my initial theorizing about the study topic by bringing 

to light strong positive themes that actually describe the nature of the working relationship 

between general education teachers and the multiple education teachers assigned to their 

classrooms. My original errant assumption that most, if not all, general education teachers were 

resistant to the presence of multiple education professionals has been illuminated by the 

emergence of themes describing the working relationship in a positive light. These positive 

descriptors have shifted my perception of this working relationship from a primarily negative 
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one to that of a mostly effective collaborative partnership. A more accurate depiction of the 

nature of the working relationship between these two groups has allowed more meaningful 

practical steps to emerge from the second research question for educational leaders as they strive 

to better facilitate effective working relationships. 

Meta-Reflection on Research Design and Methods 

In order for research results to be considered trustworthy, they must produce valid, 

credible knowledge in an ethical manner. Trustworthiness has been a strong priority in the 

current study with validity being a vital component. Validity, as it applies to qualitative research, 

was a constant filter for every aspect of the study including the chosen research design and 

methods. In this context, validity asks the question, “Did we get it right”? The validity filter 

should also assess the accuracy and strength of the research results. The research design selected 

has proven to be an effective overall strategy for integrating the components of the current study 

in a coherent and logical manner. In Chapter 3, the selection of a research design was compared 

to selecting a style of architecture such as colonial, plantation, or ranch for a home. With this 

guidance, it proved helpful to choose an approach that appealed to the researcher before 

beginning the project so a clear blueprint was in place to guide the research itself. The approach 

chosen for the current study has indeed proven to be a clear blueprint for guiding the research. In 

Chapter 3, data collection in qualitative research was compared in importance to the staples of 

the human diet. These elements strengthen and sustain the research much like meat, vegetables, 

fruit, and dairy products strengthen and sustain the human body. Whether or not information 

becomes data in a study depends entirely on the perspective and interest of the researcher. The 

chosen data collection method of interviews gleaned fruitful information to sustain the research 

in the same manner the aforementioned staples sustain the human diet. 
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The strength of the research design and data collection method have proven useful in the 

production of valid research results. The primary question of the study has been to identify and 

describe the nature of the working relationship between general education teachers and the 

multiple education professionals assigned to their classrooms. Therefore, sample selection of two 

homogeneous groups representing these two groups allowed the voices of each group central to 

the study to be heard equally. The use of multiple coding methods allowed the voices of each 

group to be heard accurately. The richness of interview responses provided strength and depth to 

data collection. Analysis of commonalities and differences between the two homogeneous 

groups allowed for strong comparison and contrast of emergent codes and themes. The strategy 

of saturation also proved effective in the effort to ensure the validity of the data analysis by 

determining whether responses or emergent codes became repetitive to the point that no new data 

was emerging. The chosen research design and data collection method have proven valid and 

allowed for the realization of the purposes of the current study. 

In careful consideration of the effectiveness of the research method employed for the 

current study it is important to evaluate whether or not the interview protocol questions solicited 

useful responses. The interview protocol questions did produce thick, rich, descriptive data in 

response to the primary research question which centered on the actual nature of the working 

relationship between general education teachers and the multiple education professionals 

assigned to their classrooms. Data collected in response to the secondary research question 

addressing what educational leaders might do to better facilitate the working relationship was 

fruitful but much less so than data collected in response to the primary research question. The 

following interview protocol questions were effective in generating useful responses to Research 

Question #1: 
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● Describe the working relationship between you and the multiple education professionals 

assigned to your classroom. 

● How does it make you feel for other education professionals to be present in your 

classroom? 

● What positive or negative effects do other education professionals have on your 

classroom environment? 

● What positive or negative experiences have you encountered due to the presence of other 

education professionals in your classroom? 

 

The following interview protocol question was effective in generating useful responses to 

Research Question #2: 

 

● How might educational leaders better facilitate an effective working relationship between  

general education teachers and the multiple education professionals assigned to their 

classrooms? 

 

The remaining interview protocol questions focused primarily on issues surrounding the 

placement of multiple education professionals in the general education classroom as opposed to 

the actual working relationship between the two collaborative partners. The following interview 

protocol questions solicited interesting data surrounding teacher placement but did not provide 

much insight into the working relationship between general education teachers and the multiple 

education professionals assigned to their classrooms: 
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● What factors influence how other education professionals are placed in your classroom? 

● What do you see as the purpose of their placement? 

● What supports are in place before, during, and after placement? 

● What role does school administration play in placement and support? 

● How and why does this placement affect student achievement? 

 

If the study were to be conducted again, I would eliminate the interview protocol 

questions focusing on placement altogether or reframe them in order to gather more data in 

response to the question of what educational leaders might do to better facilitate effective 

working relationships. The use of the interview protocol questions focusing on placement did not 

necessarily present a challenge but did generate large amounts of data for analysis which did not 

provide descriptive information specific to the research questions central to this study. In 

addition, even though the final interview protocol question was broad and open-ended enough to 

garner fruitful data in response to the second research question, I would likely employ questions 

to solicit more feedback on specific action steps educational leaders might take to better facilitate 

effective working relationships.  

Practical and Policy Implications 

 The time has finally come for what I consider to be the most significant portion of the 

current study. It is time to present the practical and policy implications of the study for actual 

practitioners and policy-makers in the field of education. The data has been analyzed and 

presented. The meaning and significance of the analyzed data has been interpreted from the 

perspective of the researcher and in context of the literature on the topic as well as current 
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knowledge and theorizing on the subject. The culmination of this project is to determine the 

outcome or end result(s) and its logical association with educational practice. In the words of the 

researcher, who is a longtime educational practitioner, it is time to answer the questions: What 

difference do the conclusions make? and, moving forward, What can be done differently in the 

field of education to positively impact the phenomenon? As has been the goal throughout this 

entire study, the research questions will serve as the framework central to the presentation of the 

practical and policy implications. 

 The goal of the primary research question has been to determine the actual nature of the 

working relationship between general education teachers and the multiple education 

professionals assigned to their classrooms. Data collected and analyzed in response to this 

question powerfully informs what is done in the field by providing strong descriptive 

components of the nature of the working relationship between these two groups. These 

components are descriptive as they assert what the nature of the relationship actually is as 

opposed to the normative claim of what it ought to be. The emergent codes and themes from this 

study allow the reader to grasp the true essence of the nature of working relationships between 

these two collaborative groups as opposed to ideas or theories of the ideal relationship.  

At the emergent code level, the current study informs what is actually done in the field of 

education by providing insight from both general education teachers and the multiple education 

professionals assigned to their classrooms on the nature of their working relationship. It is 

interesting to examine and draw conclusions from the codes emerging from both groups to 

determine commonalities and differences as well as attempt to explain the meaning behind them. 

Frequency charts were utilized in Chapter 4 to represent how often codes emerged from each of 
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the homogeneous groups representing general education teachers and the multiple education 

professionals assigned to their classrooms.  

A comparison and contrast analysis of Charts 1 and 2 from Chapter 4 reflecting emergent 

codes from each group in response to the first research question resulted in the identification of 

several commonalities but also two notable differences. The commonalities emerged in the form 

of collaborative benefits, assistance, co-teaching and planning, the need for more clarity of 

roles/expectations, student needs, and positive environment. There more interesting discussion 

centers on the differences at the emergent code level. The first and most significant difference is 

in the codes from each group regarding their description of the other. In the analysis of their 

working relationship with multiple education professionals assigned to their classrooms, general 

education teachers strongly described themselves to be accommodating in the relationship. In 

contrast, the multiple education professionals identified resistance on the part of the general 

education teacher as one of the most significant challenges. It is interesting to note that neither of 

the groups share these emergent codes. The general education teacher group responses do not 

suggest they are resistant to the presence of multiple education professionals in their classroom. 

Conversely, the multiple education group responses do not suggest the general education 

teachers are necessarily accommodating. This difference identifies a significant  contrast in the 

manner in which each group perceives the other. 

The second difference from the comparison of emergent codes in response to the first 

research question is associated with the perception on the part of both teacher groups to the 

importance of relationships. The most frequent emergent code from general education teachers 

describes the existence of an established relationship as a tremendous factor affecting the nature 

of the working relationship. The general education teacher responses suggest that when a 
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personal or prior working relationship already exists between the two teachers the possibility of a 

successful collaborative working relationship is more likely. In contrast, responses from the 

multiple education teacher group stress the importance of building relationships throughout the 

process rather than having an existing relationship as a significant factor in the collaborative 

working relationship.  

At the emergent theme level, the current study informs what is actually done in the field 

of education by providing strong descriptive components from both general education teachers 

and the multiple education professionals assigned to their classrooms on the nature of their 

working relationship. The themes emerging from this study describe the nature or the working 

relationship as Helpful, Supportive, Relationship Contingent, Collaborative, Student Needs 

Driven, and Challenging. 

After providing a description of how the current study informs what is done in the field, 

the next step is to identify implications for current practitioners and what corrections or changes 

they suggest. The goal is to recommend action steps which may be developed and implemented 

to impact educational practice. A further goal is to identify the appropriate level (classroom, 

school, district) at which the action steps may be implemented. Significant implications or 

outcomes from the current study in connection with the first research question come in relation 

to the perception of both teacher groups to their role in the relationship and the stage of the 

relationship. As noted earlier in this section, a comparison of emergent codes from both teacher 

groups identified a difference in the perception each had of the other. General education teachers 

perceived themselves as accommodating while the multiple education education professionals 

assigned to them identified resistance as a real challenge. Each group also had differing 

perceptions on the importance of the stage of relationships. General education teacher responses 
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suggest existing relationships are significant factors in the working relationship while multiple 

education teachers identify the building of relationships as an important part of the process of 

developing an effective working relationship. In response to these implications, the researcher 

recommends the following action steps at the teacher and classroom level: 

 

General Education Teachers 

● Be as open as possible to the presence of multiple education professionals in the general 

education classroom and their mission to support student and teacher needs 

(General education teachers might seek clarification from local school administration or 

conduct research on the purpose and potential positive effects of the placement of 

multiple education professionals in the general education classroom prior to the 

placement) 

● Acknowledge the process of relationship building as an important step in the 

development of an effective working relationship 

(General education teachers might initiate contact with special education teachers or 

instructional coaches with whom they are assigned to partner prior to the school year in 

an effort to establish a relationship if one does not already exist) 

 

Multiple Education Teachers 

● Acknowledge the sensitive nature of the general education classroom  

● Be as proactive and accommodating as possible in the process of building relationships 
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(Special education resource teachers and instructional coaches might initiate contact 

with general education teachers to whom they are assigned prior to the school year in an 

effort to establish a relationship if one does not already exist) 

 

 In light of the identified conclusions and emergent themes in relation to the first research 

question, there are not necessarily any policy level implications. However, there are school level 

action steps within the power of educational leaders which may be effective in addressing the 

differences emerging from responses from both teacher groups: 

 

Educational Leaders 

● Provide intentional time before the school year starts for paired collaborative partners to 

begin building relationships 

● Implement personality tests as a means for paired collaborative partners to determine 

traits which may impact the working relationship 

(Educational leaders might schedule time during beginning of the school year in-service 

for general education teachers and the multiple education professionals assigned to their 

classrooms to begin building relationships and conduct personality tests) 

 

The goal of the secondary research question has been to determine, in light of the nature 

of these relationships, how educational leaders might better facilitate effective working 

relationships between general education teachers and the multiple education professionals in 

their classrooms. Data collected and analyzed in response to this question insightfully informs 

what is done in the field by identifying specific areas of focus for educational leaders in their 
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attempt to forge more effective collaborative working relationships between both teacher groups. 

The manner in which the second research question is posed solicits more of a normative 

response. The identified areas of focus are more normative as they assert what ought to be as 

opposed to descriptive or what they actually are. The emergent codes and themes from this 

research question allow for the formation of real action steps on the part of educational leaders 

which might lead to better facilitation of effective working relationships between general 

education teachers and the multiple education professionals assigned to their classrooms.  

At the emergent code level, the current study informs what is actually done in the field of 

education by providing insight from both general education teachers and the multiple education 

professionals assigned to their classrooms on what educational leaders might do to more 

effectively facilitate their working relationships. It is interesting to examine and draw 

conclusions from the codes emerging from both groups to determine commonalities and 

differences as well as attempt to explain the meaning behind them. As mentioned earlier, 

frequency charts were utilized in Chapter 4 to represent how often codes emerged from each of 

the homogeneous groups representing general education teachers and the multiple education 

professionals assigned to their classrooms.  

A comparison and contrast analysis of Charts 3 and 4 from Chapter 4 reflecting emergent 

codes from each group in response to the second research question resulted in the identification 

of several commonalities but also three notable differences. The commonalities emerged in the 

form of designated common planning, raised administrative awareness and involvement, more 

clearly defined roles/expectations, and the need to build relationships. Interesting discussion 

points center on the differences at the emergent code levels. The first noteworthy difference 

comes in the varying ranking of the importance for educational leaders to consider student needs 
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as a major factor in the facilitation of effective working relationships between general education 

teachers and the multiple education professionals placed in their classrooms. Multiple education 

teacher responses placed the consideration of student needs as a high priority while general 

education teachers placed them at the opposite end of the spectrum. I attribute this difference 

mostly to the fact that special education teachers typically believe they exist to meet the 

individual needs of their students. This is not to say general education teachers do not value the 

importance of student needs but they are usually more concerned with the class as a whole. 

Instructional coaches typically consider the needs of students as well as the needs of the teacher. 

The basic paradigms of the two teacher groups seem to contribute to the differing views on the 

importance of placing student needs at the forefront of decision making making for educational 

leaders. 

The second difference from the comparison of emergent codes in response to the second 

research question is associated with the perception of the meaning of support by each of the 

teacher groups. General education teachers rated an elevated level of support from educational 

leaders as their top priority while the multiple education teacher group placed it significantly 

lower. This difference can be attributed to the belief on the part of general education teachers 

that they need or deserve more support because they typically do more than their counterparts. 

This belief is rooted in the fact they are responsible for a full classroom of students daily, 

instruction, grading, as well as student behavior. Often, they see their counterparts as free to 

come and go without the same responsibilities. Multiple education teachers typically view 

support for students as more important than support either for themselves or other teachers. 

The third interesting difference between the two homogeneous teacher groups at the 

emergent code level for the second research question is in their view of the necessity for 



234 

educational leaders to more clearly define the roles and expectations of both collaborative 

partners. Multiple education teachers placed more clearly defined roles and expectations as the 

top priority for educational leaders in their effort to facilitate better working relationships 

between the two teacher groups. I believe this priority is connected to the perception of 

resistance on the part of general education teachers to their placement in the general education 

classroom. Educational leaders providing more clearly defined roles and expectations may 

assuage some of the anxiety general education teachers experience when another education 

professional is assigned to their classroom resulting in minimized resistance. General education 

teachers did identify more clearly defined roles and expectations as an area of improvement for 

educational leaders but at a much lower frequency.  

At the emergent theme level, the current study informs what is actually done in the field 

of education by providing strong recommendations from both general education teachers and the 

multiple education professionals assigned to their classrooms for steps educational leaders might 

take to better facilitate their working relationship. The themes emerging from this study identify 

these steps as increased levels of Support, Administrative Involvement, Collaborative 

Environment/Planning, Clarity of Roles/Expectations, and Relationship Building. 

Accompanying this description of how the current study informs what is done in the field 

are implications for current practitioners and what corrections or changes they suggest. The next 

phase is to recommend action steps which may be developed and implemented to elevate 

educational practice. A further goal is to identify the appropriate level (classroom, school, 

district) at which the action steps might be implemented. Significant implications or outcomes 

from the current study in connection with the second research question come in relation to the 

level of importance each of the two homogeneous teacher groups place on priority issues for 
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educational leaders as they seek ways to better facilitate their working relationships. As stated 

earlier, a comparison of emergent codes from both teacher groups revealed differing levels of 

importance in the areas of student needs, support, and clarity of roles and expectations. In light 

of these implications, the researcher recommends the following action steps at the teacher and 

classroom level: 

 

General Education Teachers 

● Acknowledge the priority of student needs over teacher needs in the facilitation of an 

effective working relationship with multiple education professionals 

 

Multiple Education Teachers 

● Acknowledge the general education teacher’s need for support as well as the need for 

student support 

 

The identified conclusions and emergent themes relative to the second research question 

support strong practical implications at the educational leader and school level. Several action 

steps fall within the power of educational leaders which may be effective in implementing the 

recommendations emerging from both teacher groups in order to better facilitate effective 

working relationships: 

 

Educational Leaders 

● Provide sustained support throughout the collaborative partnership  
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(Educational leaders might provide sustained support throughout by regularly visiting 

classrooms to assess effectiveness, listening to teacher concerns, providing training on 

the collaborative process, creating opportunities for relationship building, and providing 

resources) 

● Raise the level of administrative awareness and involvement in the collaborative 

partnership 

(Educational leaders might intentionally seek continuous professional development in the 

areas of special education procedures and instructional coaching, maintain an attitude of 

flexibility/familiarity, serve as mediator or counselor, and provide feedback/mark 

celebrations)  

● Provide intentional time for common planning throughout the collaborative partnership 

(Educational leaders might schedule intentional time for common planning at the most 

regular interval possible free of student supervision) 

● Provide opportunities for building and establishing relationships prior to the onset of the 

collaborative partnership 

(Educational leaders might provide early notice of the collaborative partnerships and 

schedule time during beginning of the school year in-service for general education 

teachers and the multiple education professionals assigned to their classrooms to begin 

building relationships and conduct personality tests) 

● Explicitly define the roles and expectations associated with the collaborative partnership 

(Educational leaders might meet with all collaborative partners prior to the start of the 

school year to explicitly define the roles, goals, responsibilities, and expectations 
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associated with the partnership as well as dispel the notion that the partnership is 

evaluative in nature) 

 

 Emergent themes and practical implications relative to the second research question 

provide the most concrete action steps associated with the current study. The first research 

question provided rich descriptors of the nature of the working relationship between general 

education teachers and the multiple education teachers assigned to their classrooms. In light of 

these descriptions, strong recommendations emerged for ways in which educational leaders 

might better facilitate this working relationship. Additionally, as a result of the creation of 

multiple new support positions due to increased funding in response and due to the anticpated 

lasting effects of the COVID-19 pandemic, it is important to acknowledge these same practical 

implications may be effective if applied to the increasing presence of mental health and social 

workers working alongside education professionals to meet the new challenges facings students 

and teachers. Policy implications at the district and state level are limited and largely attached to 

providing the time and training necessary to carry out the outlined action steps at the school 

level. The State of Alabama has already recognized this need for more teacher in-service time by 

increasing the number of days for annual training by a total of five beginning with the 2021 - 

2022 school year. Even though this increase is unrelated to the recommendations associated with 

this study, it is welcome news and reflects an overall acknowledgement of the need for more 

time devoted to teacher development. 

Possible Next Steps In Research  

 In light of the design, methods, and findings of the current study, it is possible to extend 

the present line of inquiry for further research. This focus on further research, while not 
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exhaustive, will highlight three main avenues of interest emerging from the present research 

experience which raise questions that remain to be answered. These three avenues will be 

presented with the accompanying questions as well as the rationale for each question. 

 The first avenue of interest for further research centers on the generational attitude of 

general education teachers toward the presence of multiple education professionals in their 

classrooms. This avenue of interest is grounded in the theory that the age and experience of the 

general education teacher may have an effect or impact on the frame of mind or outlook of 

teachers when it comes to working with other education professionals. The potential research 

question might be phrased as follows: What impact does age and level of professional experience 

have on the nature of the relationship between general education teachers and the multiple 

education professionals assigned to their classrooms? The rationale for this question is based on 

the possibility that teachers with significant levels of professional experience may struggle with 

the presence of other professionals due to the evaluative nature of this presence early in their 

careers. Alabama teachers with at least 12 to 15 years of experience were likely exposed to very 

summative evaluation systems connected to the accountability movement associated with No 

Child Left Behind (NCLB). The State of Alabama adopted a stringent evaluation program known 

as the Alabama Professional Education Personnel Evaluation (PEPE) which rated teachers in a 

summative manner. The presence of those tasked with carrying out the required observations 

associated with the evaluation tool was the source of much anxiety. Is it possible the presence of 

any other professional assigned to the general education classroom may generate similar anxiety 

even though they are placed to support students and teachers? Conversely, teachers with less 

than 15 years of experience may have experienced evaluative tools framing the process in a 

much more positive manner. Formative evaluation programs such as Educate Alabama allowed 
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for the forging of partnerships between teachers and administrators with established goals for 

growth. The focus shifted to the importance of the growth process as opposed to the summative 

teacher ratings of earlier evaluation tools. As a result of these changes, teachers with less 

professional experience may not view the presence of other education professionals as possible 

threats but as partners. This extended line of inquiry may also branch into the possible impact 

phases of life of the teacher may have on the nature of the working relationship. Significant life 

events such as marital status, number of children, and graduate studies could represent factors 

that may influence the working relationship of collaborative partners. 

 The second avenue of interest for further research focuses on the personality types of 

general education teachers and the multiple education professionals assigned to their classrooms. 

This avenue of interest is grounded in the theory that personality types or traits could impact the 

nature of the working relationship between collaborative partners. The potential research 

question might be phrased as follows: What impact do personality types or traits have on the 

nature of the working relationship between general education teachers and the multiple 

education professionals assigned to their classrooms? The rationale for this question is based on 

the knowledge that personality types and traits impact all relationships. Therefore, it would be 

helpful to understand how this impact affects the nature of the working relationship between the 

teachers groups at the center of this study. Understanding the personality traits of a collaborative 

partner could be a tremendous asset in determining potential strengths as well as obstacles. 

Knowing whether the collaborative partners are introverted or extroverted could be a significant 

factor in the nature of the working relationship. Personality traits may dictate the manner in 

which individuals communicate most effectively. As a matter of fact, collected participant 

interview data from the current study specifically gleaned phrases such as “condescending 
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attitude” and “it’s all about how you talk to people” in relation to effective communication 

between teacher partners. Participants identified establishing and building relationships as very 

important to the success of the working relationship between the two teacher groups. A 

significant step in the relationship building process could be a deliberate attempt to gain an 

understanding of the personalities involved in the partnership before it begins. 

 The third avenue of interest for further research surrounds one of the emergent themes 

from the secondary research question of this study. Both homogeneous groups representing 

general education teachers and the multiple education professionals assigned to their classrooms 

identified intentional provision of common collaborative planning time as a significant 

component of what educational leaders might do to better facilitate their working relationship. 

This avenue of interest is grounded in the theory that more intentional common collaborative 

planning for these collaborative partners would result in more effective instruction and use of 

individual teacher skills for the benefit of students. The potential research question might be 

phrased as follows: What impact does intentional common collaborative planning between 

general education teachers and the multiple education professionals assigned to their 

classrooms have on student outcomes? The rationale for this question is constructed in the belief 

that strong planning based on the needs of students leads to more effective instruction and 

ultimately elevated outcomes in terms of student achievement. The absence of common 

collaborative planning for these partners may lead to a fractured or improvisational approach to 

instruction and possibly lower the potential for maximizing student outcomes. A deliberate study 

of the effect of common collaborative planning on student achievement may lead to an increase 

of time allotted for this purpose. While these avenues are certainly not exhaustive, they do 

provide possibilities for further research and present questions which remain to be answered. 
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 In light of the design, method, and findings of the current study, an area I might approach 

differently is in the selection of the study participants themselves. While I have been pleased 

with the rich nature of their responses in regard to the interview protocol questions and 

ultimately the emergent themes leading to answers of the central research questions, I would 

make an intentional effort to assure a more even distribution of participants over the early, 

middle, and late stages of their educational career. Each career stage is definitely represented but 

not in equal measure. Career stages were categorized as early career, middle career, and late 

career. Early career was defined as 0 - 10 years, middle as 11 - 20 years, and late as 21 years or 

longer. Out of a total of 18 study participants, 10 fell into the middle career category, 5 into the 

early, and 3 into the late. I wonder if the ideal configuration for the total of study participants 

would have been 6 from each career stage? The career stage of each participant was neither a 

prerequisite nor a disqualifier. My main goal was to select participants who would provide thick, 

rich responses to the phenomenon based on their experiences. A concern was that the placement 

of too many other qualifiers such as career stage, gender, or race would significantly limit the 

pool of potential participants as well as delay their selection. The lingering question(s) 

surrounding the career stage of participants contributes both to the previous identification of a 

further research topic and the issue of whether or not it would have influenced the results of this 

particular study. 

Professional and Personal Reflections 

 The time has now come to reflect on the impact this particular study and entire doctoral 

process has had on the researcher both professionally and personally. In all honesty and for the 

most part, my journey toward an Ed.D. began over eight years ago as a means to an end. I 

viewed it as a likely pathway to better career opportunities and thought it would be beneficial to 
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hold this final credential. Even though both of these points may ultimately be accurate, the true 

value of this journey has been in the passage from viewing it as a method for attaining something 

in the future to one of personal growth and professional challenge along the way.  

The researcher entered into this study as a long-time practitioner with the goal of 

clarifying an issue of educational practice leading to the development of skills for educational 

leaders to positively impact the issue in the future. This study and process have impacted me 

professionally in direct relation to the study topic as well as in a general sense. In direct relation 

to the study topic, I have learned the importance of being and staying involved throughout the 

collaborative partnership between general education teachers and the multiple education 

professionals assigned to their classrooms. Furthermore, I have realized how valuable it is for 

educational leaders to be aware and up to date with knowledge of all aspects of special education 

as well as the instructional coaching process associated with most of these collaborative 

partnerships. The findings of this study have also confirmed for me the significance of providing 

intentional time to collaborative partners for the specific purposes of common planning and 

relationship building. These steps fall well within my realm of influence as a building level 

administrator and I intend to utilize them to better facilitate effective working relationships 

between these two teacher groups. 

In a general sense, the process of conducting this study has impacted me professionally at 

several levels. The process has elevated my ability to think more deliberately and reflectively. I 

more fully realize the importance of taking adequate time to think and understand that most 

questions cannot and do not have to be answered immediately. I understand it is perfectly fine if 

I need to read material multiple times in order to grasp its true meaning. I now see that gaining 

true understanding does not always fit into a neat and tidy time frame on my calendar. I have 
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learned it is perfectly acceptable to allow the information I am taking in to simmer until it is 

ready to be digested. The process has taught me patience and to be more thoughtful. As a result, 

the research process and the thinking that goes along with it have helped me recognize and see 

opportunities for research in my professional experiences. In certain situations I often find 

myself thinking something would make a great topic for a research study or someone should 

write a dissertation on a particular subject. 

The study process has taught me the importance of setting aside personal bias when 

processing information. Setting aside personal bias has allowed me to focus on what others are 

saying and keep what they are saying at the forefront. This raised awareness of personal bias has 

also reminded me to focus on the facts rather than imposing my own feelings or assumptions. 

The process has helped me recognize how often I make assumptions without consideration of all 

the facts. Ironically, the trajectory of this study was monumentally altered when my original and 

inaccurate assumption that resistance generally existed on the part of general education teachers 

to the presence of multiple education professionals in their classrooms was pointed out by a 

member of the dissertation committee.  

 Personally, the process of conducting this study has elevated my value of perseverance, 

focus, and overcoming individual challenges and doubt. On several occasions throughout the 

dissertation process my committee chairman has counseled me with the phrase, “Russ, 

sometimes you just have to wade through it”. As I look back, I can see this advice was sound and 

typically offered when I was attempting to connect some type of concrete time frame to the 

completion of a major step. I wanted to know how long it was going to take in specific terms but 

my chairman wisely encouraged me to allow the process to unfold in proper time. In this case, it 

is a great metaphor for perseverance because it is impossible to wade through deep waters 
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quickly. The deep and often rushing water may represent the vast amount of information 

associated with extended phases such as the literature review and data analysis process. It takes 

time and deliberate effort to cross to the other side, but if one is persistent they will make it in 

due time. My temptation at the beginning of these in depth steps was to count mile markers. I 

learned this process cannot be rushed, and its true value is diminished if one does not “wade 

through it” properly. 

 I have served as a practicing building level school administrator throughout this entire 

study process. Due to this fact, I have learned to focus on tasks associated with the study in 

deliberate blocks of time. I have learned to use my available time effectively. An important step 

in the allocation of time has been organization and goal setting. I learned in the early stages of 

this process in which blocks of time I worked best and how to avoid disappointment and 

distractions. At first, I attempted to schedule a couple of hours a day dedicated to the dissertation 

process. I learned this was not an effective plan for me especially during the work week. I would 

be tired at the end of the day and have no mental energy to devote to thinking or writing. As a 

result, I would end up being disappointed in myself for not adhering to the schedule I had laid 

out. I adjusted my schedule to larger blocks of time such as weekends and extended breaks from 

school. I quickly realized this plan was more productive. I needed the freshness of the early 

morning to start well and found I could work for several hours once I was in gear. Once an 

effectvie work routine was established, goals could be set and conquered with confidence. I 

learned to approach the process one step at a time instead of being overwhelmed at the prospect 

of navigating the entire staircase in one leap. 

 Another significant factor in completion of the study process manifested itself in 

overcoming personal challenges and doubt. While I realize this is a challenge for all who 
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undertake an extended research project, I know firsthand the personal obstacles I faced greatly 

impacted the timing of completion and the ability to focus mental energy. The pursuit of the 

Doctor of Education degree began for me in 2013 and life has definitely happened in the 

meantime. During the ensuing span of time I have experienced three job changes, the loss of two 

siblings, a global pandemic, the marriage of a child, the sale of a home and relocation to a new 

city, as well as many of the typical trials faced by adults in modern society. For a period of 

almost two years, I made no progress on this study after accepting a position as a high school 

principal. Thankfully, I acknowledged the fact I possessed the ability and time management 

skills to complete this worthwhile project and made the conscious decision to climb back in the 

saddle to bring it to fruition. In the final phases of the process I was particularly inspired by the 

Latin phrase “Finis Coronat Opus”. In translation, this phrase means “the end crowns the work” 

or more loosely, “the goal gives value to the labor that produced it”. The value of overcoming 

challenges and doubt has been validated throughout this process.  

Ultimately, the confidence I hold in professional educators to work together for the good 

of students has been reaffirmed through the testimony and commitment evident in the caring 

current practitioners who participated in this study. I am thankful for the opportunity, the journey 

of growth, and the resulting work. My hope is the results of this study will make a difference in 

the lives and practice of current and upcoming educators as they carry out their valuable and 

respective roles within the classrooms of the future.  
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