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CONNECTIONS

Collaboration has become a distinguishing characteristic of effective educators and the
culture of successful schools. Chapter 1 begins your journey of the study of collaboration
and lays the groundwork for all the information covered in subsequent chapters; in fact, you
may find as you read those chapters that it is helpful to refer back to the concepts outlined in
this chapter. Specifically, in the pages that follow you will learn what collaboration is (and is
not) and how it fits into a broader societal context. You will also find out about the increasing
attention collaboration is receiving throughout education as well as some of the challenges
educators face as their collaborative responsibilities increase and becorme more complex.
Finally, you will be introduced to a framework for studying collaboration that serves as the
organizational structure for this textbook.

LEARNING OUTCOMES

After reading this chapter you will be able tfo:

1. Defire collaboration and describe its critical characteristics, distinguishing it from
related but distinctly different concepts.

2. Qutline the importance of collaboration from a broad societal perspective, including
its place in disciplines such as business, health, and human services.

3. Analyze the place of collaboration within contemporary schools in the context of
current legislation and reform initiatives, including formal and informal collaborative
practices and those specific to special education.

4. Discuss challenges that may arise as educators increase their collaborative activities.

5. Describe a framework for studying collaboration.
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CHAPTER 1

A Day in the Life . ..

he Madison Independent School District is in the midst of many efforts to improve academic outcomes for

its students. All of those efforts include an emphasis on collaberation ameng its staff members, between

district and school staff members, and parents and community members. At the district level, adminis-
trators meet regularly, and any committee formed to make curricular or pregram decisions includes represen-
tatives from special education, gifted/talented services, and English as a Second Language (ESL) programs.
Administrators are participating in ongoing leadership professional development to increase their knowledge
and skills for fostering leadership among teachers and building a strong sense of community in schools. At
the school level, principals are held accountable for fostering a collaborative culture in their schools. Here are
examples of professionals’ typical days and their collaborative roles in their schools.

Ms. Williams is a middle school social studies teacher. In addition to her daily teaching responsibilities, she
is a member of her school's leadership team, and so today she attends a team meeting from 7:30 to 8:15 a.m.
to discuss several issues, including the staff development plan for the next school year. At lunch, Ms. Williams
arranges to meet with Mr. Mewby, the school psychologist, to discuss the needs of a student who recently
arrived unaccompanied from Guatemala and who is demonstrating many acting-out behaviors. Ms. Williams
knows the upcoming field trip will be the primary topic for discussion during her team preparation period, and
during her individual preparation period she needs to call two parents. After school, she plans to meet with
her assistant principal, Mr. Robinson, to discuss the peer tutoring program the university interns would like to
astablish.

Mr. Garcia is a second-year student support teacher (55T) at Hawthorne High School. He begins each day
touching base with his colleagues in the math departmeant and working on paperwork. Once classes begin at
7:50 a.m., he spends the morning co-teaching two sections of Algebra | and teaching one section of a study
skills class that has a math emphasis. During his preparation period, he meets with two students and the coun-
selor about problems the students are experiencing in their classes. He also prepares directions for the parapro-
fessional assigned to support Matt, a student with significant physical disabilities. In the afterncon, Mr. Garcia
facilitates an annual review and transition planning meeting for one of the students on his caseload. After school,
he meets briefly with Ms. Young, the social studies teacher with whom he co-chairs the school's response to in-
tervention (RTI) team. Mr. Garcia considers himself an advocate for students, and he finds that he must pay close
attention to the personalities of the teachers with whom he works; it he establishes a strong working relationship
with them, students are the keneficiaries.

Mrs. Lee is an instructional coach at Fairview Elementary School. Her primary responsibility is to assist
teachers, especially those in the first two years of their teaching careers, to refine their instructional practices
50 as to increase student achievement. Her job usually does not include directly teaching students unless it
is to model a technigue or demonstrate a strategy. Thus, Mrs. Lee spends her time obsernving in classrooms,
meeting with teachers individually and in small groups, advising the principal about needs she identifies related
to instruction, conducting staff development on specific strategies and approaches, and analyzing and sharing
data with school staff members. She also works closely with the school’s parent advisory group to help families
foster student learning at home.
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FOUNDATIONS AND PERSPECTIVES

Introduction

Of all the complex tasks facing educators today, none is as demanding or as critical as
creating a school culture of collzboration because it is a foundation of collaboration that en-
ables all the other work of educators to be successful. To accomplish this goal, each person
who works in schools must have the disposition, kmowledge, and skills to collaborate. For
exarnple, each of the professionals described in A Case for Collaboration has adult-adult
interactions as a significant job responsibility. Ms. Williams, whose primary responsibility
is instruction, is also expected to work with colleagues and parents. Half of Mr. Garcia’s
teaching occurs in partnership with general education teachersin that setting. Mrs. Leesjob
illustrates today’s ernphasis on improving student outcormes. School leaders have realized
that teachers need support in their classrooms in order to ensure that all students access the
general curriculum and reach high standards. Taken together, these professional interac-
tions illustrate three critical points for understanding the premise of this text.

First, collaboration has become an integral part of todays schools (e.g., Barth, 2006,
Butera & Martinez, 2014, Henning, 2013}, In the past, educators who were not very effec-
tive in working with other adults were often excused with a cornment such as, “But she’s
really good with students.” Although working effectively with students obviously is still the
most important aspect of educators’ jobs, it is not enough. Everyone in schools—including
special and general education teachers, paraprofessionals, administrators, related services
providers, and other specialists—needs the knowledge and skills to work with one an-
other and parents (Stearns, Banerjee, Mickelson, & Moller, 2014}, This is true in early
childhood programs, in elementary schools, and in middle and high schools. It is true in
schools that are still regarded as traditional in terms of programs and services as well as in
those leading the way in educational innovation. Part of the reason for the importance of
collaboration is the general trend of expanding and increasingly complex responsibilities,
which are more realistically addressed when professionals pool their talents {e.g., DuFour
& Mattos, 2013; Martinez, 2010; Sparks, 2013}, Part of it is legislation setting high stan-
dards for academic achievement and clear accountability systems for all students {e.g.,
Eslinger, 2014, U.5. Departrnent of Education, 2010), and part of it is the continued trend
toward inclusive practices (Lalvani, 2013; Thew, 2014).

Second, exarnples of professionals’ collaborative activities demonstrate that such in-
teractions occur both formally and informally School leadership teams, middle school
tearns, co-teaching teamns, teams that meet to discuss students who are struggling to learn,
and consultative meetings are representative of the growth of formal structures and activ-
ities in schools that rely on collaboration for success. Models emphasizing collaboration video clip wil
such as these are described in detail later in this text. Meetings between teachers to re- ofive you @ semse of how
spond to irmrnediate student needs and phone calls to parents are examples of informal — ¢ritical collaboration is in
collaboration. Both types of collaboration are important. However, informal collaboration  teday’s world. How do

/ This compelling

often occurs whether or not a context for collaboration has been fostered and whether or ~ these concepts apply to
not any formal structures for collaboration are in place. Formal collaboration typically teachers and schools?
requires that strong leadership has ensured that a collaborative school culture—one that
values collegial interactions—has been created.

Third, this text is based on the belief that collaboration is the commeon thread in
many current initiatives for school reform (Dulaney, 2013; McCoach et al., 2010; Weiss
& Friesen, 2014). Collaboration is crucial as educators move to implemnent RTI prac-
tices, differentiate instruction, meet standards of accountability for student achievernent
as measured through high-stakes testing, and design and implement local professional
development strategies (Richardson, 2011; Sun, Penuel, Frank, Gallagher, & Youngs,
2013). Likewise, collaboration is crucial as professionals work with the parents and fam-
ilies of their increasingly diverse student groups (Miller, Arthur-Stanley, & Lines, 2012),
An initial illustration of this point is captured in Putting ldeas into Practice, which ex-
plores challenges that families may face and ways educators may effectively interact with
them. Collaboration is also part of special education through initial referral and assess-
ment procedures, individualized education program (1EP) developrnent, service delivery
approaches, conflict resolution, and parent participation.

(https: e youtube, com/
watch?v=y_mZnReouV™)
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‘ d

# " Working with Diverse Families

Collaborating with the parents and family members
of your students is one of your first responsibilities
as a professional educator, and doing this requires
an understanding of the diversity and needs they
represent. Ray (2005) offers some examples of family
characteristics or circumstances and challenges that
may arise.

Single-parent families may experience a great deal
of stress and isolation, and the children from these
famnilies are more likely than other children to live
in poverty.

Blended families, in which parents have children
from former relationships, may need time to
bond and to resolve issues related to child
rearing (e.g., discipline}. Sibling rivalry may

also occur.

Multigenerational families, in which grandparents,
great-grandparents, or other relatives care for
children, may face economic challenges, and the
energy required to raise children may be daunting
for the caregiver.

Foster families are typically temporary, and so

the bonds may be a bit different from those in
other famnilies; children in foster families may
experience stress because of not knowing

exactly what the next steps in their lives

may be.

Same-sex families often face societal discrimina-
tion, and some teachers may feel uncomfortable
interacting with these parents. Legal issues related
to topics such as access to school records may

also arise.

As a professional educator, you can enhance your
interactions with diverse families by using strategies
such as the following:

1. Be sure to know the correct last name of every
parent, regardless of the family structure.

2. Avoid langnage that implies that “family” refers
only to traditional family structure,

3. Regardless of family structure, offer information to
parents or caregivers on their children’s strengths
and abilities.

4. Avoid making requests that may place parents
in an uncomfortable position related to time or
money. Some families cannot afford to contribute
materials for classrooms, and some parents cannot
corne to conferences during typical school hours
or on a specific day; therefore, options and alter-
natives should be offered.

5. Rernernber that projects and activities that
presurne students are part of a traditional family
may not be appropriate. For example, alternatives
should be found to creating a family tree and
making Mother's Day gifts,

6. In some cases—for example, when grandparents
or great-grandparents are raising children—you
may need to explain school procedures if these
caregivers are unfamiliar with thern,

Most irnportant, all educators should reflect on their
own beliefs about nontraditional farnilies and set aside
any assurnptions they may have about them. Being pos-
itive with students and families and being alert to and
stopping teasing or bullying of students from these fam-
ilies are your responsibilities as a professional educator,

This bock, then, is about effective interactions. It presents the universal concepts,
principles, skills, and strategies that all school professionals—regardless of their roles
and responsibilities—can use to enhance their shared efforts to educate their students,
Although slight variations in practice may occur related to one’s specific area of expertise
{general education teacher, special educator, speech/language therapist, or administrator),
learning about collaboration generally is an area that truly brings educators together.

Collaboration Concepts

The term collaboration is something of an educational buzzword. One can easily get
the sense that collaboration is viewed as the preferred approach in nearly any school
situation. It is touted as the mechanism through which school reform can be accom-
plished {Anderson-Butcher et al., 2010; Ash & D’Auria, 2013) and the instrument
through which diverse student needs can be met (Honigsteld & Dowve, 2012b; Olivos,
2009; Lopez, 2013). Principals are admonished to use a collaborative leadership style
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FIGURE 1.1 Some of the many misunderstandings about collaboration in schools.
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expectations for ~

{e.z., DuFour & Mattos, 2013}, and teachers are encouraged to use collaboration to
improve student outcomes {e.g., Ertesvig, 2014; Huberman, Navo, & Parrish, 2012),
Unfortunately, the term collaboration often is carelessly used and occasionally misapplied,
as suggested in Figure 1.1

Despite all the current discussion about collaboration, definitions of the term have
rernained unclear, which has contributed to confusion about its character and implernen-
tation. In fact, some dictionary definitions of collaboration include reference to treason or
working together for sinister purposes! In education literature and practice, you may find
that collaboration either is used as a synonym for related but distinctly different concepts
addressed elsewhere in this book—including teaming, consultation, co-teaching, and in-
clusion—or is not defined at all beyond a sense of working together (e.g., Kampwirth &
Powers, 2015, Pugach, Johnson, Drame, & Williamson, 2012, Because we firmly believe
that a precise understanding of the term collaboration is far more than semantics, we begin
by carefully defining it. Knowing what collaboration is and is not and how it applies to
school initiatives and other applications can help you articulate your practices, set appro-
priate expectations for yourself, and positively influence others to interact collaboratively

Definition
The term collaboration is used frequently in casual conversation, but it also has a technical
definition that establishes it as a specific professional concept:

Interpersonal collaboration is a style for direct interaction between at least two coequal parties
voluntarily engaged in shared decision making as they work toward a common goal.

Motice that we call collaboration a style. In the same way that writers use various
styles to convey information to readers so, too, do individuals use interpersonal styles or
approaches in their interactions with one another. Some professionals may choose to be
directive when they interact; others may choose to be accommodative or facilitative; still
others may choose to be collaborative. At first glance, referring to collaboration as a style
may appear to detract from its significance by equating it with something epherneral and
seemingly lacking in substance. However, using this definition enables you to distinguish
the nature of the interpersonal relationship occurring during shared interactions—that
is, collaboration—from the activities themselves, such as teaming, problem solving, or
co-teaching,
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As just implied, because collaboration is a style of interaction, it cannot exist in
isolation. It can occur only when it is used by people who are engaged in a specific pro-
cess, task, or activity To clarify this point, consider the following: If colleagues mentioned
to you that they were collaborating, would you kmow what they were doing? Probably not.
They could be collaboratively discussing strategies for supporting a student who has just
enrolled at the school, sharing the responsibilities for an academic lesson in a co-teaching
arrangerment, or planning an interdisciplinary unit. What the term collaboration conveys is
how the activity is occurring—that is, the nature of the interpersonal relationship oceur-
ring during the interaction and the ways in which individuals are communicating with
one another. Think about this in relation to Ms Williams, Mr. Garcia, and Mrs. Lee. In
what activities are they engaged? Are these activities likely candidates for collaboration?

Defining Characteristics of Collaboration

Considered alone, the definition we have presented only hints at the subtleties of
collaboration. Through our writing (e g, Cook & Friend, 2010, Friend, Cook,
Hurley-Chamberlain, & Shamberger, 2010, Friend & Barron, 2015), our own ongoing
collaboration, and our experience facilitating the collaboration of others, we have identi-
fied several elements of collaboration that we refer to as defining characteristics, as they
more fully explain the basic definition.

Collaboration Is Veluntary 1t is not possible to force people to use a particular style
in their interactions with others. States may pass legislation, school districts may adopt
policy, and principals may implement programs; but unless school professionals and their
colleagnes choose to collaborate they will not do so. Perhaps the best illustration of this
notion is the increasingly common mandate that professionals collaborate in designing
and implementing programs for students with special needs in general education classes.
If you are familiar with a school where this expectation is in place, you probably are also
aware that some teachers are unwilling to collaborate, regardless of the mandate. For ex-
ample, a teacher may spend a significant amount of time complaining about the dermnands
of teaching certain students, apparently unaware that this is time that otherwise could be
spent collaboratively designing instruction to foster these students’ success. If that indi-
vidual attends meetings as required but undermines the reading specialist’s, ESL teacher,
or special educator’s efforts to support students, he or she is not collaborating in the sense
outlined in this chapter. The professional relationship is constrained, the students are still
in the classroomn, and the specialist or special educator bears most of the responsibility for
making accommodations. Similarly, a specialist or special educator may repeatedly express
doubts that student needs can be addressed in a general education setting, If this time
were spent designing and carefully implementing strategies for supporting students, the
concern could be addressed with data that would support or refute it

Alternatively, a professional unsure about inclusive practices—whether a special edu-
cator, a general educator, a bilingual educator or ESL teacher, or another professional—can
express anxiety and uncertainty, but that person may also work closely and constructively
with athers to support students with special needs. In essence, schools and other educa-
tion agencies can mandate administrative arrangernents that require staff to work in close
proximity, but only the individuals involved can decide whether a collaborative style will
be used in their interactions. In our work in schools, we sometimes find ourselves empha-
sizing that there is no such thing as collaboration by coercion.

Does this mean that people cannot collaborate if programs are mandated? Not at
all. Consider the situation at Jefferson High School, where general education teach-
ers have been notified that each department will have collaborative planning time for
the upcoming school year and will be expected to develop common assessments, im-
plement consistent grading practices, and gather data to guide instructional practices.
Mr. Turner might say, “I understand the need for us to be consistent in our work with
students, but I'm not sure about this. I'm worried that this is going to take away my cre-
ativity and autonomy as a teacher. But if we all work together, perhaps we can improve
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our students’ achievermnent.” The mandate is present, but so is the teacher’s voluntari-
ness to carry out the mandate, even though he and others may be voicing objections to
it or ignoring it.

As with the other characteristics of collaboration described in this section,
voluntariness should be viewed through a lens of cultural diversity. For exarnple, yvou may
interact with parents from a culture in which school and leaming is the business of teach-
ers and administrators, not parents. The typical notion of collaboration may be invalid, in
part because the parents do not adopt the style because it would never occur to them that
this would be appropriate. What are other interactions in which the characteristic of vol-
untariness could be affected by cultural differences? How might this influence your efforts
at collaboration with colleagues? With paraprofessionals? With others?

Collaboration Requires Parity Among Participants Parity is a relationship status in
which each person’s contribution to an interaction is equally valued, and each person has
equal power in decision making; it is fundamental to collaboration. If one or several in-
dividuals are perceived by others as having significantly greater decision-making power
or more valuable knowledge or information, collaboration cannot oceur. To illustrate,
think about a principal’s participation on a multidisciplinary team. If the principal is
considered to have equal, not disproportionately greater, power in the decision-making
process, other teamn members may disagree with the principals position, and the team’s
ultimate decision may be one the principal did not support. Without parity, it is likely
that some team members will acquiesce to the principal’s preferences because of concern
about repercussions for disagreeing. Another example can provide further illustration:
In an interdisciplinary teaching team, when one content-area (e.g., biology) teacher be-
lieves that another (e.g., English) does not have expertise to contribute to the instruc-
tional planning, parity is unlikely to develop. Look back at the case at the beginning of
this chapter. How could the concept of parity affect each depicted educator’s roles and
responsibilities?

As with the notion of voluntariness, a discussion of parity must include consideration
of diversity. For example, several young female special educators once shared privately
that they were concerned about their roles when co-teaching. In their culture, younger
people are expected to defer to those who are older. They found that even in their profes-
sional environrment, their colleagues expected them to take without question all directions
and to function more as helpers than partners, and they were very discouraged about
changing this, given the strong cultural basis for the situation. In another exarmple, gender
may sommetimes be a factor in establishing parity, with either a male or a femnale educator
perceiving imbalance in the value attributed to the others contribution. Think, too, about
parity when professionals interact with parents from a culture different than theirs, Who
might be perceived as having the power to control the interaction? How might parents
corrrnunicate based on their perception of whether their contribution is valued?

Keep in mind that individuals may have parity as they work together on a specific
collaborative activity even though they do not have parity in other situations. For exarnple,
you may have parity in interactions with a paraprofessional to plan a community-based
activity, but you may interact directively and with appropriately greater authority and
decision-making power when giving instructions to the same paraprofessional about
working with students. Similarly, administrators and staff on a curriculum committee may
have parity; outside of the committee, though, the relationship among the members may

be markedly different.

Collaboration Is Based on Mutual Geals  Individuals who collaborate rust share at least
one goal. lmagine a meeting at which a decision must be reached about the special educa-
tion and related services a student should receive and the setting in which they should be
delivered. In one sense, the mutual goal of designing an appropriate education program
seemmns to be obvious. In reality, however, at least two goals may be under consideration.
The parents, social worker, and principal might think that the student should be in a gen-
eral education setting for most of the day; whereas the special education teacher, general
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education teacher, and psychologist might believe—because of professional literature they
have read and their interactions with the student—that great care needs to be taken before
there is any discussion of placement in a general education setting, In this case, a collabo-
rative group will look at the greater goal of designing a program in the best interests of the
student and will resolve their differences. In a group without a strong comrmitrnent to col-
laboration, the focus is likely to remain on the apparently disparate goals, and the matter
may becorre contentious.

Professionals do not have to share many or all goals in order to collaborate, just one
that is specific and important enough to maintain their shared cormitment. They may
differ in their opinions about a new student’s achievermnent potential but share the goal of
ensuring that the student participate in the remedial reading program. Their differences
can be set aside as not being essential to the immediate issue, They may agree that a stu-
dent with multiple needs coming to the school should spend most of the school day with
typical peers but disagree about who should have primary teaching responsibility for the
student, how appropriate supports should be put in place, and what arrangement should
be made for assessing student progress,

Collaboration Depends on Shared Responsibility for Participation and Decision
Making If vou collaborate with a colleague, you are assuming the responsibility of ac-
tively engaging in the activity and the decision making it involves. We have found it useful
to distinguish between responsibility for cormnpleting tasks associated with the collabora-
tive activity znd responsibility for the decision making involved in that activity Shared
participation in task cormpletion does not irmply that the individuals involved rmust divide
tasks equally or participate fully in each task required to achieve their goal. In fact, par-
ticipation in the activity often involves a convenient division of labor. For instance, as a
speech/language therapist, you might collaborate with a kindergarten teacher to plan a
series of language lessons for the entire class. You volunteer to outline the concepts that
should be addressed and to prepare several activities related to each. The teacher agrees to
locate needed materials and to plan student groupings and instructional schedules for the
lessons. In this case, you and the teacher are both actively participating in accomplishing
the task, even though the division of labor may not be equal.

The second component of responsibility concerns equal participation in the criti-
cal decision making involved in the activity In the example just described, you and the
teacher had different responsibilities for the task, but to be collaborative you must partic-
ipate equally in deciding the appropriateness of, and possible needed adjustments in, the
material you prepare; and you are equally responsible for deciding whether the grouping
and proposed schedule are workable,

Individuals Who Collaborate Share Resources Each individual engaged in a collabora-
tive activity has resources to contribute that are valuable for reaching the shared goal. The
type of resources professionals have depends on their roles and the specific activity, Time
and availability to carry out essential tasks may be the critical contribution that one person
offers. Knowledge of a specialized technique may be another’s resource. Access to other
individuals or agencies that could assist in the collaborative activity may be a third person’
contribution. If professionals cannot contribute a specific resource, they may be perceived
as less comrritted to the collaborative goal, and they may encounter difficulty establishing
parity. If you were collaborating with the professionals introduced in the case at the begin-
ning of this chapter, what resources would you expect them to contribute? What resources
would you contribute if you were one of the depicted colleagues?

For a different type of situation in which resources are shared, think about working
with parents. For example, sharing resources often occurs when parents and schoal pro-
fessionals collaboratively plan home reward programs for students, The parent is likely
to have access to rewards to which the student responds (e.g., video games, computer
access, special meals, access to a bicycle or car). The special services providers may be
able to recormmend the number of positive behaviors the student should display, the fre-
quency of rewards, and the plan for systematically phasing out the rewards once success
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has been achieved. The program would not be possible without the contributions that
everyone makes.

You may have found that sharing resources is sometimes the key motivator for indi-
viduals to collaborate. In fact, pooling the available—but too often scarce—resources in
schools can lead to tremendously satisfying efforts on behalf of students; at the sarme timne,
it enhances the sense of ownership among professionals. Unfortunately, the reverse may
also occur: A scarcity of resources sometimes causes people to hoard the ones they con-
trol. Collaboration becomes unlikely when that happens. Ultimately, when resources are
lirnited, the choice becomes this: Come together through collaboration and make the best
of what is available, or fall apart as individuals compete to obtain resources that may even
be inconsequential in terms of value. Or, as Benjamin Franklin is reported to have said at
the signing of the Declaration of Independence, “We must, indeed, all hang together, or
assuredly we shall all hang separately!”

Individuals Who Collaborate Share Accountability for Outcomes “Whether the results
of collaboration are positive or negative, all the participating individuals are accountable
for the outcome. Suppose you and several colleagues plan a parent information meeting,
(One person arranges for a room, another makes arrangements to provide coffee, and a third
reserves a media projector for the presentation. Shortly before the meeting is to begin, you
realize that no one has rernembered to pick up the media projector. In a collaborative effort,
all the professionals share the resulting need to change the program at the last minute or to
arrange to have someone dash to retrieve the projector. Sirnilarly, if a school leadership team
is meeting to discuss the results of the monthly student progress data collected, but one
mermmber has not finished compiling his or her part of the results, the team is accountable
for rescheduling the meeting date or for assisting the member aggregating the information.

The examples just given relate to the outcomes of the shared work. However, in
today’s schools a second type of discussion of outcomes is equally important—that is,
outcomes related to students. One question sometimes asked is whether collaboration
makes a difference for students. The studies described in A Basis in Research address that
question.

. How are the
defining character-
istics of collaboration illus-
trated in these teachers’
conversations about their
shared work?

(https: e youtube, com/
watch?v=Vpitg8l3Yhi)

A BASIS IN RESEARCH

Does Collaboration Improve Student Achievement?

Collaboration has intuitive appeal. That is, it seems to
make sense that when school professionals work to-
gether, student outcornes will improve and teachers will
gain increased knowledge and skills. But is there any
evidence to support such ideas? A number of studies do
indicate that collaboration makes a difference. Here are
some examples.

Huberman, Navo, and Parrish (2012) studied the
characteristics of four California school districts that had
higher than expected academic outcomes for students
with disabilities. The districts share several cormrmon char-
acteristics, but one found in all of thermn was an emphasis
on collaboration. One particularly interesting finding was
that in some of the schools co-teaching was part of these
partnerships, but in others collaboration consisted pri-
marily of shared work outside the classroom.

A study commissioned by the Center for School
lmprovement in cooperation with the Office for

Exceptional Children, Ohio Department of Education,
exarnined 30 Ohio school districts that had made sig-
nificant improvement in students’ reading and math
proficiency (Silverman, Hazelwood, & Cronin, 2009),
The researchers found that these districts emphasized
strong leadership that included shared leadership
among professionals and principals, a strong collabo-
rative culture and structures to support collaboration
{e.g., common planning), co-teaching, and a priority
on tnany types of teaming.

Over the past 15 years, collaboration has
emerged as integral to effective schools {e.g., Caron
& Mclaughlin, 2002}, However, additional research
is needed to address topics such as the differences in
collaborative activities between exemplary and strug-
gling schools, ways to build a collaborative culture
when it does not exist, and strategies for sustaining
such a culture.
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Emergent Characteristics

Several characteristics of collaboration can have multiple functions—they are mentioned
both as prerequisites for as well as outcomes of collaboration. We refer to these as emer-
gent characteristics, These characteristics must be present to some discernible degree at
the outset of collaborative activity, but they typically grow and flourish from successful
experience with collaboration.

Individuals Who Collaborate Value This Interpersonal Style Collaboration is
challenging but rewarding, Professionals who anticipate collaborating must believe that
the results of their collaboration are likely to be more powerful and significant than the
results of their individual efforts or else they are unlikely to persevere. Typically, success
in collaboration leads to increased commitment to future collaboration, and so beliefs and
attitudes become increasingly positive. Two examples from former students illustrate this
point. One student reported, “l used to work in a school where there was no collabora-
tion. | worked very hard, but it was like beating my head against a wall. Now I work in a
place where collaboration is the norm. [ work even harder than [ used to, but now it's fun.”
Another former student cormnmented, “1 used to think that collaborating meant that T had
to have answers and get others to agree to my ideas. What I've learned is that by talking
less and listening more and being more open to others’ thoughts and ideas, we get better
results—and that makes collaboration really worth the effort.” Individuals who collaborate
truly believe that two (or even more) heads are better than one.

Professionals Who Collaborate Trust One Another Even if you firmly believe in the
beneficial outcomes of collaboration, you cannot suddenly introduce it, fully developed,
into your professional interactions. If you already have worked in a school, you probably
recall your experiences as a new employee, a phase in which you learned about your col-
leagues, the norms of the school setting, and the manner in which to approach the other
professionals with whom you worked most closely And even though vou interacted with
other professionals during that time, the extent to which you could collaborate was lim-
ited. Only after a period of time in which trust and, subsequently, respect are established
can school professionals feel relatively secure in fully exploring collaborative relationships.
Once begun, however, those relationships may be strengthened until trust of colleagues
becomes one of the most important benefits of collaboration. This scenario describes the
emmergence of trust: At the outset, enough trust must be present for professionals to be
willing to begin the activity, but with successful experiences the trust grows and the rela-
tionship becomes better able to withstand problems or disagreements.

Conversely, trust is most fragile when a collaborative relationship is relatively new,
as may be the case for Mr, Garcia, the S5T you met at the beginning of this chapter. If he
violates a shared confidence, fails to contribute to planning for instruction, or comrmuni-
cates inaccurately, trust is likely to be damaged, and such damage can take a long time to
repair. How long trust takes to develop can depend on many factors, including the over-
all support and administrative expectations for collaboration in the school; the similarity
or dissirnilarity among participants in terms of professional preparation, culture, and life
experiences; the number and quality of the opportunities for interacting; and the comrmit-
ment each person makes to the shared work.

A Sense of Community Evelves frem Collaberation In collaboration, participants
know that their strengths can be maximized, their weaknesses can be minimized, and the
result will be better for all. The concept of community is receiving significant attention
in contemporary professional literature (e.g., National Association of Secondary School
Principals, 2013; City, 2013; Hord, 2009}, What is increasingly recognized is that the
development of a sense of professional community leads to better outcomes for students
and satisfaction and support for educators (Conoley & Conoley, 2010, Katz & Sugdern,
2013, Knox & Anfara, 2013). Perhaps yvou have experienced the sense of cormmunity in
a faith-based, social, or student group. The willingness to work toward a cormmon goal is
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accompanied by a decrease in concern about individual differences. This is the goal of the
Madison Independent School District, as described at the beginning of this chapter.

Taken together, these emergent characteristics highlight the opportunities you have
and the risks you take when you begin to collaborate. You may atternpt to establish trust
and either succeed or are rebuffed; you may attemnpt to communicate an attitude support-
ive of collaboration and find that some but not others share your beliefs. Collaboration
certainly is not easily accomplished, nor is it appropriate for every situation. More than
anything, the emergent characteristics capture the powerful benefits of accepting the risks
of collaboration. When collaborative efforts result in higher levels of trust and respect
among colleagues and between professionals and parents/families, and working together
results in more positive outcomes for students, the risks seem minor compared to the
rewards.

Collaboration in a Societal Context

How has collaboration come to be so important in education that it is the subject of entire
books and courses in professional preparation programs? What is fostering the develop-
ment of so many collaborative structures in schools? Why is so much attention now de-
voted to the quality of the working relationships among professionals, paraprofessionals,
and parents/families? What is occurring for students, including those with disabilities or
other special needs, is simply a reflection of the direction of many endeavors in society
and their application in education (Fidelman, 2013, Reardon, 201 1; Williams & Williams,
2014). By examining the larger context for collaboration, you can better understand its
pervasiveness in todays world and its necessity for today’s schools.

Societal Trends

Consider the world in which you now live. A valuable starting point is the arena of
work: The vast majority of jobs currently available are in service industries in which
individuals interact with clients or customers to meet their needs (e.g., sales, customer
support, telecommunications). This situation is in sharp contrast to preceding eras in
which many workers toiled in isolation on assembly lines. Contemporary life is also
characterized by an accelerated flow of information: People are inundated with it,
whether through the resources of the Internet, social media, the seemingly endless array
of television talk shows, or the stacks of print materials that pile up—often unread—
in many homes, offices, and classrooms (e.g., Frenkel, 2014). Mass participation (e.g.,
Facebook, Instagram, Wikipedia) is also commonplace. With the enormous amounts
of information constantly available, few individuals can hope to keep up with even the
most crucial events occurring in their communities and their professions much less
throughout the world.
(One response to the pressures of contermnporary societys changing labor needs and its
information explosion is an increasing reliance on collaboration (Gobillot, 2011; Goold
& Barber, 2014, Harvard Business Review, 2013). For exarmple, business managers, much g/ This video about
more so now than in the past, are involving employees in decision making as a strategy tine powEr o

: . . , ) ” collaboration suggests
for improving organizational effectiveness. Further, employees report that they find their P ——— N

jobs more satisfying if they participate in reaching decisions. A sense of ownership and  new solutions to student
cornmitrnent appears to evolve through participation in such activity, and cutting-edge  problems and enabling
employers target teamn approaches that foster shared decision making and clear cornmuni-  students to truly reach

cation as a major training topic for employees at many levels (e.g., Kuehner-Hebert, 2014), sl petiEmital

All of these ideas, not coming from education but from business and industry, are directly
related to collaboration.

thttps: /v youtube, com/
watchTv=7KMM38THNCk)
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Collaboration Across Professions

Business is not the only domain in which collaboration is essential. In fact, collaboration
seerns to have become a standard for much that is worthwhile in conternporary professional
culture, For example, Bennis and Biederman (1997}, in their examination of the most
significant innovations of the twentieth century—including the personal computer, avia-
tion technology, and feature-length animated films—concluded that none of themn would
have been possible had it not been for a high degree of collaboration among very talented
people. That is, the ability to bring people together to form professional relationships is a
fundamental skill that enables conternporary leaders to help people develop commitment
and tackle the exceedingly complex problems facing many disciplines, whether business
managerment, industry, education, or computer or biclogical sciences (e.g., Goman, 2014).

Collaboration has also become increasingly important in the area of hurman services,
For example, it is viewed as a means through which welfare, medical, mental health, and
other services can be more effectively provided to children and their families (e.z., Garland
& Brookman-Frazee, 2015; Savina, Simon, & Lester, 2014). In health care, collaboration
is a means of bringing together medical and healthcare providers to integrate the delivery
of services, a means of increasing the cormrmunity’s health, a means of improving public
health agency performance, and a means of improving other cormnmunity health services
{e.z., Johannessen & Steihaug, 2014 McComb & Simpson, 2014; Stichler, 20147,

School Collaboration

Beginning with the premise that schools are a reflection of the larger society, the current
trend toward collaboration in the United States and around the world makes it quickly
apparent why collaboration is such a significant trend in schools. Many exarmnples of this
trend are evident, and this section outlines just a few

Response to Intervention

Perhaps one of the most important types of collaboration emerging in twenty-first-century
schools is one that originated in special education legislation but is implemented in gen-
eral education: response to intervention (RT1). As you may have learned already, RTlis an
alternative procedure for identifying students with learning disahilities, a move away from
what has been called a “wait to fail” model that required a discrepancy between expected
and actual achievernent (Bradley, Danielson, & Doolittle, 2007, Nellis, Sickman, Newman,
& Harman, 2014). Tt is also evolving as a data-driven vehicle for proactively responding
to many students’ learning difficulties. In RT1, students who are falling behind despite
being taught through high-quality, research-based instructional approaches are placed in
successively intensive interventions (e.g., Tier 2, Tier 3) for specific periods of time {e.g,,
16 weeks), most often because of concerns about read-
ing skills, although this procedure is also being applied
in some locales when concerns arise about students’
math achievermnent or behavior (e.g., Harlacher & Siler,
2011} Detailed data are gathered to determine whether
the interventions being implemented are resulting in ac-
celerated student learning, a process referred to as prog-
ress monitoring, If the interventions are effective they are
continued, or if determined inappropriate they are dis-
continued. If, after a series of such increasingly focused
interventions, a student is not making enough progress
to eventually reach the same level of achievemnent as
peers, a tearr may decide that a learning disability may
exist and determine that the student is eligible for spe-

Kzenon/Shutterstock

Collaboration characterizes many twenty-first-century cial education services. In a few states, just the series of
professions, including thase in business, science, and interventions is a basis for that decision; in many states,
medicine. additional assessment procedures are also used.
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RTI calls for a high degree of collaboration {e.g., Brown-Chidsey & Steege, 2010,
Dulaney, 2013}, Consider the experience of Ms. Jackson, a third-grade teacher, who is ‘ ) This high school

very concerned about her student Cecils reading skills. As she has reviewed his progress mesting b em

and taught him for the first part of the school year, she has found that he still has tre- example of collaboration
mendous difficulty with many basic phonics skills affecting his ability to master the i action.
third-grade curriculum. She asks her school's RT1 team to problem solve with her for (https: /v youtube. comy

Cecil. After reviewing Cecil’s school records and assessment data, the team agrees that  watch?v=cveEkTba7CY)
he is significantly behind his peers and is unlikely to make adequate progress without
more intensive intervention. The reading specialist, speech/language therapist, assistant
principal, and Ms. Jackson decide that Cecil should participate in a daily 30-minute spe-
cialized supplemental reading program that focuses on systematic developrnent of pho-
nics skills. After 10 weeks of this intervention, the same team reconvenes and reviews the
weekly data on Cecils progress. Although he has not caught up with his peers, the team
decides that the intervention is resulting in significant progress and should be continued.

It is beyond the scope of this book to provide detailed information about the many
dimensions of effective RT1 procedures. What is important for you to remember is that
these procedures are based on collaboration. When a team of professionals come together
to analyze student needs and design instruction that will accelerate learning, the results
are better ideas, an increase in leaming, and less need for the more structured and regu-
lated services of special education.

Additional Examples of School-Wide Collaboration

RT1 is an important model emphasizing collaboration among school professionals, but
there are many others. For example, teachers are being asked to team with each other and
with other school professionals, including media specialists, science consultants, literacy
coaches, counselors, and speech/language therapists to improve student learning {e.g.,
DrAgostino, 2013; Canter, Voytecki, Zambone, & Jones, 2011; Nellis et al., 2014, Watson
& Bellon-Harn, 2014}, In all these efforts, the goal is to provide enhanced instruction to
irnprove student learning,

Middle school approaches are an especially interesting application of teacher—teacher
collaboration because they are premised on strong collaboration among teaching teamns in
core acadernic areas (J. Noonan, 20147, Teachers in middle schools have regularly sched-
uled shared planning time so that they can integrate curricula, coordinate assignments and
other major activities such as field
trips, and discuss issues related
to their instructional work. They Gt
also share data about their shared
students and collectively find
strategies to effectively meet their
students’ special learmning needs.

Another type of collaboration
ernphasized in the school literature

concerns school-university partner-
ships, often under the guise of school
reform (e.g., Officer, Grim, Medina,
Bringle, & Foreman, 2013). One
example of partnership for prepro-
fessional preparation is a residency
program (Solormon, 2009), in which
university faculty memmbers collab-
orate in school settings, especially
urban settings, with school profes-
sionals to recruit, prepare, induct,
and mentor new teachers, Another
example is blended teacher prepa- “In an increasingly complex world, sometimes
ration, in which general and special old questions require new answers.”

Z
i

15967238
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Throughout this book, you will read about many
school applications of collaboration. But there are so
many ways professionals collaborate that not all can be
adequately addressed between these covers. Here are
just a few examples of formal and informal collabora-
tive activities occurring in contermnporary schools:

Professional learning communities (PLCs) are a struc-
tured approach for professional development. In
PLCs, educators comne together based on a shared

education preservice teachers learn together and sornetimes receive dual licensure when they
cornplete their professional waining (e.g,, Fullerton, Ruben, McBride, & Bert, 201 1),

Yet another type of school collaboration receiving renewed attention is peer collabo-
ration {e.g., Henry, Castek, O'Bymme, & Zawilinski, 2012). When students work with part-
ners on various instructional tasks, they generally learn more than if they had worked
alone. Further, professionals have come to value peer interactions as a means of preparing
students for their likely roles in the world of work.

Finally, collaboration has not been ignored by school administrators. Principals are form-
ing school leadership teams and collegial work groups to share decision making on critical
school issues (Nappi, 2014}, They are also working collaboratively with teachers to nurture
their skills as leaders, help them set professional goals for each vear, and make judgments about
their schools reform efforts (e g, Mangin & Stoelinga, 2010}, Principals are ernphasizing that
teachers should work with each other to solve problems about students experiencing difficulty,
to establish and assess acadernic standards, and to create positive working relationships with
parents and family members (e.g., Geller, Doykos, Craven, Bess, & Nation, 2014). The school
as a collaborative cormrmuinity of learners is now a central theme for effective administrators,

Keep in mind that even these examples represent only a small fraction of the collabo-
rative activities in today’s schools, Some additional exarmnples are included in Putting ldeas
into Practice.

Special Education Collaboration

Special education collaboration is a subset of school collaboration, but it has such a rich
history and has becorme so much a part of policy and practice that it merits separate attention
{Ludlow, 2011). For example, even before the passage of the first federal special education
law in 1975, special educators were providing indirect services to students with disabilities

The Many Faces of School Collaboration

intensive instruction than might otherwise occur,
The professionals have a rich opportunity to learn
from one another.

School reform teams often are formed when school
professionals are faced with an urgent challenge to
raise student achievernent. There may be a lead-
ership team that includes representative teachers,
support staff, and parents. There may also be grade-
level or department tearns that meet regularly to
Create COTIITION assessIments, review student data,

need {e.g., all seventh-grade math teachers learning
about the new curriculurm, all teachers interested in
learning more about co-teaching, all teachers teach-
ing .S, history and who are expected to incorpo-
rate writing and literature into the course). The
teachers meet regularly, share readings, and take
turns leading the group with the goal of jointly in-
creasing their knowledge and skills,

Apprentice teaching programs are being used in
sorme universities that are partnering with schools
to create student teaching and internship ex-

discuss changes to instruction dictated by the data,
and evaluate the effectiveness of the changes made.
School—comrmumity collaboration usually has a goal

of irmproving outcormnes through a unified effort,
Collaboration among school professionals, cornrmu-
nity mernbers, and agency representatives may focus
on preventing dropouts, raising achievernent, reduc-
ing gang activities, and enlisting parents and farnilies
in educational efforts.

Are you aware of other collaborative school pro-

periences that are highly collaborative. In this
model, novice educators work in partnership with
a veteran teacher so that students receive more

grarns and practices? To what extent do they include
the defining and emergent characteristics as outlined in
this chapter?
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by working with their general education teachers in a model called consulting teaching
{(McKenzie, 1972). Likewise, school psychologists have long been urged to roultiply their irmn-
pact by helping teachers, who could then better address the learning and behavior problerns
of all their students (Tharp & Wetzel, 1949} When EL 94-142 became law, collaboration
was firrnly integrated into special education with the provisions of parent participation and
the mandate for the least restrictive environment. With each revision of special education
law the place of collaboration has been strengthened. The law has, in essence, made collabo-
ration a required part of special education services. As shown in Figure 1.2, collaboration is
either mandated specifically or strongly implied in the entire process of identifying students
who receive special services, delivering their instruction, and interacting with parents,

A discussion of special education collaboration would not be complete without men-
tion of early childhood programs, for which collaboration generally is integral {e.g., Fulton
& Myers, 2014; Vuorinen, Sandberg, Sheridan, & Williams, 2014). For exarnple, early in-
tervention services are based on the belief that parents or other caregivers are the primary
teachers of young children and that professionals can foster their participation through
collaboration. Further, early intervention programs are mandated to coordinate services
among all providers (e.g, educators, social service agencies, medical professionals), and
this mandate exists within a context of collaboration. Although you will learn more about
collaboration in early childhood special education in Chapter 12, for now you should

FIGURE 1.2 Direct and indirect expectations of collaboration in the Individuals
with Disabilities Education Act (IDEA).

[EF teams. Each student’s educational program must be designed by an [EP team that generally includes
special education and general education professionals as well as parents. This team also includes speech/
language therapists, occupational and physical therapists, administrators, and any other needed personnel.
Least restrictive environment. The law requires justification for any placement not for general education. This
presumption strongly suggests that general education teachers, special educators, related services personnel,
administrators, and others should work together on behalf of students.

Highly qualified teacher requirement. Special educators who teach core academic content in a separate
setting (e.g., math, social studies, science, English) to students not taking alternate assessments must be
highly qualified in those areas. However, if a highly qualified general education teacher and a special educator
share teaching responsibilities, in most states the special educator does not have to be highly quzlified in the
content area. That is, the special educater’s highly qualified status in these situations relates to the learning
process, whereas the general educator’s relates to the core academic content. This reguirement of the law can
foster collaborative service delivery.

Assessment process. Parents must give permission for their children to be assessed, and they must also have
avoice in the decision making that oceours as a result of assessment. Even more communication responsibility
occurs when students are reevaluated. Because a decision may be made in some cases to omit standard-

ized testing, parent involvernent in decision making is even more critical (although if parent input cannot be
obtained, the process continues).

Transition. Transition relies on strong collaboration among educators as well as students and parents. Further,
transition plans often require the involvernent of professionals from other agencies, and so interprofessional
cellaboration may be required.

Discipline and behavior support plans. For any student with behavier problems, a functional assessment

and behavior support plan is required. The process of gathering data, identifying the problem, designing
alternative interventions, implermenting them, and evaluating the outcomes typically will include participation
by several professionals, paraprofessionals, and parents/family mermbers.

Paraprofessionals. Paraprofessionals, teaching assistants, and other individuals in similar roles should receive
appropriate training for their jobs and supervision of their work, Although not all interactions with paraprofession-
als are collaborative, the specific expectation for teacher—paraprofessional interactions can foster collaboration.
Mediation and dispute resolution. Unless declined by parants, states must make no-cost mediation available
to parents as a strategy for resolving disagreements concerning their children with special needs. Further, prior
to a due process hearing, the district must convene the [EP team members and parents in an attermpt to infor-
mally resolve the dispute. The implication is that a strong bias exists for all parties, working together on behalf
of students, to design the most appropriate education rather than escalating conflicts.
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realize that many professionals point to this area when seeking exemplary practices in

» .. school collaboration.
/) Collaboration in

special education Another dimension of collaboration for special educators concerns the partnerships

% esserdel bt @n be formed among the professionals who provide special education and related services, For
complex, especially when example, special educators often work closely with speech/language therapists to create
many professionals are effective langnage interventions that can be implemented across the special education and

involved, a point clearly
illustrated in this brief
interview.

general education settings. Likewise, they may collaborate with an assistive technology
specialist to help a student with a cornmunication disability become proficient using a new
corrrnunication device. They may also interact on a regular basis with the school nurse, a
counselor, and a consultant who advises the teacher on working with students with visual
impairments. That is, collaboration within the field of special education is as crucial as
collaboration between special educators and those outside the field.

The Challenges of Collaboration

Despite collaboration’s clear importance and increasing emphasis in education, a number
of challenges may arise when school professionals attempt to establish collaborative rela-
tionships. These issues pertain to overall school culture, professional socialization, power
and status among participants in a relationship, and pragmatic issues. You can explore
other issues related to collaboration and possible solutions for addressing them by visiting
web sites such as those described in Putting ldeas into Practice.

School Culture

A strong collaborative culture has been associated with improved student outcomes (e.g.,
Walsh, 2012, Huberman et al., 2012}, That might lead you to conclude that school leaders
consistently work to create and sustain such a culture; unfortunately, that is not always the
case. ln too many schools, collaboration is serendipitous, informal, and sporadic rather
than deliberately fostered.

One example of a cultural challenge to collaboration concerns professional partici-
pation and integration. In some schools, decisions about curricula adoption, teacher and
student schedules, and professional developrment priorities may be made with input from
few or only certain staff groups. When the perspectives of ESL teachers, special educa-
tors, and related arts teachers are not considered, not only is participation incornplete, but
students’ education may be negatively affected. The math curriculum adopted may have
serious weaknesses in terms of techniques for ensuring that students with disabilities or
those learning English can access it. Schedules may preclude art, music, drama, or physical
education teachers from having opportunities to meet with the professional who could help
them better understand how to reach their students with special needs. Collaboration has
value because the diversity of participants leads to better decisions; when diversity is limited
poor decisions result, which is detrimental and frustrating to students and professionals.

A second example of a challenge related to school culture concerns the expectations
that are set and structures put in place. In some schools, professionals volunteer to work
together, and if a teacher wishes to decline it is permitted. This means that some teachers
work closely to educate students with extraordinary needs while others simply do not.
The immpact can be that the school’s culture has two distinet parts; one focusing on doing
whatever it takes to maximize student potential and the other expecting students to meet
certain baseline requirements prior to instruction. An example of school structure that
can interfere with a collaborative culture is the design of programs and services. In some
schools, special education services may be delivered, at least in part, within the general
education setting, while ESL, speech/language, and other services are provided only in
separate settings. Such an arrangement is based on decisions about service options, not
necessarily on student needs. Another structure may concern scheduled collaboration time
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The Internet is a trernendous source of information about
almost any topic. Although only a few sites specifically
address the professional collaboration that occurs among
school staff members, the following sites include infor-
mation on collaboration and pertinent related topics.

The Beach Center
www.beachcenterorg

The goal of the Beach Center on Disability at the
University of Kansas is working with all stakeholders to
enhance the quality of life for individuals with disabili-
ties and their families. This family-focused site contains
many articles of interest and links to other sites empha-
sizing family collaboration.

Pinterest
wWww.pinterest.com

As you probably already know, Pinterest is a web site
on which individuals collect a wide array of favorite
information on topics of interest. If you type the term
teacher collaboration into its search bar, you will find
many collaboration hints and tips as well as more de-
tailed information on common collaborative school
practices {e.g., teaming, co-teaching, mentoring).

All Things PLC
www.allthingsple.info

At All Things PLC, you can learn about this increas-
ingly common form of school collaboration, blog with

FOUNDATIONS AND PERSPECTIVES

Internet Resources for Collaboration

others about PLC, and look at data related to the im-
pact of PLC on student achievemnent and other out-
comes. Recent articles on the site addressed the use
of technology and the implementation of behavior
interventions.

Teach Thought
http#/www.teachthought.com/

The goal of TeachThought is to improve leaming; it
includes schools but also extends to communities.
Typing in the term collaboration on its search bar will
take you to a set of articles about collaboration among
teachers, student collaboration, and the positive irnpact
of collaboration on learning,

Middle Web

www.middleweb.com

As you might guess, Middle Web is a web site de-
voted to topics of interest to middle school educators,
However, because collaboration is so integral to middle
school models, you will find many helpful resources on
this site. Some recent discussions included collaborat-
ing about grades and considerations related to working
on a tearn instead of as an individual.

One other suggestion: As you seek information
related to collaboration and related topics, don't forget
to check your own state department of education’s web
site, Many have practical information that is directly
related to state policies as well as links to other valuable
local and national sites.

{Dever & Lash, 2013} Some professionals report that each time the grade level, team, or
departrnent meets the agenda is already set (e.g,, discussion of student data, administrative
Announcerrents, test preparation). Professionals do not have the opportunity to determine
key decisions that should be addressed, and they often find these so-called collaborative
meetings are anything but collaborative,

The list of school culture components that may positively or negatively affect collab-
oration is lengthy, and you can easily add to the exarmnples just given. In fact, several of the
iterns in the sections that follow may also influence a schools collaborative culture. As you
read about them, think about the influence they could have on the sense of community
and the “we're all in this together” mindset that characterizes collaborative schools,

Professional Socialization

Another factor that may be a challenge to collaboration is professional socialization, First,
in some teacher and other professional preparation programs, you may discover that as
you are successfully completing your student teaching, practicum, or internship experi-
EICes VoUr supervisor must leave you alone to work with students. In other words, your
professional training itself may encourage a belief that working in isolation is the role
of the professional. Even if vou entered the teaching profession through an alternative
route to licensure or in a program that encourages collaboration during student teaching
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or internships, you might have found that your proficiency was directly or indirectly
judged based on how well you handle instruction, student matters, and planning on your
owr. .. but not on your work with others, When we work with professionals in the field,
we often ask general educators to raise their hands if they have had a course on working
with other adults in schools; at most, only a handful of them respond positively It should
not be surprising that an orientation toward working alone, especially in the classroom, is
still fairly common among teachers,

Serond, this socialization of isolation may continue as you enter your profession and
gain experience, Even for some teachers who participated in collaborative preparation pro-
grams, school cultures of independence or self-reliance are so strong that what evolves is
a belief that you should handle your professional responsibilities and problems yourself. If
you seek help, it is often only after you have decided that whatever is occurring is no lon-
ger your problern; your goal becomes seeking another to take ownership of it.

This discussion of school culture and professional socialization may leave the impres-
sion that collaboration is unlikely in school settings. That certainly is not the case, as was
illustrated by Ms, Williams, introduced at the beginning of this chapter. In fact, attention
to collaboration has gained significant momentum over the past several vears (e.g., Taylor,
Hallam, Charlton, & Wall, 2014). We mention such challenges only to raise your aware-
ness of the difficulties in collaborating and to stress that, even if you have learned about
the importance of collaboration and embrace its value, yvou may work with colleagues who
have not and who may resist participating in collaborative work. We want to also convey—
realistically—some of the resulting challenges that you will undoubtedly experience as
you atternpt to collaborate, These challenges are not unique to your specific school setting
or professional role; they result from many factors that are part of all school professionals’
experiences, Ultimately, these dilermmas provide the rationale for exploring the skills de-
scribed later in this text because it is those skills that can empower school professionals to
cornplernent their other professional skills with collaborative ones.

Keep in mind that if you are in a school setting where isolation is more cornmon than
collaboration, possikilities for forming positive working relationships still exist. You might
find one colleague with whom you can forge a partnership. It may be that teachers in your
field from other schools in your district are eager to collaborate, A third way to seek collabo-
ration opportunities is through the use of technology E-Parmerships offers a few suggestions
for using the Internet to reach out to, and learn from, colleagues.

Power in the Relationship

Whenever there are interactions among people, the topic of power
should be mentioned because the entire character of interactions is
based in large part on each participant’s power or perceived power
{e.g, Bangou & Austin, 2011; Raven, 2008; Ylimaki & Brunner,
2011). For example, Robin is a fourth-grade teacher who has
worked in her school district for many years. She is well respected
and has a specialist’s degree in reading. When she takes the role
of reading coach, her colleagues are happy to follow her advice
because she has expert power; that is, she is viewed by others as
knowing more than they do on the topic of reading instruction. She
may also have what is called referent power; that is, the likelihood
that others will follow her suggestions because they admire her and
value her input. Another type of power generally held by principals
or other supervisors is called legitimate power; that is, educators
follow the directions of administrators because those leaders have
the right to require compliance. Other types of power include re-
ward power (the perception that the other person controls valuable
resources), coercive power (the perception that the other person
Collaboration is based on parity, and so when may punish an individual for ignoring direction), and informational
there is a power imbalance between colleagues, power (the perception that the other person’s knowledge of the de-
collaboration is underminad. tails of an explained change demonstrates a reason to irmplement it}
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Collaborating on the Internet

The array of e-options for collaboration seems to grow
daily. Although it sometimes takes a bit of work to find
the best tools for any particular collaboration goal, the
result is usually worth the effort. In todays schools you
can collaborate with colleagues across town, across
your state, across the country, and around the world
to address concerns about students, find new teaching
ideas, and ask questions about effectively working with
students with special needs. Here are a few exarnples of
options you may wish to explore:

Teacher Lingo
(http://teacherlingo.com/blogs/default.aspx)

The Teacher Lingo web site is dedicated to provid-
ing teachers with a platform for collaboration. The web
page provided opens to the teacher blogs. A wide variety
of topics are under discussion at any point in time and
may include the following assistive technology, instruc-
tional dilemrmas and possible solutions, teaching ideas,
responses to conflict at school, and general information
about working in schools, including not only working
with students but also working with other professionals
and parents. You can access blogs about particular stu-
dent groups (e.z., English language learners), grade levels,
or areas of specialty (e.g., technology, world languages).

Tumblr (https://Awww.tumblr.com)

Tumblr is another blog site that is highly popular. With
a free account, you can access many blogs about working

with students with special needs and follow others’ com-
ments as well as make your own contributions. The
range of topics is as diverse as those posting, everything
from teaching tips to ideas for addressing behavior prob-
lemns znd concerns about working with colleagnes.

CEC and Other Professional Association
Communities and Discussion Groups
(www.cec.sped.org)

Have you joined a professional association? If so, most
have communities of members with ongoing discus-
sion on a wide range of topics and participants ready
to assist colleagues with their questions and con-
cerns, For example, topics being discussed recently
on one of many communities offered by the Coun-
cil for Exceptional Children (CEC) included student
behavior assessments, accommodations for students
with disabilities in a music class, and distinctions
between students learning language and those with
language-related disabilities. CEC also has a blog ded-
icated to early career educators written by first-year
teachers.

These suggestions for making e-connections are
just a beginning. You may already have favorite so-
cial media sites that include professional sharing, and
your school district may make such options available,
There is no need for any twenty-first-century teacher to
believe that he or she is isolated without access to the
support and inspiration of others,

Think about the implications of power for collaboration. For example, if you are a

preservice teacher, what will be your power base for collaboration as you begin your ca-
reer? You may find that yvou have to work diligently to cultivate informational and reward
power. lf vou are an experienced educator, you may already have referent power as well as
expert power, and vou may need to be aware that you are somewhat intinidating to nov-
ice educators because of your power. Consider other interactions in which power may be
unbalanced: For example, an early career special educator co-teaching in an advanced high
school class may perceive that the general educator holds nearly all the power. When edu-
cators interact with parents, especially those who live in poverty or who have recently come
to the United States from another country, they should understand that they may be per-
ceived as holding power. A simnilar situation might exist in working with paraprofessionals,

What is important to rernernber is that collaboration is based on parity; that is, a bal-
ance of power based on the valued contributions made by each participant. As perceived
differences in power increase, the likelthood for true collaboration decreases. Further, if an
expectation for collaboration exists and there is not a balance in power, stress—the topic
of Putting Ideas into Practice—is likely to increase.

Pragmatic Issues
When we described the defining characteristics of collaboration, we noted that resource

sharing is essential and mentioned itemns such as time, space, and materials. Collaboration
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W Managing Stress

Collaboration not only offers support to educators but
may also lead to stress. Here are sources of stress related
to collaboration and ideas for how to deal with the inevita-
ble stress of being a professional educator in a collaborative

school.

Sources of Stress

Role responsibilities. The evolving nature of the ed-
ucators’ jobs, including the increased expectation
of working with many colleagues and managing
student learning across settings, is a significant
source of stress.

Assignment to collaborative tasks. Teachers who are
told they will co-teach, educators assigned to RTI
tearns, and professionals directed to contribute to
professional development may find such assign-
ments stressful.

Work conditions. When educators rmust attend frequent
Tmeetings, participate in professional developrment
activities, serve on comrnittees, and still find time for
their own planning, stress is likely to be high.
Support. Educators who perceive that their admin-
istrators do not support their work experience a
high degree of stress.

Collegiality. In addition to administrative support,
teachers need support from colleagues. If they
believe their contributions are not valued stress is
likely to occur,

Cultural differences. When professionals interacting
with each other and with parents are from different
cultures, stress may increase as special care is needed
to avoid rmisunderstandings and miscornrmunication.

Dealing with Stress

Set realistic and flexible goals. Sorne educators create

a set of expectations that are so difficult to achieve
that failure is inevitable, and guilt—and stress—may
follow. For exarnple, a dedicated special educator
recently said, “I know what co-teaching should be,
and we are nowhere near irnplanting it the way it
should be. And so 1 come to school every single day
feeling like a failure.” A more constructive approach
would be to set stnall goals related to co-teaching
and feel positive about achieving them,

Focus on student learning. Teachers can directly
affect student learning, Stress can be reduced
when educators keep track of, and can point to,
student gains in learning and appropriate behavior
that they have directly influenced.
Establish priorities. When there are so many tasks
to complete that the list seems endless, it is very
easy to tackle them from a crisis perspective; that
is, giving attention to whichever itern is most
pressing or obvious. Instead, step back and set
priorities. If you encounter difficulty in setting
priorities, a more experienced educator or your
principal may be able to assist vou.
Take care of yourself. Working nonstop sounds
adrirable, but it is not a healthy habit and can
lead to burnout. Some educators try to keep up
with their many job responsibilities by seeing
students during their lunch period and working
before and after school. Each night they may take
home a large tote filled with work, and try to work
for a couple of hours after their own children go
to bed. Educators should follow the same general
advice for stress reduction that could be offered to
any busy professional:
1. Take breaks (and teachers have precious few of
those, lunch being one).
2. Develop healthy eating habits,
3. Exercise regularly.
4. Make sure to keep a boundary between your
work life and your personal life.
Celebrate your accomplishments and your profes-
sion. Don't lose sight of all you are accormplish-
ing. If you have led a committee that provided
professional development to teachers, thatisa
reason to celebrate, If your students have made
significant growth—even if it was not reflected in
scores on high-stakes tests—that is a reason to be
proud.
Access outside support. Elsewhere in this chapter
is information about accessing social media and
other teacher collaboration sites. Asking vour
questions of others, participating in discussions,
and offering insights as you leamn can be great
ways to reduce stress.

in schools often is constrained when these items and other logistics are not adequately
considered. For example, some professionals have regularly scheduled time to collaborate,
whether as a school team or co-teachers, but other educators can find only a few moments
to touch base before or after school or during a hurried lunch {e.g., Carter, Prater, Jackson,
& Marchant, 2009, Murawski, 2012}, Similarly, some school administrators ensure that
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tearn mernbers can attend meetings by providing coverage for their classes; others sched-
ule all such meetings after school. Some special education co-teachers spend a significant
arnount of time or the entire class period with their teaching partner, but in other cases
special educators or specialists are expected to provide services in two or even more classes
during a single instructional period.

You will find that a nurnber of these pragmatic issues are discussed in more detail in later
chapters (e.g,, timne for collaborative planning is included in Chapter 7 on co-teaching). We
mention the topic here just to acknowledge that logistics and other details of arranging for high-
quality collaboration sometimes cormnprise the greatest obstacle facing those who collaborate,

This discussion of the challenges that school structure, professional socialization,
power, and pragmatic issues present for collaboration could have a somewhat sobering
effect on your enthusiasm for it. In part, we hope this is so. Collaboration can be a pow-
erful vehicle for accormplishing professionals’ goals of educating students, but it can also
be overused and misused. Collaborative efforts should be implemented only with a deep
understanding of its complexities and difficulties, because such understanding will lead to
careful consideration of the extent to which these efforts are feasible and recornmended.

A Framework for Learning About
Collaboration

The immportance of collaboration in society and schools, and recognition of the challenges
of collaboration, form a rationale for studying it and for understanding that it is a technical
field of study That is, the fact that you interact well with others does not mean that you
understand all the dimensions of collaboration. The complexity and subtlety of collabora-
tion {e.g., Cook & Friend, 2010) suggest that in order to learn to form effective partner-
ships with others, you should strive for as complete an understanding of it as possible. To
accornplish this purpose, we offer a framework in Figure 1.3 for learning about collabo-
ration; it presents the components of collaboration and their relationships to one another:

Personal commitment
Cornrnunication skills
Interaction processes
Programs or services
Context

This framework shapes the material presented in this textbook as well as its organization,
and you will find that each chapter opens with a graphic to remind you which part of the
frarmework is addressed in that chapter.

FIGURE 1.2 Components of collaboration.

-

/ Personal Communication
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The first component of the study of collaboration concerns your personal commitment
to collaboration as a tool for carrying out the responsibilities of your job, including your
beliefs about the benefits of working closely with colleagues and parents/families and the

>, Learn More About

How do these
components of

eyl csllbemden added value of learning from others’ perspectives. Although it is difficult to offer specific
align with the key skill training related to this commitment and no chapter is devoted solely to this compo-
concepts presented nent of collaboration, you will find that throughout this textbook you are asked to reflect

' 2 . o : .
trough s eiptrt on the importance of, and merit in, collaborating with others. For example, the profes-

sionals introduced at the beginning of this chapter demonstrated through their actions
that they are committed to their collaborative efforts.

The second component of collaboration is communication skills, the basic building
blocks of collaborative interactions. Although most educators have relatively strong com-
munication skills in order to be in their professions, the skills needed for collaboration are
somewhat more technical and are best learned with focused practice. In addition, most
educators need to consider their communication skills in the context of working with col-
leagues and parents from diverse cultures (e.g, Dibble & Gibson, 2013}, For this reason,
Chapters 2, 2, and 4 outline those skills, provide many examples of their uses {and mis-
uses), and offer opportunities to practice them. The assumption is that you will use these
skills to implement services you learn about in other chapters.

The third component of collaboration includes inferaction processes—that is, the steps
that take an interaction from beginning to end. The most common interaction process is
problem solving, Because many educators’ collaborative activities are actually specialized
forms of problem solving, that topic is addressed in Chapter 5 and referred to later in the
chapters on teaming and indirect services, Other processes include responding to conflict
and resistance—topics addressed in Chapter 9. For all interaction processes, strong com-
munication skills are essential.

The fourth component of collaboration is the set of programs or services in which
collaborative activities occur. In this textbook, the services emphasized include tearmns
{Chapter &), co-teaching (Chapter 7), and consultation and related programs such as men-
toring and coaching (Chapter 8). It is within these services that interaction processes to
design and deliver strong educational programs and services occur,

The final component of collaboration is context, which refers to the overall environment
in which collaboration occurs. Because people so often are critical in determining the climate
for collaboration, special attention is given in this book to paraprofessionals, parents, and
others (e.z., related services personnel, representatives of comrmunity agencies) in Chapters
10, 11, and 12. Pragmatic issues, such as time for collaboration {(Chapter 7), and issues re-
lated to collaboration, such as ethics (Chapter 123, cornplete this part of the frameworle

As with any textbook, some topics cannot be adequately addressed. For example,
although mention already has been made of student—student collaboration and of such
collaboration being an important part of creating schools supportive of all students and
improving outcomes, the emphasis here is on adult-adult interactions; and so student
partnerships are briefly mentioned but are not prioritized. Likewise, even though pro-
fessionals often collaborate around designing and implementing academnic and behavior
interventions for students, those topics merit separate attention; we believe that atternpting
to address collaboration as well as instructional and behavioral strategies in one textbook
does a disservice to both topics.

SUMMARY

Collaboration is an interpersonal style that profes- collaboration both contribute to its development
sionals may use in their interactions with colleagues, and are potentially its outcomes: attitudes and
parents, and others. It can only exist voluntarily beliefs supportive of a collaborative approach,

in situations in which individuals with parity have mutual trust, and a sense of community.

identified a mutual goal and are willing to share Collaboration is a reflection of contemporary soci-
responsikility for key decisions, accountability for etal trends related to changes in business and other
outcomes, and resources. Several characteristics of professions, and the continued rapid increase in
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information flow and exchange, especially through
electronic channels.

Collaboration in schools is mandated or implied in
legislation and related reform efforts, including var-
ious forms of tearming (e.g., response to intervention
programs) and practices that provide curriculum
access to all learners. Collaboration is particularly
central to special education services, from early
childhood partnerships with parents, to the tearmns
that makes decisions about student services, to the
collegial efforts of professionals delivering students’
education.
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Individuals who collaborate may find that
challenges occur related to the structural and
professional isolation of schools, professional so-
cialization, power in relationships, stress related to
managing interactions with others, and practical
matters concerning resources such as time.
Studying collaboration includes understanding yvour
personal commitment, learning cormmunication
skills and interaction processes, creating prograrms
and services in which collaborative approaches can
be used, and recognizing context factors that foster
or constrain collaboration.

BACK TO THE CASE

1. Select one of the professionals whose typical days 2. Now think about the educators profiled in the
were profiled in this chapter’s opening case. Use this
professionalt profile as the basis for analyzing the

opening case study in termns of power, What types
of power does each of these educators have? What
extent to which the defining characteristics of col- could be the impact of their power (or lack thereof)
laboration are present or could be established. on their interactions with colleagues?
Which characteristics can most easily be met? 3. Consider the framework for collaboration presented
Which may pose significant barriers to develop- in this chapter. Which elements of it can you iden-
ing effective collaborative relationships? tify as being present for the professionals in the
If you were the professional profiled, what are two cases? What evidence can you provide to support
challenges to collaboration that you might face? your opinion?
What could vou do to address these challenges?

COLLABORATIVE ACTIVITIES

1. Discuss the issue of parity with your classmates. a surmnrmary of yvour experience. Use this as the

To what extent do they perceive that special educa-
tors, general educators, bilingual or ESL educators,
administrators, paraprofessionals, parents, and re-
lated services providers have equal status in schools?
Should they? In what situations? If parity does not
appropriately exist, how could issues related to it be
addressed?

. Suppose you are a new teacher in a school in

which collaboration occurs informally among

sorme teachers but is not a highly valued part of the
school’s culture. Further, imagine that the school
has received a mandate to move strongly toward
inclusive practices. What do you believe your

role is in accomplishing the dual goals of collabora-
tion and inclusive practices? How might you use
Figure 1.3 to analyze the steps that should be taken
and to discuss them with your administrator?

. 1f vou have worked in a setting in which
collaboration was valued and encouraged, write

basis for a discussion with others to generate
specific examples of the characteristics of school
collaboration.

. What is your responsibility if collaboration is

needed but is not occurring? For example, what if
you are on a grade-level or department team, and
sorme mernbers spend meeting tirme grading papers,
or they seldom complete the tasks they agreed to
do? What if you are a co-teacher, and your partner
does not want to plan together or does not want to
share classroom instruction?

. Peruse recent issues of popular news magazines.

What exarnples of societal collaboration are ad-
dressed? What universal thernes related to the ad-
vantages and disadvantages of collaboration can you
identify from these materials? How might current
trends in collaboration in business, health services,
social services, and other disciplines affect school
collaboration in the future?

Click here to gauge your understanding
of this chapter’s essential concepts.
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