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Abstract

The RTLB service was established as part oSB200Qolicy to provide a
Aworl d class inclusive education systemo
change agents who would build school and teactugability to achieve successful
outcomes for learners. As National Director of the RTLB training programme, | was
interested to explore if and how RTLB used an inclusive, collaborative problem
solving process in the field to improve complex problem 8dgna. Many RTLB had
previously been employed in traditional special education roles focused on working
with students directly rather than consulting and supporting teachers to improve their
practices for students experiencing learning and/or behaviditfrallties.

Consultation has a considerable research base in disciplines such as school
psychology, counselling and business but less research exists related to teacher
consultation (Friend, 2008). Previous researchers noted that relatively littews k
about the variables that influence the implementation of interventions developed
within consultation, the characteristics of effective problem solvers within this

context or the micrgrocesses in changing teacher beliefs and practices.

My researchnvolved two studies: Study 1 (contrasting retrospective cases) and
Study 2 (collaborative current cases). Data in the first study were provided by RTLB,
teachers and senior school leaders. Study 2 was designed to address a gap in New
Zealand research by@oring and analysing data on the actual practice of a group of
RTLB working alongside regular classroom teachers to resolve complex problem
situations. Taping key meetings was the least intrusive method of following the
collaborative process and enabteflections by RTLB and teachers to be shared with
me. Findings suggest that RTLB were able to use the CPS model to foster inclusive
practices in these settings. Reflections and analysis of transcripts illustrate RTLB
professional learning of the charaddécs applied in school contexts. This in turn

had an impact on teacher and RTLB professional learning and practices. Using CPS
provided more opportunities to develop a partnership and maintain relationships
where RTLB and teachers could respond morekdyiand jointly to issues as they

arose. Examination of the process also enabled the identification of factors that



facilitated and those that impeded the use of collaborative problem solving in
fostering teacher capability and inclusive practice. B#sidings demonstrating
effective RTLB practice has implications for further professional development and
direct relevance for the current Ministry of Educatiurccess for AlEvery School,

Every Childplan to achieve an education system that is futtjusive by 2014.
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Chapter One: Introduction

1.0Intr oduction and Overview of the Resarch

Speaal education consultants,érmed Resouce Teadhers Leaning and Behaviour
(RTLB), were introduced in New Zedand in 198 as aconse&juence of the Spedal
Education 2000policy (SE 200Q. Over 750posiions were establishedvithin designated
geographical clusters of schools rationwide, comprising an amagam of approximately 500
currently employed gpeda edwcation itinerant teachers and 250newly reauited seff. The
new rolesrequired RTLB to assist schookkders to develop inclusive schod-wide
approeches toteaching and learning, aswell as supportinglassroom texchers to wak
inclusively. RTLB were required to uncbrtake professonal leaning, (completinga
Graduate or Poggraduate Diplomain Edwaion (Speial Needs Resource Teading)) from
aconsortium ofuniversities whilethey worked in hools. Oneof thekey components of
this qualificaion was tolearn to usea collaborative problem-solving (CPS modl of
inclusive educaion srvice when respondingo schoolreferras. RTLB were envisaged as
change agents who would build scho@nd teacher capability to achieve sucessful
outcones forall learners. Thisncluded working alongside teahers toarticulate issue®f
concern, examining their own practice with acritical lens,and usingand ading on data
when designing interventions (theresponsve teacher model) rather than an approach
which abdicated tader respmsihility by attributing learning or behavioural issies to
fadors within thechild (thestudent dficit mode).

I had an interestin exploring this aeafurther from aresearch perspective but also for
persorel andprofessonal reassons.My interestin collaborative problem-sdving and
advocacy for inclusivepradicein schools hae been orgoing for anumter of years in a
range of roles as grimary teadher, resaurce teader of the ded, psychologist, tertiary
educaor and professonal leaning and development facilitator. | have practised ac@rding
to themodelmyself and foundit particularly usdul in anational project focusedon
enhancing effective practice in spedal education across ten chools(primaly, secondary,
special andregular). | have also dayed akey role in the development anddelivery of the
RTLB programme since1999 includingherole of National Director for the consortium of



three universities involed in thisinitiative. Thereseach could provideuseful feedbadk on
transfer of skills from theUniversity RTLB programme and findings wouldbe usedto

enhance the contentand assgnments.

This thesisfocussedon theextent to which theesponsve teacher, CPS model,
(taught in the qualificaion), was followed in pradice. It examined thecriticd fadors
influencing effective RTLB implementation andachievement ofinclusiveoutcones
which addressed the Eaning needs of stidents. Anealier exploratory study carried out
by theauthor (Walker, 2001, 2003found that asample otrained RTLB perceived they
had asssted somedadiers to shiftfrom a studat focus to ateacher focus with lesped to
somestudentsFadlitating and inhibiting factorswere elicited throwgh interviews with
RTLB and teachers. However, insuficient informationwas given abouthowthe shift
adualy occurred. Moredetailed data were needed aboutthe practices andunderlying
beliefs related to the presence or abserte of the reported inclusive practices involving
teachers. Many RTLB had operated under thewithdrawal and remedite system pror to
being appoirted as RTLB. Although the intial study was informal in natue, theresuits
informed he development of amore structured and el aborate research design for the

studes inthis thesis.

Two studes were undertaken to deerminethe critical aspeds that enabled RTLB to
employ teadher-responsve rather than stuant ddicit-focussed sategies n their work
with teachers. Both gudieswere designed to @pture and uncerstand slient features of
RTLB pradice during comgex collaborative problem-solving within field-based
contexts, (i.e., the degree of engagement ofthe eader and interadions etween RTLB
and teacdhers; the mature of the professona relationship betwen the RTLB and teacher,
the establishmenand mainteance of thisrelationship duing the ®lededcases; the
extent ofinclusive padice during the intevention prese; and the mpad onteachers and
stucents).

Thefirst gudy explored and dacumened contrasting examples of professonal pradice
from a smple of trained RTLB, teachers and snior school leaders with whomthey
worked. Participantswere askedto recdl two contrasting cases thatdemonsteted recent
work in each madel, (i.e., thefirst case demonstated theresponsve teacher collaborative

problem solvihg model(designated Typell) and the second casewas onewhere, despite



the intentiorto usethe @PS model, RTLB reverted to a moe traditional stuant ddicit-
focussedapproach (designated Typel)).

Results of Sudy 1 inturn informed thedesign of Study 2 which focussedon siccess
casestudes of current RTLB and teadher collaborative problem-solving pradice Studies 1
and 2 were designed to contributeto an n-depth understanding of thepradice of two
groupsof RTLB praditioners aswell as provideinformation ontheimpad of those
pradices on thosenvolved. Thesecond stuly explored thecollaborative nature of the
consultngrelationship letween RTLB and teadhers duing problem-solving of current
cases. Thefocuswas on thenature and sgnificance of the problem solving process br a
sample of RTLB who believed they were pradisingaccording to the CPS modéd, by
working to enhance regular class eacher salility to cater for arange of students within
their classooms. Evidace of: professonal relationships, agagement ofteachers
throughoutthe process,inclusive practice by theteader during the intevention phese, the
useof the collaborative problem sdving processand effectiveness of themtervention was

documentd and analysed.

In Study 2, casedata were gathered from transaipts of aseies ofkey field-based
meetings betveen RTLB and teachers as well as from researcher interviews with RTLB
and teachersrefl ecting on theirproblem-solving practices and attempts to usehe
collaborative problem-solving process.Interviews were comgemented with datafrom
rating scadesas they participated in each case. Trancripts of medings provided dita at
three key points intheprocess: 1. entry, 2. feedback and intervention plaming, and 3.
moritoring and evaluation of theintervention and outcomes. Subseuent seni-structured
interviews facilitated RTLB and teacher refledion on thesemeetings anded to
identification offactors thatfadlitated orhindered effective collaborative problem-solving
pradices and productive outcones for students iad teachers.

| anticipated thatby working across gveral casesinvolving RTLB and school
personrel, | would be able to synthesisdindings aboutthe practice of theseRTLB in
particular contexts. Collectively, the cases could be instrumental in providingdata that
allowed for the emergence and disusson ofthemes andtheaising aboutrelationships and
process. This aproach was cansidered to be particularly appragoriate given the compex
nature of thefield-based pradice in which RTLB engage and the red for a strategy that



could apturehigh levels of interpersanal communcdion, the neaning of those
interactions forparticipants and th@ppatunities for professonal leaning. To date,
research into consultaton has also plaed insuficientemphasis on fiel-based practice
(Brown, 2008;Friend, 2008 Kratochwill et al, 2008 Noell & Witt, 1999. The studies in
this thesis wre designed toasgstin addressng this gap.

A qualitative approach was deemed themostsuitabe as that it eables the
description of processes, paticipantsand relationshipsal of which areimportantin this
study. A case study approach was theform or gyle of reseach selectedwhile interview
and transaipt analysiswere the maindata gathering strategiesin this thesis.

1.1 Overview of the Thesis

Chapter1 provides abrief introduction tothethesis andn overview of thechapters
that follow. Chapter 2 daws on rational and intenational literature about developmentsin
spedal education leading to more inclusivepolicies and the establishment ofhe RTLB
service The second part of this chapter focuses nore on collaborative groblem solving
characteristics andimplicaions forfosteaing inclusivepractice as well as pofessona
learning and coadhing.

Chapter3 describes thereseach design and rationde for this cloice. Chapter 4
outlineshowtheresearch questions were investgated, describeshow participants were
selected, thedata generating strategies usedand interview format for Study 1
(Retrospedive Cases) and Study 2 (CollaborativeCases). Findings for Study1 are
presented in Clapters 5 and for Study 2, in Chaptersi@d 7.

Chapter5 presentsthe Study 1 retrospective cases findings baed onmy semi-
structured interviews with RTLB, teachers and senior leaders abouttheir perceptions of
pradice during problem-solving within different schoolcontexts. Theresults include
RTLB and teadher perceptionsaaoss theour phases of theproblem-solving process:data
gathering (entry and asseessment); pre-intervention dcata analysisand interpretation
(problemsolving, based on analysis and synthesis ofasssessmerdnd ob&rvationa data,
and exploration of strategies); intervention; and pog-intervention data analysis

(monitaing and evaluation). | usedthis as aframework within which to sek information



abouttheextent ofteacher engagement and pawver sharing. This clapterconcludeswith a
vignette illustrating oneRTLBO experiencein two shools. Two cases, e with
suweessful outomesand onewhich was unresolved,are outined to llustrate the
compexity of thefadorsthat contibute to thesucess or othewise of RTLB useof the
collaborative problem-solving model.

Study 1 focussed on RLB, teacher and snior leader perceptionsand recall of
cases wherethe RTLB had employed either inclusive or non-inclusiveapproahes to
referrals. However, athough RTLB and teadher recolledions and perceptionsaboutthe
joint problemsolving in the cases were consistent, thisid not constitte evidernce
abouttheadual practices andoutcomes. Cabaative problem-solving (CPS is a
compex, dynamic processwith interrelated componentsFurthermore, previous
research and Study 1 results sugyestthat there may becritical factorswhich contribute
to its successful implenentation.Study 2 was desgned to adlressagap in reseach by
exploringthe adud (ratherthan espousé) pradice of agroupof RTLB working
collaboratively with regularclassoom teaders toresolve poblems.Findings from

Study 2 collaborative current cases are presented in Clapter 6.

Examination ofthe cita sugjestedeight main factorsfadlitated theimplementtion
of a CPS appraach. These were: postive professonal relationships etween the RTLB
and teacher, engagement though power sharing, adknowledgement ofeach otherés
perspedives, defining and sharing responsbilities, RTLB confidence in advocaing for
the PS model, tadher and RTLB commitment to waking collaboratively, satisfadion
with the pocess ad outcones, ar, alignmentbetween school pdicy, the RTLB

programme and pradice.

As Sudy 2 included apurposivesample ® RTLB who kelieved inthe CPS
appraach, were willing to record eviderce of their practice and refl ect onit, inhibitors
and constmints were lessevidentfor the selected $udy 2 cases than inStudy 1.
However, RTLB commented on issueaencountaed and onexperiences they had in aher
schools orclusters. Inhibiting factors were often theconwverse of thefacilitating factors.
Inhibiting fadorsare described urder thefollowing sub-headings: structural fadors,
RTLB andteader fadors. Chapter7 providesa description and analysis of two in-depth
case vignettes that @monstete in aricher way how the CPS approach operated in two



contrasting contexts. Thework context and referral of RTLB Robyn in vignette 1
provides a stong contrast with that of My, in vignette 2. Rdoyn was asoleRTLB in a
rural cluster while Mary was in a tam of five RTLB working within alarge urban
cluster. Raoynés referral was initially for aspeafic student buttheintervention invdved
bothindividual andclass stategies. MaryGs referral involveda syndicate oftwo teadhers.
The vignettes demongstte Robyné and Maryd sradjwe and theresulting teacher
professona leaning that accurred during the collaborative problem-solving progess.
Chapter8 discusss the majofindings from the esearch. Limitations of theprojed and
theimplications forfutureresearch are identified.



Chapter Two: Lit erature Revew

2.0Intr oduction

There have been dgnificant changes internationally in edwcation over the pastthree
decales that havémpacted not oy on theroles and responsbilities ofeducational
professonals, but also ompractices in both spcial and genera eduwcation. Thesechanges
arein relation to: accessto education in regular mainstream schoolshow learning and
behaviour issuesare conceptualised and addressed; and,caering for awider range of
diverseneeds in r@ular educdion classs, (i.e., takngthedped aoutdf speaal
educaion). In recent years there have been concentrated efforts to improve student
achievemert through the impreementof teating ratherthanby focusingattention on
aspects that have lessmpad on student larning such as administrative reforms. Until
relatively recently there has not leen theexpedationthat all children will be suaessful

learners.

Thethesis legins with ahistorical overview of government pdicy towardsthe
educaion ofchildren with speaal needs,with most facus on thechanges inthe past two
decales. It then describes the moa by which practisingteaders were professonally
developed toenable them to asgst aher teadersto cater more effectively for the reeds of
thesestudentsn theirclassrooms. This madl rédped  dew aaegory of teader: the
RTLB. | describethe intentions of theprofessonal leaning programme and the poblem-
solving approac that ths progamme intended RTLB to usein their consultant special
education wrk in schoolsln this desription | include some ley research aboutthe extent
to whichadults ae able to utliselearning from professional programmes intheir later

pradice.
2.1 Historical oveaview

The Salamanca Statement (UNESCO, 1994)thataroseout of theSalamanca World
Conferencein Spedal Neals Edwation isarguably the most gnifi cant international
document inthefield of special needs. This tatement argued thatregular schools with an

inclusive aientation are the fimosteffedive means of combatingdiscriminatory attitudes,



building an inclusivescciety and achieving educaion foral. ¢ é |t acknowl edge

large numiers of vulnerable and marginalized groups of learners were excluded from
education systems worldwide (Ainscow & Miles, 2008he statemenncludedthe

following assetions:
1 every child has a basic right to education;
1 every child has unique charactegstiinterests, abilities and learning needs;

9 education services should take into account these diverse characteristics and

needs
1 those with special educational needs must have access to regular schools;

1 regular schools with an inclusive ethos are the raffisttive way to combat
discriminatory attitudes, create welcoming and inclusive communities and

achieve education for all.

Furthermore, it suggested that sgh sdiools can provide an effective education for the
majarity of children to improvethe efficiency and ultimate cog-effedivenessof theentire
educaion system(UNESCO, 1994. This hadconsideable influencein severa counties
over theensuing decade and keyond (Ainscow et al., 2006, 2008; Artiles, KozlesKi
Waitoller, 2011; Mitler, 2000, 20(; Peters, 2007).

There have been two maor paradigm shifts in theway proponents of teinclusive
model tave influenced spedal education poicy and pradice Thefirstistheshift avay
fromtheprovision of separate educaional services andtoward inclusive educaional
services that inorporate appropriate supprts tomede al | edsindhe ames 6 n
genera educational contexts (Florian, 2007 Jackson & Panyan, 2002; Mitchell, 2010).

The second paradigm shft is how stu@nt leaning and kehavioural issues tentb be
conceptualised and addressed. Raviously, services were provided which aligned with the
aacepted vew that difficultieswere perceived to arise primarily out of ceficits withinthe
studentghemseles, which &d to a moé! of diagnosis ad remedgtion, and often an

acompaying label that patologised thecharaderistics of students who diéred from



finormal  dach of these shifts hes hadimplications forthe policiesand services provided
for students who lave special educaion reals. Theseshifts are described briefly in the

following paragraphsand elabarated further following the intial descriptions.

Learning is increasingly conceptualised as an inteactive and contextualised process
(Carrington & MacAthur, 2012; Kershne2009). Tle sociecultural context of New
Zealand classrooms and the importance of the social context of relationships in teaching
and learning have been highlighted and researched by-Bé#er§2003). Pasoning
learning difficulties ortroublesome lehaviourswithin learners is an inacequate explaration
becaise here has alsobeen greater recognition of therole thet socel andenvironmental
conexts playin influencingstudent éarningand behaviour (Barrett, Lentz, Bauer,
Macmann, Stobr, & Ehrhardt, 1997;Ryndak, 2002). Increasingly, thefocus now
emphasises undstanding the interelationships btween sudents and thir learning
environments when consicering ways of preventing or reducing learning and behavioura
difficulties. A saio-cultural position on éarning underpins the viewthatclassoom
conextstretcan s u pap lo r ¢ t dachiegmeeds,land in partcularthe reals ofthose
who experience dificulties, should beesp 0 n s (Glyrm é al., 206, p.40). Responsive
strategies encourage engagementof and initiation by learners.Oppatunities are provided
for pea support throwgh shared and redprocal activities where amoreskilled child assists
aless skiled ore. Although there are diferent views on thextent to which students
manage their own learning (Rogoff, 2008), thereis consierable upportfor the
Vygotskianconcept of scaffolding whereinitia suppat is gradually reducedand finally
withdrawn oncethe child can managendependently (Bruner, 1996; Vygotky, 1978§.

As aresult of these two trends/shifts many studeats who would pevioudy have been
removedfrom genera educaion are now more likely be in mainstream classrooms with the
expedation tret theywill recave positive spports toalow them to besuaessful. Ttereis
growing policy reaognition of abroader view of inclusion thatpositions shoolsas places
where all students ae valued memba's (Capper & Keyes, 1999; &giovanni, 1996, and
wherethe nmainstrean system acepts its esponsibilty to educae al of the children and
young people who enterits doors, nojust thosewvh ofi © 6systerh. eTheReview of
Speda Educaion (2010) staesthat Alfistudents eelegally entitled togo to treir local

schoob (O)p. WHere educaion systems commit to therpvision ofan optimal



educaional opportunty for all students, théocus is slowy moving away from an
exclusive paradigm andtoward inclusive sctools with theintention that sadents with and
without disabilitieswill have equal opportunty to have their educaional needs et within
genera mainstream education (Brown & Kennedy, 2007). This requires teachers,
specialists andschool leaders to cevelop knowlalge, skills anddispositions taddress the
many domains of drersity that arepresent in the gneral eduation classroom(Alton-Lee,
2003; Artiles, Kozleski, Dorn, & Christenson, 2006; Mitchell, 201Dhis review now
moves to deepen the disussion on theetm dnclusiveeduca i @md éo unpak someof
thekey isstes and @bates interent in the &rm.

2.1.1Inclusiveeducation: What doesit mean?

Despite international trends towards
entitlements to the services and supports to enable them to access the New Zealand
curriculum in their local school, there is considerable coafuaround the term and lack

of clarity evident in the literature as well as in policy documents. Terms are often

ncl

ambiguous or not defined at all, leading to a range of interpretations and debate. Rouse and

Florian (1996) noted thaine of the problematietures of this debate [about inclusion],

however, is that different people have different views about inclusion and different visions

of the inclusive school. It is hardly surprising therefore that the inclusive education debate

is full of confusion beaase it has inherited the paradoxes and contradictions of special
education itsel{p. 71).

Several definitions acknowledge the role of the school leader in promoting and
supporting inclusive pr ac twideeformthatitegrates
programs and blends resources so thmat
the UnitedKingdom, ®veral Locd Education Authaities have developed their own
definitions Bking into accountlocd circumdances, cultues andhistory. Nevertheless,
despite local differences, four particular elementsfeaturein British policy documents

describing inclusionas:

1 aprocess(i.e., anever ending seach to find ketter ways ofrespondingto
diversity);

10
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1 involving the identification and removalof barriers (which requires usng
appraopriate evidence to gimulatecreaivity and problem solvim);

1 being aboutthe presence (i.e., where and howoften students attend
participation (thequality of the experiences) and achievement of all students

(i.e., learning outcones aross thecurriculumy;

1 involving a particular emphasison groupsof leaners who may beat risk of

marginalisation, exclusion orunderachievement (Ainscow et al, 2003)

Reseach projeds carried out by Ainscow and hiscolleagues (203, 2004 2006)
suggest that effective inclusive schools ae diverse problem sdving organisations with a
common misgon thatemphasises learning for all students. Téy employ and support
teachers and otherstaff who are committed to waking together to creade and maintain a
climate conducive to learning. The responsibility for all students is shared. Effective
inclusive schools acknowledge that such a commitment requires clear policies,
administrative leadership and leterm professional developmente&use schools are
diverse, dynamic places, each with its own history and culture, there are different ways of
achieving effective inclusive school s. A
definition of educational inclusion, which is seenamts of the presence, participation
and achievement of all students in local mainstream schools, rather than simply focusing
on any one group of vulnerable learners. Booth (Bpl1al so st ates that i
neverending process of increasing partipat i on f or everyoneéand ¢c
reducing al |l f o0304n3hesefdefidtions and esearahn bave indluenced

trends in several countries, including New Zealand.

Thelndex for Inclusior{Booth & Ainscow, 2011) is seen as an effectvel for
developing inclusive school communities through a process of school review and
development of inclusive culture, policy and practice (Bourke, Hol&lédharan, 2007;
Carrington, 2006). While thismdexhas been found to be useful in some New Zehlan
schools, the Ministry of Education has recently commissioned the New Zealand Council
for Educational Research to develop an Inclusive Practices Tool (2012) with school leader,
teacher, student and community surveys availablieror in hard copy. Thi®ol is

intended to encourage and support school review of inclusive policies and practices. A
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pilot version is available for use now with the final version available later this year. This is
one of a number of new initiatives supporting the special ¢éidacstrategySuccess for
All: Every SchoglEvery Child(Ministry of Education, 2010).

2.1.2The New Zealand context

Themovenent toward inclusive educaion hes also ocurred in New Zedand.
Frequent reviews and mgjor policy changes have characterised special education ower the
past twelveyears (Thonmson, Brown, Jones & Manins, 2000; Michell, 20) resulting in
debate ofissues of concern to bothgeneral and special educaion. Evans 000)staed that
0 merad spedal education is not oty compex butrife with dialectical contrad i ct i ons 6
(p.5. TheSE 2000policy (Ministry of Educaion, 1996)advocaes an eological,
inclusivemodeland hes resulted in increased nan-caegorical educational suppat fundng
to schoolgo establishschool-based programmes. However, despite this policy, much
saviceddivery is arganisedaroundsyndrames or disaders and caegories of digbility or

impairment. The same polcy also funds sgregated plaements.

In a conceptualreview of issues involved in the divery of spedal educdion in New
Zedland, Moae, Anderson, Timperley, Glynn, Macfarlane, Brown and Thomson, (999)
outlined aparadigm shft for the maragement ofspedal education within the rew policy, a
shift avay from the taditionally dominant ddicit/functional limitations grspedive to an
inclusive/ecologicd one. Thetraditional paradigm assumed that the pncipal difficulties
of peoplewith disabiltiesresidedwithin thoseindividuals. Theask ofeducaors was to
fix, improve or compenste for these deficits whichrequired regular classoomteadiers
and hools to adpt minimally, if at all to studnt needs (Skrtc, 1995; Tlomson, 1998).
Even today, the povision ofteadher aides(intended to suppa teaders toensurethat
students suwessfuly accessthe curriculum), isfunded as portble entitlementscaried by
individual stuents, withtheresultthat teaching responsbility is frequently divertedfrom
the classpom teacher to low-paid, temporary, untrained people (NZCER, 2007).

In contrast, the ecological paradigm recognises thafactorsexternal to indvidualsalso
impad on peoplevith disabilities. Thus theontexts that suroundan indvidual enable or
constiin their development. Contextual factors phy a contributing roke. Thetask of

educaors working within this paadigmis to aler, adapt and improvesducational
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organisationsand environments to met the needs of al students. Such adaptationis a
necessary pre-condition for the swcessful irclusion ofall studentsn regular education
(Udvari-Solnar, 1994, D95).

Theestablishment in 1975 @ uidance and Learning Units (Thomes & Glynn, 1976)
signalled theemergence of an eclogical model of support in Mw Zealand. Spedally
trained tachers provided in-class supportor students with sgnifi cant learning and
behavioural difficulties. Theseteachers were also supporéd by a marmgement comnittee
and psychologists. Thefocus ircluded not ohy thes t u d eunnet pesormarce but also
the irfluence of contextual factors sich as theacademic programme, teader and peer
behaviour. This mo@ was bagd on the tieory of applied behaviour analysis that
recognises theole of theenvironment in sheping kehaviour. Neverthelessthe savices
were direded tavards hands-on support ostudents, atherthan ncreasingthe classoom
teacherGs abiliies to @ter for thesechildren as part of their day-to-day programme.

The concept of mainstreaming gained impetus diang the 1980svhich isevident inthe
Department of Educaion policy staeme n t : at studentdvith spedal needs shold lead
as nornal a life as possile, thatresources shold beallocaed on he basis of individual
nee rather than ofastuden t 6 s ersh@ Wk category of handicap € §New Zealand
Education Gagrtte, May 2, 1983. Thisled totheuseof new termsd integration and

mainsteaming.

Integration ormainstraming is the process of inging students who dve previoudy
been excluded orsegregatedfrom the nainstream of educaion into regular schools. While
the mainstreaming movementwas intended to educate students with saific learning or
behavioural needs irnto regular education classes, acontnuum of grvices was 4gill
maintaired. Theseranged from sgregatedresidential and diy special schoolsto attadhed
units, integration in aregular classfor part of aday to full integration. Theintention was
for agradual transfer of studentsand resouces tothe manstrean (Brown & Thomson
1983). Thistransfer was sucessful in parts of New Zedand (e.g. Wellington) where
Department of Educaion psychologists, who vere gatekeepers to spedal schoolsand
segregated ttings, were committedto supportingstudentsn mainstream classesln other
parts of New Zealand, educaional psychologists caitinued referring studentdo segregated
settings, with theresultthat there is a dial systemin places suchas Auckland.
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Theinclusiveeducation intiative aroseout of he mainsteaming movement aswell as
changes braught about bycivil rights, vievs alout social jusice and equity as well as the
emerging view of the sacial constriction oflearning. However, inclusion went further than
mainstreaming, requiring the aganisational structures to dange to meet the neads of
diverselearners. Thomson (1998)noted tfat inclusion was not justan educaion process
oramodel ofservice delivery. It was also a philosoplua concept embyacing values,
beliefs and attitudes alout jusice, equality, equity, freedomand human tgnity (Booth,
2011;Karagiannis,Stainbadk, & Stainbad, 1996). Slee (2011) described fhrecess of
schooling as an apprenticeship in democracy, with inclusion being a prerequisite of a
democratic education. He views inclusion
challenges the attachment of hierarchical values to people#tatd some children and

young people being considered more worthy

The Draft Review of Special Edwcation Department of Edicaion, 1987)set thescene
for fundamental changesin speial education. It suggesteda significant change, proposing

thefollowing fundamertal principles for special educaion:
1 universd;
7 integral with othereducation programmes;
1 lifelong;
{1 unified acosssedors, fomeand shool;
1 neals kased; and,
N effective and acountalbe.

TheDraft Review led to alterations in theEducaion Amendment At (1989), ensuring
al children in New Zedand wouldreceve education as ofright. It also sethe £enefor
fundamentl changes inspedal educaion recommendingthatfito achieve the ulimateaim
of normalisation throwgh mainsteamingit will be necessary to moveto a $ngle steam of

educaion with sgedal educaion ading as a supprt service 0 (p.93) In oder to achieve
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this aim, 31 norsequentia steps to avelopment were suggested,eight of which are

outlined l®&low:

1 Dedsions oneducational planningincluderesouce allocaions to bedeveloped

as far as possibe for locd action within national guidelines.(iv)

1 Theintroduction of procedures whereby parentsand thecommunity can
become moranvolved in the planningand participation in sgaal education.

This includedensuringthat cultural andethnic differences were caered for. (v)

1 A comprehensive review of pre-service, spedalist and in-service training for
al involved in speadal education, includingnon-teaching stef. (vi)

1 Therecognition of educational pradice based onindividually assesed needs
and teaching programmes provided in aform that permits accountabilty. (vii)

1 Theestablishment of aignificant number of special education support urtis
based upon gguidance unit model andaimed at the generic supportfor students
with speial teaching neadsalready in regular educaional fadlities. (viii)
(Department of Edwcation, 1987, p 93)

Students with disabilieswere primarily catered for in withdrawal units orspecial
schools unil the1980s. Althogh somespecial classesand shools siil exist, many were
disestablisbd between 1980 and 20rown and Thomson (198&)oted that the inial
movefrom segregation toinclusionwas ureven across thecounty. However, Resource
Teadters Speial Needs(RTSN) positions wre cregedwhere units were phased out.
RTSN werereleased to suppa studentsin maingream classrooms.

In order to fadlitate theimplemengtion ofthe mainstreaming policy, a new initiative,
Suppat Teams within sdools, was proposd in 1987. Funding fomtheclosureof a
residental school forchildren with betavioura and learning difficulties was used t@ssst
the imgementtion ofthis intiative from 1988.This was acarefully implementd model,
supporéd by central administration. Moo, Glynn and Gold(1993, p.195)dentified six

distinguishing characteristics of this model opecial education rvice delivery:
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1. [An emphasis on] a team approach to meeting teacher and stedestwithin

the school.

2. Intervention is provided in the regular classroom and is not a withdrawal/remedial

process.

3. Assistance from the Support Teacher is primarily consultative. Classroom
teachers remain responsible for the continued education and meerag# their

students.

4. Intervention consists of a collaborative process of assessment, problem analysis,

planning, implementation, and systematic evaluation.

5. Parents are involved as fully as they wish in all stages of the assessment,

intervention and evahtion process.

6. A major focus of the work of the Support Teams is on the empowerment of
teachers through skill development, collaborative problem resolution, and
supporti so that they can deal more effectively with individual differences in

their own chss.

In 1991, hereseachers, Moore, Glynnand Gold(1993, suneyed the first 69 ghools
to chedk on theextent ofimplementation of theSuppat Team initiative. Responants were
uniformly posiive aboutthework of thesuppat teader in asssting children with sgeaal
neeals withintheir schods, andwere also enthumstic to seeheresouce maintained.
(Moore, Glynn, & Gold, 1993, p.200)However, theauthors notedeveral difficulties with
establishmenand programme adherence. Where Suppat teaders received professonal
development andwere supporied by an active managementcommittee, they were more
likely to engagein theintended in-class supprt and less ikely to havetheir role fi eded
into pupilwithdrawal and oneto-oneremedal tutoringd  ( M,0Gtymn & Gold, 1993, p.
201).In schools wlere thee was inadequate teacher seledion and training or management
committeesupport, thee tended to be a drift badk to thefunctional limitations @radigm
focuson indvidual ceficits andaway from adapting curriculum, classroom ingruction or

environments.
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New Zealand then experienced majoreducational restructuring designed to separate
policy from opeationsand school from central control. Followingthe impgemertation of
Tomorrows Stoolsin 1990, authority was devolved toindividual schoolsmaking the
implementation of anational special education policy difficult. Recommendations fom
the Draft Review of Special Edwcaion were puton hold duringthis ime.Thepolicy
documentsassocatedwith these changes (National Administration Guidelines, National
Educaion Guiddines and theNew Zealand Curiculum Framework), did not speifically
address spgcial education. Hovever, they clearly recognised thediversity of New Zedand
socety and gave direction towardsan inclusivesystem ofeducaion (Ministry of
Educaion, 1993. Emhedded within thesedocuments was thereagnition of equity and
equality of opportunity and the \aluing of diversity. There was anemphasison oblem
solving by analysing barriers o leaning and achievement,and waking towardsremoving
structural and oganisatioral barriers. Thesepolicies were clearly designed to improve
learning oppatunities forall students, paicularly thosewith spedal needs, many of whom
had been segregated previoudy (Ministry of Education, 1997.

The co-existence of thetwo paradigmsis dill refleded in the diersity of service
delivery. However, theMinistry of Educaion pdicy on Spedal Educaion (SE200) was a
reformwhichamed  @&dieve, over the [past] decale, aworld class inclusiveeducation
system that provides larning oppatunities ofequal qualityto dlstudent s 0 ry®fi ni st
Educaion, 1996, p.5. Oneof theams of the polly was tomed the educational needs of
al studentswithin theregular school stting (Ministry of Educaion, 1998. This was
reflededin increased nan-categorical edwcational suppat funding (Speial Education
Grant) to students with modate reeds and thecredion of consultant sp&al educators
knownasResouice Teachers of Learning and Behaviour (RTLB). Previous intiatives (eg.,
Guidance and Learning Unit and Support @an models), &id the groundwork for the
evolution ofthecurrent inclusive ®rvices. However, the policy document did notlefine
inclusve educaion explicitly, resulting in different interpretationsaboutthe nature and

extent ofwhat is ment by inclusion.
2.1.2.1 Estalishnent ofthe RTLB srvice

Seven hundrednd twety-five RTLB posiionshave keen established nanwide

since 1998Five hurdred of these were originally special edwcation teabers who were
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translated ito RTLB. Some of thesedaclers hadbeen in Guidace andLearning Unit
teaclers or Resorce Teachers ofSpecial Needswho itinerated wihin oneor more
schools. Others tght in specialclassesIn addtion, appoximatdy 225 positons were
created to ensuretaader: studentatio of 1:750 (CabinePaper, Newember 199). This
service was itended tgrovide iinerant specialissupport to schoolsy working with
regular class taclers to assstthemto ensure stcess ér Year 0-10 students win

0 mo & e=earning and behaviaal dfficulties (Ministy of Educaion, 1998), ahouwgh
theterm modemte hasiever beenefined explicitly in any of the poicy documents. The
servicewasintended to support classrodeaders to teach theshstsuccessful thity
percent of theschool population. Other seces eist for those studentsith greater bhan
modeegte needs (i.e., those thihigh needs,dw incidence disabiliessuch asvision
impairments or deaéss). These spl edication consultants workcaoss a degnated
geographtal cluster of schools andheh is empbyedby a school bard within that cluger.

TheMinistry of Education determined geographical clusters of schools when the SE
2000policy was introduced in 1998. RTLB were allocaed toclusters fion aformula basis
thatreflected thestudenpp o pu | at i o @ales,as welhas other $adiors dncluding
isolation and the numbr of small scloolsin acluster.

RTLB provideservice to a cluster of schools, withtheallocation of steffing based on a
ratio of RTLB to cluser population, desrmined and reported onannwally. ¢  RLB have a
pivotal role to play in asisting cluster schoolto med theserequirements[National
Administration Guiddines.] (2-1, Ministry of Educaton, Effective governance and

manayement and practice, 2003)

Ead cluster is responsble for developing its ownmaregement strature with respect
to managementand governance fiThecluster committeesets the plicies that govern the
way thecluster and theRTLB will work . (23, Ministry of Educaion, 2003)

As Glynn (1998) stated: fAThe RTLB has

t he

6ot her6 teachers to take up tyforéelearningatid vi d u

behaviour of all the students in their classen d s ¢ h%).oThisappraagh of working

with others as agents of change is consistent with the ecological paradigm that recognises

that the learning and behaviour of studentsissult of the interaction between the student
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and the learning context. If a change is to occur, it will be as a result of changes in this
interrelationship. The class teacher is cruciaht® process (Thomson et,&003, as is

the degree that sobl leaders accept the principle that they are responsible for the learning
of all of the children in their school . nE
to the success of i ncl etal, 2082, B3). Riehf(20000 n p ol i
found that successful change was more likely when the vision was shared between
government, school leaders, teachers and the comm8hiyhighlighted the key role
principals have to play, as educatversty al | e
promoting inclusive practices within schools, and building connections between schools

and communitie8® (Riehl, 2000, p.

Cuban (1996), Forlin (2006), Kershner (2009) and Saj@mevin (1996),among
otha's, claim that inclusive education reform will be achieved by changing the nature of the
genera education classioom. Regular class tachers are therefore central to the sucess of
inclusiveteadhing. Traditional @ull-o u t 6 /awd mobeld mavebeen criticised on the
grounds that tley provided no orinsufficient sugport for teachers. There were also
problems withco-ordinaion, instructional congruence and tranger of learning from the
remedal seting to theregular classpom (Idol et al., 1995Mitchell, 2010). Efective
implementation of the consultation proess at lhe class lew has the pagntial to overcome
theseproblems, enhance teacher <aldility to cater for diversestudentsin inclusivesettirgs,
andthereby create lastingchange in educaional practice (Friend, 2008;Jordan, 1994;
McNab, 2009; Mentis, Quinn & Ryba, 2005

TheRTLB initiative includes teacher development and suppd. As agroup, these
consutant sgedal educaors were pivotal to encouraging equitable, inclusive education in
New Zealand (Walker et al., 2000). Assing teachers toestablish irtlusive learning
environments denands ahigh degree of professonal expertise, knavledge and experience.
Consultantsre expededto work effedively within sdiool systems and tase
collaborative problem sdving to facilitate change where necessary. Thisrequires anability
to negotiate, facilitate and co-ordinatechanges in school systems andoutines. Building
networks with sclools, their communitiesand other relevant prdessonals may asgst
consultants in pting effedive strategiesand programsinto dace that will enhance

learning outcorres for al students.
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Severa authas have indicated arange of beliefs, skills, andexperience, togetherwith
an uncerstanding of basetheay, which consttute the necessay backgroundfor consuliing
school psychologists (Berliner, 1987; Ervin etal., 2010;Jordan, 1994; Jordan et ak010.
Thesesamegualities ae necessary for RTLB confronted with similar challenges andthe
implementation of ademandingpolicy (Thomson, 1998; Brown, 2008).

In relationto theirown knowledgeand skils ininclusive pedagogies, theresource
teachers should beffective practitioners themselveswho are knowledgeabl e about
teaching and learning and able to modeboodpractice They also require:

1 an undrstanding of thephilosophy of inclusion and thecompgexities ofthis
concept, their own beliefs andthe impications of tlkesefor pradice;

1 aknowledge of wider school reforms and poties relevant to spedal and
regular educdion;

1 aknowledge of the curriculum and grinciples ofcurriculum adptation;

1 an undrstanding of theorganisatioral systems ofschoolsand principles of
change;

1 skillsin equity pedagogy (i.e., eadting strategies tret fadlitate theacalemic
adievement of studentsrbm dverseradal, ethnic, ability/disability and social

class goups);

7 skills in effective collaborative problem-solving with adults whoare
respasible forchildren and young people (school leaders, eachers, parents

andcaegivers).
Theprofessional developmeptogramme for RTLB was developed to buld theseskills.
2.1.2.2 RTLB Professional Development Program@88-2010

Once appoirted toRTLB posiions, RTLB were required to swecessfully complete a
two year professonal development programme, developedand delivered collaboratively
by stdf from three New Zealand uniwersities undr contrad to the Ministryof Educaion
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and Group Spedal Education. The pogramme, which RTLB competed while working in
therole, was comprisedof four univesity papers, which led toeither a Graduate or
Poggraduate Diploma in Edicaion (Speial Needs Resouice Teaching) or may have
contributed towards amastad degreein either Educaion orSpedal Education, depending
onentry qualifications.

The four papers were cyclical in nature amele designed to be taken sequentially in
year 1 and concurrently in year 2. They were designed to foster the development of
generic abilities and those specific to th
captures the range and interrelatednegh@fbilities required for the position. They
define abilitesasic ompl ex combi nations of motivati on

strategies, behaviours, selfer cept i ons, and knowledge of c

(p-10.

The following learning olcomes of the programme formed the basis of the RTLB
graduate profile, outlined in all course booklets written by theBRconsortium

programme team.
An RTLB wiill:

work to a high professional and ethical standard;

work to improve the learning and behavialuputcomes of Nbbri students;
work to ensure equitable educational opportunity for all learners;
follow an educational model;

work to a collaborative consultation model;

be skilled practitioners and promoters of effective teaching skills; and,

N o gk~ wbd e

be reflecive practitioners.

One key programme outcome was being ethical and professional. The importance of
confidentiality was discussed. Pseudonyms were expected to be used in assignments and
when sharing field notes and case details in class. Formal writhserovas sought for
assignments related to authentic cases. Assignments across all courses included

components where RTLB were required to reflect on their practice in relation to research
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and their own personal theories. Reflection was a key compongra pbrtfolio in the
fourth paper.

The four papers scaffolded the development of the skills and knowledge through face
to-face sessions and assignments requiring-balskd practice evidence consistent with
the educational model. A key component of¢barses was working to improve outcomes
for MUbri students. Gaining an understanding of other world views, sucHias Mould
al so assist in clarifying each RTLB&s pers
There were specific assignments and requirements to demonstrate culturally responsive

practice in this area within each of the four courses.

The first paperStudents itoniext (Te Kuhura) examined thephilosopy and pradice
of inclusion compared with mainstreaming, expectations of the RTLB role contrasted with
previous rolesand thecontextsin which students experience learning and behavioural
issues. Theprocesses oecological asessnent andconsultation (in particular, the

collaborative problem solving process) warioduced.

The £oond paper, Classroom Coniexs, (Te Putang), furtherexamined theclassroom
contexts in which stuents operate and focused on uderstandingand implementing
inclusive tading programmes, includingapproaches suchas peer tutoring, redprocal
teading, selfand class maegement stategies and cooperative learning. Overviews of key
theories and research related to learninglaatdhviouy motivation, cognitive
behaviourism and information processing theory were also presented and discussed in
relation to assessment and interventions options. INRT&B had undergraduate papers

in education and or psychology.

Thethird paper, School and Comunity Contexts, (Te Rarangg, examined the im@ad
of school andcommunity systems onndividuals orating within theg, notably students
andteaters. Reseach oneffective school systens, leadership,changeand

multiculturalismwere key components oftte curriculum and assignments

Thefourth mper, Profesional Practice, (Te Huaiahi), involved thedevelopment ofa
professona pradice portfolio involving RTLB in the agmonstetion of effective casework

within theewlogical, inclusive paradigm. They wererequired to demonstte theskills of
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acollaborative consultanin working with ahers to develop shered understandings of the

nature of problems basd on educdional/ecological dataand promae commitment tovards

related interventions. As RTLB were pivotal to the implementation of &t 200olicy,

it was essential that they understood what was required of the new role and demonstrated a
commitment to pplying it. Jones (2010) investigated the introduction and use of this

particular portfolio during a fouyear action research project. She found that for some

RTLB, it acted as ifa prompt for reflectio

profesi onal i sm €& through i mproved practice, d

increased clarity an®3)confidence in their
The portfolio was selechasedsaanesiamemte nt

(Jones, 2010, p.595) to enable the BTt demonstrate their competence in meeting the
learning outcomes across three contexts: an individual student, the classroom, (e.g. class or
group programmes to support identified students), and, school and community. The third
context related to introaing or supporting school policies or systems to support students
with learning and/or behavioural needs (RTLB consortium course booklet). RTLB had to
select evidence from cases and annotate how each piece demonstrated the learning
outcomes with referende relevant literature and their own personal theory. Reflective
statements were a key expectation of each set. RTLB programme team members provided
support through modeling and supervision.
prompt questiongand] coaching in how to engage in critical friendship dialogues to

promote reflection on practice and evidenc

Delivery was via regional block courses, incorporating individual and/or small group
tutorials in addition to interaste workshops, and fieldased assignments within the
clusters of schools in which RTLB work. The professional demént programme
promoted the RTLB role as a proactive, dassed problem solver working collaboratively
with othereducational professonals andfamilies to optmize the keaning oppatunities for
students psenting with learning and/or behavioural difficulties. Further details about the
CPS process that underpinned RTLB practice may be found in Section 2.2 along with
examples of how the piessional development programme scaffolded RTLB use of this

approach.
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The contentand phlosophy of theuniversity professional development programme
were initially supported bthe RTLB governance and management guidelifMmistry of
Education, 2001) ahlater, by theRTLBPolicy and Toolkit (Ministry of Edwcaion, 2007,
which aligned polcy and practice requirements with the pfessonal development
programme. This docunent clarified the requirements of RTLB Management Conmittees,
who owrsawthework of the RTLB, in a mae definitive mannerthan previous poicy

material which providedguidelinesfor practice (Ministry of Educaton, 2007).

Theprofessional development programhael a stong emphasis on eduating the
RTLB ability to peform pradicd taskscentral to therole (Ministry of Educaton, 2007)
within aframework that has longbeen supporgd as appropriate for consultantresaurce
teadhers (Conoky & Coroley, 1992;Friend, 2008;ldol & West, 1987 West & Cannon,
1988)and was in Inewith bath local and irternational trends in pedal educdion srvice
delivery and effective schooling (Ainscow, 2004 Davies& Prangnell, 1999;Levin, 2008;
Robinsoret al., 2009;Spedding,1996; Thomson &., 2003).

2.1.2.3 Chdenges

There were anumberof challenges that &ced RTLB in carrying outtheir work as
intended in thepolicy and Toolkit. Firstly, theway RTLB weretrainedand expeded to
cary outtheir role as dad-based collaborative consulentswasnot univesally accepted or
necessarily understoodwithin the practitioner group, nor withn thewider educationa
community. EROreports in 2004 and 200€nfirmedthevariability in governance and
maregement ofRTLB and the reed for more congstercy as well as appraoriate
supevision orce they graduated. Secondy, the competingmedcal/pathoogical and
educaiona/emlogical paradigms continuedto cause challenges forRTLB on adaily basis,
fromthelevel of individual casework to thatof influencing school systems. There has
been noreseach thatexamines, in conéxt, theways thatRTLB carry outtheir work.
Timperley et al., 2008) aso notedhat the skills ofadlitators whowork with teachers to
promae their professona leaning was erey the subject of investigation. Thisthesis
looksat how effective RTLB workedand maragedthesechallenges. A key component of
the professional development programme was developing RTLB competence in the
collaborative problersolving model underpinning their practice. The next section looks at

this area and relatagisues in more detail.
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2.2 Effective consultation for inclusive practice

Kurpius andrugqua (1993) pointed outthat theway consultationis ddined and
subseqantly operationalisedwill affect theway it is pradised. Thefocusin this
reseach is on thamplementtion ofa collaborative consutation process which is
consistent with theemlogical/educaional model ratherthanafunctiona limitations

oneor expert mock!.

Theeducational model of collaborative consultationis comgtible with a view of

collaboration including joint responsikility and muual development of interventions

(Brown, Pryzwansky& Schulte, 2011Friend & Cook, 1996jdol, Paolucci-Whitcomb

& Nevin, 1995). FReseach indcaes tlat teachers are morelikely to work towards

providing effective inclusivelearning environments forall studentsf they are engaged

in the problem sdving proaess andeceve appraoriate suppa when implementing new

strategies.

Collaborative problem solvingis a systenatic way to aeae soluionsto barriers for

student sucessin inclusiveclassooms (Hobbs & Westling, 1998; McNab, 2009;

Peacock et al., 2010). &hreported that wien professonals used collaborative problem

solving, moreproblems,antecedents, obje&tives, and planswere identified thanwhen
teachers worked aone. It can dso bean effective tool in fadlitating student

achievement.

Although the lenefits of consultationjncluding collaborative problem-sdving,
have been described by many, including Caplan(1970), Glickman, Gadonand Ross-
Gordon (19%), Reinking, Livesay and Kohl (1978, Scott and Smith (1987)and
Dettmeret al., (20@®), acommon definition has notyet been reached. Contedictory
findings on the outcoms/dfectivenessof consultation havéeen reported in svera
studies by Witt etal. (199) and Wickstrom(1995).Methodolmica fadors may
acount for themixed results and theabsence of acommon ddinition (Frank &
Kratochwill, 2008;Gresham& Kendall, 1987; N&ll, Duhon, Gatti, & Conrell, 2002
Sheridan, Welch & Orme, 1996).

Jordan (1994), however, maintains tlre are three goals to collaborative
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consultation thatan beachieved in avariety of ways:
1 To solvean immedite poblem;

{1 To asssttheclient to masterskills and knowledge to prevent and/or respond

moreeffectively to amilar, futureproblems;

1 To effect change-to enhance the ways in which teadhers conduct their work
with problem puglis. (p. 29)

Any effedive training programme would reed to address allthree.

While namesand number oftages vary, most decriptionsof theconsultation proess
include: datagathering/assessment,rpblem dfinition, stietegy/intervention seedion,
implementation, and, momoring and evaluation, (Bergan & Kratochwill, 1990;Brown,
Pryzwansky & Schulte, 2001; Echul & Martens,2010; Kupius, 1978. They al
adknowledgethe compexity of this pracessand conceptualiseit within acyclicdl,
problemsolving framework. In many ways the implementation of this aproad is very
similar to thestages followed in action reseach, thusead referral undertaken by an RTLB

is like acasestudy.

Themostcritical components of ths approach are problem identifiction, hypothesis
setting and implementing anegotiated evidence-based intervention besed onvalid data.
Practitioners usingthis approach have been shavn to be meoe effective when they resistthe
urge (and posgble ressue) to cometo premature adion but ratherspend ime in poblem
anaysis. Sometimes participants get immersed in what Katz, Earl and Jaafar (2009)
have ter meds @acmawiinggy guiapkl y to finding s
with insufficient attention to selecting the right things to do, given the evidence (Earl
& Timperley, 2008).

Interpersordl skills alsoinfluence the siccess of theproblem sdving process.(Brown,
Pryzwansky & Schulte, 2011; Peacock et al., 2Gi10}xddition, trust, respect and belief
in thevalue of collaboration are prerequisitesfor, aswell as outomes 6, collaboratio n 6
(Friend & Cook, 196, p.1).
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While there is much discussionrbm experts inthe field about comgtencies inthe
consutation process,the databeseis limited. Brown, Pryzwansky and Schulte (2001, 2011)
point outthat many of theskills haze not been extensively studed and where there are
studes, results have been mixed due to inadequate procedures. Commonly mentioned
characteristics of effedive consultants inlude thefollowing: heghtered awarenessof their
own valuesand beliefs as well as anability to anticipatehow thesewill influence
expedationsabout andapproaches toconsultation (Caph, 1970;Conoley & Conoky,
1992; Dowgherty, 1990, 2009 an ability to analyse problems fom a numbr of
perspedives and facilitate problemsolving with arange of consulteess (Henning-Stout,
1993; Kurpius &Fuqua, 1993; an ability to establish elationships anavorking alliances
which regquires empaty, genuineressand positve regard (Brown et al., 2001; Hoon &
Brown, 1990; Kurpius &Rozedi, 1993); awillingnessto takeinterpersordl risks;and,
mativationto suceel as indcated by their commitment, agtermination and prsisenceto
enhance effectiveness (Maher, 1993).

Interactive communication and problem-solving skills, as vell as pesonal
characteristics, vduesand beliefs, ariginally rated highly in a suvey by West and @nnon
(1983), continueto be hghlighted in thecurrent consultationliterature (Brown et al., 2011;
Erchul & Martens, 2010; McNab, 2009; Annan & Mentis, 2013; Peacock et al.,.2010)
However, as Jordan poirts out(1994,p.99, Awhi | e swdidgedngtathnicdv e k n o
expertiseare required, itis theconsutan t @ sreryf therole and persord self-
confidence that will ultimately ensue sucess or othev i s @auticd flexibility, that is,
theability to aralyse poblems fom many perspectives, alang with a srongself-concept, is
esential to sweeess in consuétion Bushe& Gibbs, 1990; Huraker, 2001; Varney, 1985.

2.2.1 CPS and the RTLB professional development programme

Throughout the tweyear professional development programme, a number dfitepc
approaches were used to introduce and encourage application of the CPS model in RTLB
field practice. Details about the CPS phases and process are illustrated below. A
description of the ways in which the RTLB programme introduced these has been
descrbed in this section. The focus was on using a CPS process to change a problem

situation, (i.e., helping the teacher or leader to move from the current undesirable situation
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to the desired one or at least moving closer to it). This approach is similargotion
research and inquiry and knowledggilding processes supported by many studies as
summarised in several Best Evidence syntheses (e.g., Aitken & Sinnema, 2008:e&jton
2003, 2008

Collaborative problem solving requires negotiation and cteitsah rather than a
hierarchy of power. (Carrington & Macarthur, 2012). Allen (2007) also noted the
importance of building partnerships which were developed ammdstructed through
building respect and trust. Reciprocity, (i.e. the mutual exchangeas iand information
between participants), is central to these partnerships. This involves the recognition that all
participants make valid contribution to the partnership in which inclusive decrsasing
is being promoted. In a collaborative modehrstdl decisions are made about the
following: what participants know already and what they need to know and gather
information about; how they will gather and analyse this data to inform decisions about the

most appropriate interventions for the partic@@ntext and problem situation.

STEPSINTHE CONSULTATION PROCESS

BUILDING TRUST AND A COLLABORATIVE RELATIONSHIP
ESTABLISHING CREDIBILIT Y

v W

Figurel. Collaborative problem solving process: Key phases and considerations
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The diagram above is one example that reflects the typical activities and their usual
sequence in the problem solvipgpcess. The CPS model taught on the RTLB
programme was drawn from Gradends (2004) m
et al6 €010) integrated model of problem solving. Each of the phases is described in the
next section along with exampleshaiw the RTLB professional development programme

introduced and scaffolded the development of the skills within each phase.
2.2.1.1 Characteristics of each phase

ThePreparation phaseccurs before the first meeting and includes the RTLB
clarifying their gersonal theory and role; identifying the skills they bring to the situation
and those they need to develop, and, being aware of their own world view and the impact

on their interactions.

In the professional development programme, activities and readimgsngtided to
help RTLB to clarify their personal theory and their theoretical base, (e.g., interviews, role

plays, Korthagenés Wall activity and expl:

The Entry Phasenvolves initiation of the consulting relationship by esiting
contact with the teacher. An entry meeting was defined as one at which the RTLB and
teacher discussed the referral, nature of the problem and planned the baseline data
gathering phase. Baseline data are basic information gathered before antioterven
begins. It was used later to provide a comparison for assessing the impact of the changes
employed by the teacher and/or others. During the entry meeting the RTLB and teacher
determined the most appropriate data to collect, as well as who would tpbed when
it would be collected. This also included: establishing and clarifying roles and
responsibilities, discussion of confidentiality issues, and, establishing an initial hypothesis.
This could be at different levels as RTLB could work with imtlinal, class/group referrals
or a schoolwide systems or syndicate project. RTLB needed to be aware of any cluster and

school protocols to follow regarding agreement of responsibilities.

This phasenvolves two professionals with different areas of exper¢tngaging in
more effective problem solving. Conscious effort is required to set the scene and build a

productive working relationship. RTLB professional development programme workshop
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activities included discussion about what makes a good collab®ratationship and

potential challenges. There were also opportunities forplalgng entry meetings in

groups of three to enable one person to observe and give feedback. RTLB were asked to
bring authentic case information to these role plays. Tapid@aalysing an entry

meeting also became an assignment in the first course following preliminary findings from
Study 2. Assessment of RTLB understanding and application of the entry meeting phase in
the field RTLB was based on the quality and relevandbeoinalysis of and reflection on

their meeting data in relation to expectations and best practice identified in the liteXature.
sample Entry Meeting checklist, used on the professional development programme, may be

found in Appendix Bii.

Initial discusgon of roles and establishing parameters of relationship is a crucial part
of this stage. If this was not clear and mutually acceptable there were likely to be
difficulties in later phases or the case might not proceed. The teacher may have been used
to an expert or extra pair of hands model in the past. Her/his expectations might be very
different to that of the RTLB.

Theinformation gathering phasavolves the examination of factors relevant to the
problem situation and in the contexts in whichpheblems are occurrin@.g., classroom
and/or playground)Often when additional information is gathered, the original problem
statement is discovered to be only a symptom of the real problem. RTLB were encouraged
to start with t lofeahe siteation and then slecigegointy pvieateise v e
needed to be gathered. Engaging and involving the teacher in at least some of the data
collection was encouraged as this would assist understanding and analysfslkvitigp
feedbackmeeting.Data wado be collected to clarify the problem situation and assist with

intervention choice rather than labelling an individual child.

In the professional development programme, issues concerning assumptions and the
ladder of inference (Argyri& Schénl1996) wee raised through activities using photos
and illustrative scenarios. An overview and analysis of different data gathering techniques
was also provided. One of RTLB tasks at this point is to help the teacher step back and
view the problem in a more complesay, avoiding early judgements about the

information.The choice of data gathered is influenced by the theoretical base of the
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consultant which has a significant effect on subsequent stages of the process (i.e., problem

definition and strategies implemedje

Personal theories about the causes of human behaviour and how people change
influence what people look for: deficits in the child or the interactions between the child
and his/her environment. An inflexible belief system can bias observations s je@op
to look for and find what they are looking for. RTLB were encouraged to look for
confirming and disconfirming evidence and to check assumptions through interview and
observation. Assignments and course activities provided opportunities to exatane d
gathering techniques that were compatible with an educational/ecological rather than a

deficit one.

From a social constructivist perspective, the problem is viewed not as a result of the
student 6s deficits, but ada&shaparpcipates that treatef s o
barriers and limit opportunities for equal participation and/or access to the curriculum.

RTLB and teacher assessment needed to reflect the importance and relevance of

interrelated factors consideration of behaviour andhlegrin contexti Ex per i enced
educators, whatever their role, build up rich personal encyclopaedias of situations and
appropriate actions that allow them to bec
Timperley, 2008, p.6) In many situatiomsstknowledge base is sufficient. However,

these authors comment that it is often based on untested assumptions about outcomes.
Involving consultees in joint data gathering and problem identification may help to

challenge existing assumptions. Exposiraghers to new strategies may also open up
possibilities they were previously unaware of. If consultants are to be successful in

changing teachersé schema, they wil/ need

A follow-up feedback meeting(®cused on sfring and interpreting the baseline data,
defining the problemas well agxploring and evaluating proposed intervention strategies
goals and agreed actions and responsibilities. If the problem situation could not be clarified
sufficiently, the teachemal RTLB would go back to gathering more information before
discussing intervention options. Alternatively, if the issue was beyond the expertise or role
of the RTLB, referral to a more appropriate professional was riasi@mple Feedback
Meeting checklistised on the professional development programme may be found in
Appendix Biii.
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During this phase, the assessment information that has been gathered is utilised to
define the problerm order to determine the goals for change. Reliability and validity of
thedata are important. Before the problem is defined, RTLB and teachers must ensure that
the data they have gathered is useful and dependable. The interpretation of the data is
extremely important. The RTLBOSsS risatiomofi s t o
the problem. The problem is restated or reframed as a goal to be achieved. Research (e.g.
Tilly et al., 2010; Jordan et al., 2010), indicates that good consultants are problem finders.
Expert consultants spend a relatively large proportidheif time defining the problem,
the givens of the situation, the constraints, the past attempts, whereas less skilled
consultants focus on planning strategies for what may-defihed problems. Novices
tend to isolate the causes and present the pnodrea set of causes requiring solutions
(e.g., Erchul & Martens, 2010; Peacatkal.,2010) or fall into activity traps (Earl &

Timperley, 2008). The best predictor of a good outcome is problem definition.

Appropriate interventions tend to follow ifétproblem is properly defined.

Expert consultants restructure the problem as a desired galdcrepancy between
where you are and where you wantto be. Ysselds®@§ poi nt s out that t
i's not the chil dos néeéiateractoubetweemtheiclsild, tagks i o n
expected and instruction/management aspects. Careful definition of the problem situation

based on credible data leads to a range of possible solutions.

Theexploring strategiestage involves analysing and syegising of information in
search of the best solution to the problem as presently defined. It also involves proposing a
number of possible interventions before selecting the most suitable given all the
characteristics of the situation. There are multidgs of achieving the same goal. As in
previous phases, it is important that interventions are consistent with the
ecological/educational approach to facilitating inclusive practice rather than withdrawal.

Evaluating proposed strategies and deciding actice also part of the followp
feedback meeting(s) following data gathering and analysis. Interventions are
conceptualised as refinements of what teachers could do. A range of strategies should be
explored and evaluated prior to implementation. It isartgnt to find ethical and effective

interventions that are least intrusive and acceptable to the teacher as helping teachers to be
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more effective managers of instruction and behaviour should simplify rather than

complicate their lives.

Implementation ofite planshould be jointly devised and should clearly specify: what
is to be done, how, when, who is responsible, and, what the expected outcomes are.
Sindel ar and Kilgore (1995) pointed out th
Teachers must have cteexamples of how strategies work for different types of students
and how to orchestrate the whole. 6 (p.352)
model appropriate strategies and support teachers while they are becoming proficient at
using theseén their classrooms. Research (e.g., Erchul & Martens, 2010; Jordan et al.,
2010; McNab, 2009) indicates that teachers are more likely to work towards providing
effective inclusive learning environments for all students if they are engaged in the
problemsolving process and receive appropriate support when implementing new

strategies.

TheMonitoring and evaluation phasevolves the monitoring of the egoing
activities (process evaluation) culminating with the measuring of the final outcomes for the
teacher and student(sProcess evaluatidiocusses early attention on possible difficulties
with the plan and enables adjustments to be made as the plan is being implemented.
Outcome evaluatiomeasures and interprets progress during the implementati@nasteg
at the close of the process. RTLB were encouraged to consider the following questions at
this stage: Have the interventions achieved the desired change? How well have they
worked? Is continuing intervention required? Are there unexpected effebts sélected
interventions? How might we respond? What action do we take from here? If goals have
been achieved, a decision to close the case mehtade. Alternatively, the RTL&nd
teacher might jointly decide to make changes to the original plawiserhe goals,
depending on the data discussed.

Given that consultation is not an exact science, changes and adjustments should be
seen as common and acceptable practice. As the process is cyclical rather than linear,
phases may overlap and the procesg imeolve going back and forth between a number
of phases, (e.qg., if information gathering is insufficient to clarify the problem situation,
more data can be gathered before exploring strategies). Similarly, goals and strategies may

be revisited and adamteluring the implementation phase.
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Recycling if a phase has not been completed adequately is part of the problem solving
process rather than an attribution of blame or faiMfigt and Martens (1988) commented
that the most persistent of consultant dielos is that a clear cut solution exists for each
and every problem and can be applied independently of ongoing instructional practices.
The RTLB professional development programme supported the use of a problem solving
approach rather than a recipe amfialaic one. The context within which they were
working and the nature of the role, required that they have the competence to work with

complex problem situations where solutions were not immediately evident.

RTLB professional development course componalss included managing
resistance and exploring alternative theories of action (Robinson, 2011), through role plays
and reflective checklist to help RTLB examine their role in contributing to or reducing
resistance. Many RTLB Wworeetah,d209),péwerelsoee we e n
of their school colleagues so resistance was likely. Supervision sessions and critical friend
discussions also provided opportunities to discuss cases. Components of assignments in the
first three papers, were desigrtecscaffold RTLB skills and knowledge of the CPS
process. The fourth papétrofessional Practice Portfolicenabled them to demonstrate
their understanding and application of the process as a whole, as well as outcomes for

students and teachers in thehmuitic fieldbased referrals.
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Figure2. Overview of the components underpinning RTLB practice with expected

outcomes

The key components discussed in the previous sections of this chapter are illustrated in
Figure 2 above. Thischematic overview highlights the knowledge bases, framework,
approach and process aspects of RTLB practice. Potential outcomes following effective
practice have also been summarised. This is a revised overview based on a RTLB

programme team handout (Bronw2008; RTLB consortium, 2000).
2.3 Consultant expertiseand inclusive teaching

A key component othe RTLB skill set isto beable to influence the attitudes and
behaviours ofclasspom teachers. They have a professonal development role since
teacher attitudes andstrategies aethe key to swccessin an inclusiveclassoom. It may be
necessry to collect datathatchallenges ateaderés peception ofthereasons fora

0 blemd For example, the dita may show thatehaviour problems nay resultfrom the
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curriculum being inappropriatefor a particular student (e.g., too had, too boring, or too
easy). Theintervention may focus therefore on helpingthe eader to usemoreeffedive

curricula or teaching approaches matched tothestuden t G@els. n

Regular classoom teadchers require arange of new skillsto swccessfuly teadh al of
their students. Teseincludeafoundition of co-operative learning, applied behaviour
analysisskills, inclusve instructional pradices andflexible programming. Teaders are
more likely to becommitted to aévelopingtheseskills if they appredatethe values ofthe
philosophy of inclusionand the el to develop dassroom padices caisistent withthese
(Annan & Mentis, 2013Brown et al., 2001; Kearney, 2011; MacArthur, 200get the
RTLB has to workwith all teaders, even thase who intially are resistant totheir

responsiblity to teach everyonein their class.

If consultant spdal edwcators sieh as RTLB areto entance regular classteader s 6
ability to cater for adiverserange of needs, hey not orly need soundconaulting and
problemsolving skills, butalso pesonal knevledge and expertise in arange of inclusive
and stetegic teadhing strategies. Stategic teaching pradices include muti-level
programming, integrated curriculum, co-operative learning, ingructional scaffolding,
adion-based leaning, reciprocd teaching, and, pee tutoring programmes (Alton-Lee,
2003). Havever, Sindelar and Kilgore (1995) pointed outthat  ditraningstrategies is
notenough. Teaders nmust have clear examples of howstrategieswork for different types
of students and how to eochestrate the whole @p.352). Consultant spdal educators reed to
beable to modebpprapriate stategiesand support tachers while they are beaoming

proficient & usingthesein their classooms.

There has been an inaeasingadknowledgementof theimportance of conaultee and
client variables withinthe $£hool consulition literature, suchas prircipal beliefs and
vision, teacher beliefs and skills, whichare examined in thefollowing sedion.

2.4Working with adults (Consulteevariables)

Caplan (1970)was thefirstto pointoutthat the assessment of consultess and their
environmentsis acrucial step in theconsultation proess.He provided aframework for

understanding consulteedifficulties, indicting potential problems tlat may exist in the

36



consultes: lad of knowledge, lack of skill, lack of self-confidence, and lack of objectivity.
Theresult of theconsulteeassessmentrpcess slould be amutually agreed upon st of
target areas that, if stragthered, will enable thecurrent problems to baddressedas well
as smilar problems in thefuture. However ,  rdiig nbc@mprehensve model gating
system,resouce and personrel variab | gBravn, Rryzwansky, & Schulte, 2001, p157).
However, theskill set reeded to carry out consultation's acompex onedeveloped ower
time (Duncan, 200%; Earl & Timperley, 2008; Erchul & Martens, 2010

Teacher beliefs about their ability to cope with the increasing diverdityein
classrooms and about providing an inclusive learning environment, will determine the
degree of willingness or resistance to making changes when working with consultant
special educators. Annan and Mentis (2013) highlighted the strong influence of
perspectives, beliefs and understandings in fostering and maintaining exclusive practices
which stand in contrast to the research, policies and legislation that outline the rights,
values and obligations associated with an inclusive approach. How the teacher
conceptualises the presenting problem will influence the process. The skills of the RTLB in
building rapport and relational trust (Robinson, 204tje engaging theteader in
constructive dialogue, are the caalystfor change Babinski, Knoek, & Rogers, 2004.

A study by Jordan, Kircaali-Iftar and Diamond (993) explored teachers assumptons
and keliefs abouttheneeds ofat-risk and exceptional students, andabouttheir rolesand
responsbilities in meding suchneeads. They found that teachers appeared to hold
consistentand coherent belief systems whch differ along an ordinal scale. At oneend,
Gestoratived dlilefs assume problems eside argely within the stuédnt, andtherefore the
teacher duy is to refer the studat for confirmatory assessmerds sooras possibe. At
the otter qoreventivedend, teachers assume thatthe environment, including instruction,
plays apartin as t u d groblénds,ss casistent withthe elogical/educaional model.

i T heacher therefore attempts prereferra interventionsand requestsassessment to
identify ingtructiona alternatives 0 (p.45). Teacher gafings on therestortive-preventive
construct correlated hghly with their self-ratings of teacher efficacy (Gibson& Dembo,
1984; Woolfolk, Hoy & Spero, 2006). Teachers with preventive beliefs had higher self-
efficacy scores than thosevith arestorative profile. In addition, teachers with restarative

beliefs rated thewithdrawal of problem sudents fomthe classpom as anore desirable
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resaurce srvice than thosevith preventive beliefs, who preferred in-classconsultdive
suppat.

Stanovich and Jordan (1998) researched teachersbattitudes andobeliefs about teading
in heerogeneousclassooms. Tley attempted to pedict performance of teacher behaviours
assocatedwith effective teaching from a set ofvariables identifed as important: teacher
beliefs and attitudes, principal beliefs and school norms, andetader efficacy in relation to
inclusivepractice. Theprinci p aattitddes andbeliefs were the stongest predictor
followed by the eachersdresponses on thesfhognomornc-interventionistinterview scale.
This st of beliefs labelled ah@gnano n iiscl@racterised by the ideathat any learning
and kehavioural problems exhibitedby a student exist within the student. Jorcan-Wilson
and Silverman (1991) used the &rm Gestorativedwhich is consistent with a
medcd/functiona limitations @radigm and what Sarasonand Doris (1979) refer toas a
6 exch for pathdogyd Examples of ppthognomonic orrestarative behaviours irclude few
or no interventions, litleinteraction with resouce teadhers, alack of ademonsteted link
between assessmerdnd curriculum, and mnimal parental contad. Teadhers holdingthis
belief set believethat the heterogeneity in their classroans has ben imposed on themand
think thatsystemic measures shold beemployed to reduce such diversity.

In contrast, teachers holdingassumptionsat the Gnterventionigd(or preventive) end of
thecontinuum, believehatthel r s t eathiegrpibbdeds rebult from theinteraction
between the studnt and the instrational environment. Theseteachers try significant
interventions priorto making referrals, workwith suppat personrel usng ateam-based
approech, link assessment procedures with theircurriculum and instrational methods,and
have regular communication with paents. They aacept theincreasing diversity resulting
from changes in socio-cultural conditonsand educational policy (Stanovich & Jordan,
1998.

Thesefindings hal major implicaions forconaultant speial educatorsworking with
teachers who have congruent or dissmilar beliefs to themseles. Theseconsultantsvere
morelikely to beable toengage teachers who held peventive or interventionistbeliefs in
problem solvinghan tlosewho heldrestorative or pathognomoric beliefs. Thisindicated a
neel for consultants to beble to identiy key constraints andhave appropriate strategies

for working through issues ofrresistance. Relational skills ae crucial in the CPS process.
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Robinson(2011)recommends ucovering theaies ofaction ratherthan viewing teacher

behaviour as resistant.

In a more recent study, Swedish researchers, examined the mismatch between
professional sd espouaéaé&Hylaraer,2012).cRaicpltswpre act i c
from a range of professional roles including special educators, teachers, school principals,
paediatricians, nurses, psychologists and, social workers. They considered the approaches
these professionals took along two intersecting continua.i@édcused on factors
associated with disease (pathological) to those associated with health ahdiagll
(salutogenic) while the second considered from individual to general or systemic views.

Each group expressed a preference for an ecologicalisgdtealth promotion rather than
individualcentred, medical model intervention. However, there were mismatches between
their espoused and actual practice. Although some participants were aware of the
discrepancy, they found it hard to work ecologicallyewlothers (e.g., teachers) did not

share their view. Guvand Hylander (2012) suggest that this may have been due to the
absence of a culture of inclusion in the Swedish education system. Some school principals
had shifted from locating the problem in ttteld to laying blame with teachers. Practice

tools were often incompatible with the new way of working. Tools developed on
traditional theories tended to constrain p

were willing to try a new approach.

Theimportance of changing teacher beliefs and pradices has alsdeen reagnised in
schoolimprovementefforts and the conceptual change literature (Vosniadou, 2008)
However, Timpeley and Robinson (201) pointed outthat little empirica work had been
reported on the noroprocesses involved. $hema theory was used taxplain the
persistence of teacher beliefs about poorperformance They identified three conditions
which are criticd for schemarevision, including the slience of disaepant daa, the
presence of an external agent to asgst withtheinterpretation of ttat data, and the
availability of information on altenative practices. Theau t h conckisons dew
attention totherole ofexternal agentsin asssting schemarevision to takeplace. In order
to beeffective, they need totake teachers keyond teir understandings and analysis of
current gtuationsand challenge accepted €hema through data-based intervention

processes. This is pdicularly relevant if consultant spaal educaors (such as RLB) are
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to shiftteaders from opeating under afunctional limitations @radigm towards amore

inclusive, ewlogica one.

Involving consulees injoint data gathering and problem identification may help to
challenge existing assumptions. Eposing teadhers to rew strategies nmay also open up
possbilities they were previoudy unaware of. If consultantsreto be sgcessful in
changing teacher ssaiema, they will need skillsin reframing problem stuations (Tilly et
al., 2010).

Teader willingnessto take risksand try new strategies orapproades will be
influenced by a nunber of factors includingtheir relationship wth theconsultant, the
perceived amountof work and changerequired, and the égreeof supportthey are likely to
receve while developing their own expertise. Logan and Sadchs (198) usethree orders of
learning as anorganising concept in relation toteacher development: re-orienting,
initiating and refinirg. Re-orienting requires teachers to make significant revisions to
current pradice as aresut of, for example, the intoduction of new teaching methods,
changed management pocedures or expedations. Initiating involves socal induction into
new roles orthe incorporation ofnew ideas and pradices learnt thraugh re-orienting
programmes into classooms and ehool life. Reininginvolves grengthering and
extendingteacher scurent pradices. King-Sears (1997)noted that teaders might need
moresupport while éarning and refining new methods. Initial training is insuficient to
guarantee accurate, systematic imgementtion. Healso reported thatdhe mosteffective
inclusivemethodsare determined, implemented,and montored by € gopl ewhoare
collaboratingd (p13). General and pecial educaors consistenty rated persoral training
and supportas hgh-need areas for implementing suaessful irclusion (Ainscow et al.,
2006;Wolery, Werts, Cldwell, Snyder & Lisowsk, 1995). Suppat alongwith chalenge
to current pradice, are important elementsin buiding capability (Duignan, 2012;
Robertson, 200%.

While reseachers have acknowledged thecomgdex, muti-dimensioral nature of the
consultation feld, they have also highlighted he neel for soundresearch studies. Gesham
and Kendell (1987) found little empiricd evidence to show tlat what peqle are cdling
consultations actually consultation. Thy sumnarised most consudtion research as

descriptive, which has been useful for identifying key variables inconsultation proesses
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and outomes, but notor determining interactions letween variables ordirections of
influence on the outomes of consultation. Over a decade later,eNl@nd Witt (1999)
noted,firelatively little is knownaboutthe extent to which ¢aders imgement
interventions aveloped within consultation andessis knownabout thevariables
controllingthat implemen t a t (p.80hColsultationesearch does notaddress how
educational contexts andconsultation pocedures may interact, (Peacock et al., 2010; Tilly
et al., 2010).While policy and resaurces may also affect corsultation effectiveness,they
are not thedirect focus of thepresent study. In addition, littleis knownabout the
charaderistics of effective problem sohers inthe context of consultation (Brown,
Pryzwansky & Schulte, 201Bushe& Gibbs, 1990; Erchu& Martens, 2010) othe
micro-processes in banging teacher beliefs and pradices (Earl & Timperley, 2008;
Timperley & Robinson, 200 Friend (2008) also noted théack of valid studies involing
teachers and thechallenges inresearchingthe comgexities of consultation p#icularly the
collaborative aspects. Roadh, Kratochwill and Frank (2009) acknowledged the najor

contributionthat schoolbased consultantscould day in fadlitating change in classrooms.
2.5Curr ent research

The research studies inghhesis have not been conducted within any single
theoretical framework. The research design has been influenced by those that underpinned
the RTLB preparation programme, including a range of perspectives which relate to
teacher sdé pr oPregamsmeperspectivésenaludedl n g .

1 A commitment to the principles of inclusion.

1 A conceptualisation of the RTLB role as that of consultant special educators who
use a collaborative problem solving approach to foster the enactmealugfon in
schools (ilustrated in Figures 2 & 3).

1 A commitment to improving the capability of those with responsibility to children
and young people, in particular, teachers.

1 The provision of learning experiences that develop adaptive expertise
(e.g., peer coaching, collabaxeg planning, reflective conversations using
authentic data from casework, inquiry approaches to practice, group discussions
about practice dilemmas).
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1 Recognition of the strengths of the ecological model, where attention is directed
towards supporting theonnections between adults and learners within the contexts
in which children and young people are situated.
Using evidence of the impact of interventions on learners.
Cultural diversity: challenging everyday cultural assumptions, to enable RTLB to
examing heir own frames of reference in rel
their communities. SKs in equity pedagogy (i.e., eading strategies thet fadlitate
theacalemic achievement of studentsrbm dverseradal, ethnic, ability/disability

and social class goups).

1 The impact of wdler school reforms and pobies relevant to speda andregular
educaion.

1 Understanding of theorganisatioral systems ofschoolsand grinciples ofchange.

Two perspectives were particularly visible in the researcht, Fire study has a
phenomenological slant, in that | endeavoured to investigate the experiences of participants
from the perspectives of the individuals involved (Hycner, 1985). pditaeligmatic
perspective of this stuly was interpretive/ constuctivist, refl ecting the vew that redity is
socially constrictedwithin the context of sacial interaction and prenomenaare interpreted
in terms ofmeanings people kring to them (Cohenret al., 2000; Denzin & Lincoln, 20@M).

A constrietivist epistemol ogy subscribes tothenotion that knowddgeis bagd on
experience and ingght rather than transmitted and acquired. Exploring teacher and RTLB
viewpoints, peceptionsand pradicd reditieswith reference to implementing a

collaborative problem-solving inclusivemocdel was the central aim of thereseach.

Second, the design of the study was informed by social constructivist perspectives in
which learners (in this case RTLB) view and interpret new information and experiences
through their current knowledge and underdtags (Fosnot, 1996). This perspective is of
particular relevance to my study because most to the RTLB were challenged by the
programme to practise in a different paradigm from the ways that they had been expected
previously. Not only did they have to benvinced that the new practice expectations
were fibettero than previous practice, they

effectively. The social contexts in which they worked were also relevant. They now had to
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advocate for a model that requireéthers to exercise much more agency than previously,
a situation here they would have to deal effectively with teacher resistance in many
instances. | anticipated that social constructivist factors would impact on RTLB use of the
collaborative problem seing model, and perhaps contribute to cases where they used

another model.

As the CPS process was such a critical part of RTLB being able to enact the role, the
phases formed the framework for the research interviews, ratings scales and document
analysis (escribed in detail in Chapters 3 and 4). The CPS processes were adapted from
Erchul and Martens (2010) integrated model of school consultation. This model integrates
two theoretically distinct approaches to c
seminal work, 1970, 1999) and behavioural (e.g., Bergan & Kratochwill, 1990; Bergan,

1995)) as well as two general approaches (i.e., social influence and professional support).
The integrated model includes interaction between the problem solving task, soc
influence and support and development. These aspects have been influenced by
empowerment philosophy, social psychology and social constructivist perspectives.
Vygotskyodos (1977, 1978) concept of scaffol
was paticularly important part informing the support and development component. From
his perspective, social structures provide the frameworks for the ways in which people
learn how to think, communicate, and act. Any social context constrains the choices of
those practicing within it. Grossman et al., (1999) use the term to describe the ways in
which environments provide facilitative structures to foster development (Valsiner, 1998).
Annan and Mentis (2013) have also recently emphasised the importancéieé pos
psychology (Nickerson, 2007) being integrated with, not supplementary to, inclusive
practice (Edwards & Holtz, 2007).
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PRECURSORS TO SCHOOL THE CONSULTATION

CONSULTATION PROCESS CONSULTATION OUTCOMES
RTLB 1. Shared decision making & enactment
1. Understanding of the philosoy of 2. Professional learning of teachers & RTLE
inclusion and the compexities of this .
corcept, their own beliefs and the 3. Enhanced capability of teachers
implications of tresefor pradice; 4. Better outcomes for students
2. Knowledge of wider schod reforms and 5. Enhanced learning environments
policies relevant to speda and regular
educdion; 6. Evidence dinclusive practices
3. Knowledge of and expertise in teaching 7. Inclusive school systems

and learning, the curriculum and
principles ofcurriculum adptation;

4. Skills in equity pedagogy (i.e., eadhing
strategies that fadlitate the acalemic
achievement of students rbm dverse
radal, ethnic, ability/disability and social
class goups);

5. Effective collaborative problem-solving
skills with adults whoare respasible for
children and young people (school
leaders, eachers, prents andcaregivers).

6. Understanding of the organisatione
systems of schools and principles ¢
change

7. Teacher willingness to engage in th
problem solving process.

Cutcomes

The Supportand

Influence Task Development Task

-

Figure3. Schematic overview of integrated model of school consultation

Thefigurepr ovi des an adapted schematic overvi
integrated modeadf school consultation. This includadditionalprecursors, th
consultation process withree interrelated tasks (problem solving, social influence and
support and deslopment), and possible outcombsthis diagramprecursors relate tey
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perspectiveghat underpinnethe RTLB programmewhile outcomes indicate how RTLB

practice could have ampact at different levels (i.e., individual, class, and/or school

wide). Erchul and Martens (2010) believe that the objectives of school consultation could
only be achieved through fdna social i nfluen
the goals of which are to assist the consultee in expanding his or her repértoire

professional skillso(p.111).

An empowerment model argues for providing teachers with the support they need to
do their job, but argues against doing the job for them. This informed the focus in my
research on teacher engagement in all phases of thpré&3s which was seen as critical
for success. Supporting the consulteeds ef
consistent with an empowerment philosophy of helping (Erchul & Martens, 2010;

Seligman & Csikszentmihalyi, 2000; Witt & Marten®, 8 8) . Thi s i s based
assumption that consultees are skilled individuals who can become more capable of

resolving their own problems by knowing what resources are available to them and how to
make use of themo (Dunst Rhadtheipatemtialttheoughl 9 8 7,
CPS to scaffold teacher implementation of strategies where needed which is consistent
with Vygotskyodés (1978) concept of scaffold

proximal development.

Thecurrent reseach was @signed toidentify the consultation praesses thaare used
by consultant spdal educaors (RTLB) to fadlitate change. Towhat extent were tby able
to sucessfuly shift hool pradices from predominantly student dfi cit-focussed
strategies toteader-focussed strategies, enhancing capability, whichwasmore likely to
adhieve sucessful outomesfor all students? Theintroduction of consultanspecial
educaors(RTLB) as aresultof the SE 200(oolicy provides anopportunty to explore
someof these fctors. Mae speificdly, thesestudes saught to determinewhat aspects of
the collaborative problem-solving process aie mostcritical in bringing aboutthis shift in

consultant padice and the constrairts mcst likely to hinder it.

The studies were designed to mase understanding of the interrelationship between
the learning and practices, introduced and demonstrated on the RTLB professional
development programme, and the RTLB practice in the field once they had graduated, (i.e.

to what extent was there eviderafdransfer / commitment to and implementation of the
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CPS model to support inclusive practices?) The research also aimed to contribute to the
improvement of practices in the preparing professionals through university programmes
such as the RTLB programméoughran, Mitchell and Mitchell (2002) identify the need

for research that is both responsive to, and developed in, the practice setting.
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Chapter Three: Reseach Desgn

3.0Intr oduction and Rationale

Reseach within thecontext of spedal educdion practice has ahistory of different
methodolgica approahes, but theeis genera agreament that theoots ofresearch in
speial education aroseout of theposttivistic traditions of thenatural sciences (Brantlinger,
et al., 2005;Pugach, 201; Odom etl., 2005. A positvist approach emphasisesala thet
are diredly observable and measurable becauseotherdata souces are more subed to
error, bias,and are less lkely to berepeatable. Positivist methodolgies end to emphsise
data thet can be statstically analysed and reported in a nunericd form. They commonly
employ scientific methods suchs asggning fisubpd s 0 andomgroups(samples), using
operationaly defined variables, andstatsticdly anaysing data. However, a numberof
scholas (e.g., Heshusus, 2004; Skrtic, 1995)have critiqued positvistic traditions of
special education research for being too medanistic and rerrow to addessmany important
guestions in thefield. Thesocb-cultural contexts of indviduals with sgdal learning
neeads and disablitiesare comgex and not ealily addressedby a posiivist appraach. It has
been argued that gualitative research methodscan moreapprapriately capturethis
compexity (McPhail, 1995;Pugach, 20Q.). Qualitative research gathers data through
methods sch as interviews orobservation. Both quantitativeand qualitative nethodsare
committed to thegeneration of knavledge through areasoned and refl ective examination
of empiricd data(Denzin & Lincoln,2000; Dougherty, 2009; Polkinghorne &ildwons,
1998. However, given that mosteducational questions sek to undestand whet, howand
why somethingis hap@ning, qualitative research in which thedata are narrative
descriptions or obsrvationsare often moreappragpriate than gquantitative data. More
researchers are also valuing quantitative and qualitative methods as complementary (e.qg.,
Onwuegbuzie & Teddlie, 2003) and acknowl ed
is that the studies are more inclusive of questions that could not beseattliley either
approach al oneo ( Rangras,200/,pd19er & Cranston

Thejob desription andtraining of RTLB (as outined in anearlier chapter) require

them to use collaborative problem-solving approach to referrals and towork within an
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ewlogical/inclusiveparadigm, empbying assesment pocedures that asessthe
characteristics ofthe child(ren), theenvironment (teacher and peer behaviour, tasks)and
the inteadion between thetwo. A key asped of the RTLB role is to supprt teachers to
makeenvironmental, attitudinal,and pedagogica changes tosuppat referred children to
learn new strategies and experience successas goposedo viewing the problem orcauseof
the poblemas residing solely within thechild. It was theefore important in the
investgation reported here to take a research approach that was congruent with the RTLB
role and which tookthe compexitiesand mutiple layers ofeach situationinto account.
Research methods were therefore required to cge with the multidimensional process
(comdex savice delivery model)within compex contexts (sgedal educaionand
educaiond) and diveseclassoom settimgs. Qualitative research has been described as
multi-method in f@aus, involing an interpretive, naturalistic approach toits subject matter
(Flick, 1998, p.220

Qualitativeresearch isaso ddinedas a situated activity that loates theobserver
in theworld. Quelitative researchers study thingsin theirnatural setings,
attempting to make serse of, or interpret, phenonenain terms ofthe meaning
people kying to them. Qualitative research invdves the stuttd useand

colledion ofavariety of empiricd matrias 1 casestudy; pasanal experience
interview; artefact s texés - that describe routineand problenatic moments and
meanings inindividual divies (Denzin & Lincoln, 2000, p. 7.

The paradigmatic perspective of this stuly was interpretive/constuctivist, efl ecting
the view that redlity is socially constrictedwithin the context of sccial interaction and
phenomenaare interpreted interms ofmeanings people lrying to them (Coheret al., 2000;
Denzin & Lincoln, 20M®). A constructivist epistemology subscribes tothenotion that
knowledgeis bagd onexperience and ingght rather than transmitted and acquired. The
nature of inquiry is therefore interactive and interpretive. Researchers gather detailed
descriptions of thecontexts and prspedives of theparticipants, explainand draw
inferences from thosedescriptions and attach dgnific ance to them (Brown, 2008. Central
to theinvestgations eported was gaining an urderstandingteacher and RTLB beliefs
abouttheir respectiveroles in relationto thechild who tes been referred tothe RTLB, the
type of consultationmode that they anticipated would beemployed, and the influence
thesebeliefs had on low RTLB dedt with subseguent referrals. Exploring teacher and
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RTLB viewpoints, peceptionsand pradicd reditieswith reference to implementing a
collaborative problem-solving inclusivemodel was the central am of thereseach. The
underlying interpretive notions of unérstanding, meaning and action, dicusseddy Candy
(1989), were therefore fundamentl to the inquiy to fosterunderstanding of the
participan t s Gvesmientions, @iefs, concerns, adionsand urconscioushehaviours
(Lincoln & Guba, 19895. Reseach inaqualitative paradigm can take many forms
including: narrative, ethnagraphy, phenomenology, autolography, oral history and case
study (Cohen et al., 2000. Interviews, accounts, da@umentanalysisand participant
observation are the mosicommonly usedstrategies for data gathering. A stength of a
gualitative approach isthat it enables thedescription of processes, paticipantsand
relationshipsal of which are importantin this dudy. A casestudy approach was theform
or gyle of reseach selected while inteview and transcript analysiswere themain data
gathering strategies in this tlesis. Ratingscaleswere included duing interviews tochedk
RTLB, teacher and shool mamgement gerceptionsof the groblem-solving process andas

a pomptto sek illustrative examples offield-based pradice
3.1 CaseStudy Approach

Although theeis a ange of meanings anddefinitions in the lierature, thaeis
agreament onthefeatures distnguishing case studiesfrom otertypes ofqualitative
research in that they describein depth,and analyse in detil, abounded system (Burns,
1997;Cohen et al., 2007; Merriam, 2009;Stake, 2009. Stake(2005)claims that
understanding sekeded indvidual cases can lead to a morecomprehensive knowledge and,

perhaps, better theorising about a &rge collection of cases.

Casestudy research enables educators togain an in-depth undestanding of particular
contexts and duationsand the neaning of thosecontexts forthose involed in them. It
asgstsin capturingthe inbuilt compleity of most edeaiona environments andenables
theresearcher to study the detailed,compex socil interadions withinthoseenvironments
(Anderson, 199; Cohen et al., 2009; High, 2001; Merriam, 209; Yin & Davis, 2007.

More recently, Yin and his colleagues extended their technical definition as follows: The

case study inquiry:
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1 copes with the échnically distinctive sitwation in which tlere will be
many morevariables of intgestthan dta points,and as oneresult

1 relies on muliple sources ofeviderce, with dataneeding to conwergein a
triangulating fashion,and as anotherresult

1 benefits fromthe prior development of theaetical propostionsto guide
data colledion and analysis(Yin, 2009, p.18).

Casestudes provideusdul frameworks for enabling a researcher to identify a caseof
interest, colked dat, analyse and interpret thosedata inrelationto thecontext in which
they were colleded and report theresults. Casestudy research is most appopriate when
theresearch addresses haofivo, fiwhat  @nd fiwhyo conditions, with aconcern for
acommodating the perspedives of thoseanvolved. Itis also usful when theresearch
focuses orcontemporary events and bhaviours that theresearcher(s) cannot cortrol or
manipulatgYin, 2009. The advantage of the case study approah isthat it can provide
0 t floree of exampled |yvberg, 2006, p. 28) asa source of understanding, enabling
generalisation Case stutes also lave the advantage of being able toficcl o s e réedn 6 on
life situationsand test vievs directly in relationto phenorenaas they unfold in pradiceod
(Flyvbjerg, 2006, p. 23p By comparing experiences of RTLB and teaters aroundthe
sameproblem siuation | anticipatedbeing able to identify key successfadors,aswell as

fadors that nght lead toless sucessful outcones.

Successful imdementtion of casestudy research requires theresearcher to have the
knowledgeand skils to: 1. bound thease, conceptualisingthe obgd of udy; 2. organise
the casearoundissues, phenomenaand themesand develop research questions kased on
thes; 3. havethe knavledge and ability to collect data skilfully from muliple souces; 4.
analyse, interpret andsynthesise thosdata; and 5.have the expertise to spport the
findings from prior theaeticd knowledge (Stake, 2009.

Case study research is dai@sed and can play an important part in contributing to the
knowledge base of education. Quality case study research is rigorous and aims for the
same hgh levels of trustworthiness as any good research. It can lead to insights that
contribute to future research and have implications for policy and practice. The
contributions it makes to practitioners and policy makers lie not in claims of prescriptions

for practice but rather in detailed descriptions of cases that can inform practice and policy
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(Bassey, 1999). An intention of my case study research was to ascertain whether the goals
of the RTLB training programme (in relation to the collaborative prokdeiring process)

were, in fact, achievable in practice.

In this thesis, a case study approach enabled investigation of the experiences of key
players (primarily teachers and RTLB) in the collaborative protdelving process. This
approach was used to gaiascription of the processes and reflections on the experience.
Merriam (2001) comments that a case study
phenomena under studyéand can bring about
reader 6 s oex geomiféemrare what is knowno (p. 30).

There has been dissatisfaction with both the limited empirical knowledge base of
collaborative consultation and the research contributing to it (Gresham & Kendall, 1987;
Gutkin & Curtis, 1999; Kratochwill, 2005). The gl@minant methodology has typically
been the larg&l group design, much of it taking a univariate approach despite the
multivariate, complex nature of consultation (Brown, 2008). To date, there has been
limited research in the collaborative problsolvingarea using case study design
(Prywansky & Noblit, 1990; Thomson, 2008). Much of the research in collaborative
problemsolving has been carried out by psychologists who have been trained
predominantly in positivist approaches. Positivist research can hé msestablishing
cause and effect relationships but is less helpful in determining how and why certain
interventions worked. However, a case study approach may provide valuable insights into
the consultation process that enables practitioners to imgreirgractice. Case studies
can also generate hypotheses, leading to the development of theory, thus contributing to
the knowledge base of the indirect service delivery model. These can also be used to

complement experimental research (Yin, 2009; Shawe8sTowne, 2002).

Collaborative consultation is a complex phenomenon. Simple relations of effect are
not likely to be found, as relationships are most often complex and interactive. A case
study approach is therefore an excellent vehicle for studyingdhiplex phenomenon as
it provides a format for understanding the dynamics of a situation, linking context, process
and outcomes. Pryzwansky and Noblit (1990)

investigation in consultation research (p. 293). Data foin ease in Study 1 were gathered
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from transcripts of retrospective case interviews | had with individual RTLB, teachers and

senior leaders.

Participants were asked recall two cortrasting cases that demonstrateztent work
in each pradigm, (.e, the first case was to demustrate the cdbbaative problem-solving
model and the secombs toillustrate a casehere they had intended tause problem
solving but resorted tamore tradiional student defitifocussed appoach or withdrawal
strakgies). Ths stuly was desgnedto capture lheir percepbns of pecticeduring
probdem- solving within schoolcontexts, (i.e., dgree ofengagementf the eader; the
extent of inclusive pacticeduring the intervenbn phaseand, the nature ohe
professonal ielationship betweerhe RTLB and eacler).

In Study 2, case datavere gatheed fromtranscrpts of a series dfey field-based
meetngs betveen RTLB and teabers aswvell asfrom resarcher interviews with RTLB
and teabersreflecting on their problen-solving practicesand atemps to use the
collaboraive probem-solving processinterviews were compemerted with data from

rating scales ashey paricipated in ech case.

| anticipated thaby working across sesra casesnvolving RTLB andschool
personnel] would be albe tosynthesisdindings aboutthe pectice of theseRTLB in
particularcontexts. Collectively, thecasescouldbe ingrumentl in providng data that
allowed for theemegerce and discusen of thenes and theoriag aboutrelationships and
process. This appachwas considered te partculaly appropride giventhe compex
nature of thdield-basedpracice in whch RTLB engageand the eed fora straggy that
could capture iigh levelsof interpersaal commumcaion and the meang of those
interactions forparticipants. To date, esearch into consultatiorhas also placed insifent
emphasis on fielkdbasedoracice (Kratochwll, et al., 2005, 2009; Noel &itt, 1999;
Brown, 2008; Friend, 2008T.he studks inthisthesisweredesigned tosgstin addessng

this gap.
3.2Interviews

Interviews are probably the most wi@ly usedmethod of dita collection in edeaional
research (Atkinson & Silverman, 1997Fontana & Frey, 2000; 2005pnd are particularly
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prominent in quelitativeresearcch (Merriam, 2001, 2000 Kvale (2007)defines theresearch
interview as fian interpersonal diuation, aconversation ketween two partners about a theme
of mutual inerest. It is a pedfic form of human inteadion in which knowlkedgeevolves
through dialogueo (p. 439. Interviews are the peferred method oflata-gathering when the
purposeis to obtainfiarich, in-depth experiential account ofan event orepisode inthelife
of therespordent or to grner asimple pointon ascae of 2 to10 dimen s i oForgadaX (
Frey, 200, p. 698.

Interviews can range from highly structured approades, where the interviewer asks
the @me questions ofal participants,to open ended or unstuctured approaches where the
interviewer does not fave a predetermined intended outcomefor the interview, butis
prepared to allow the ingrviewee to influence the diredion ofthe inteview (Merriam,
2009;Patton, 1990. Semi-structured interviews have a basic framework of areas that the
researcher wantsto explore, butthey allow for more two-way conversation aboutthe areas
of interest. Theperson keing interviewed is ercouraged to contibute his’her own ideas and
perspedives and may generate further avenues for exploration. Ogen-ended interviews
tend to fave even less sucturethan theother approaches and are often only an
introductory staement to siuate thediscussion.

A semistructured interview format was selected for studies in this thesis. This
provided opportunities for respondents, who have particular experience or knowledge in
the focus area, to provide their perspectives and interpretation of particular situations of
interest to the interviewer. These respond
informantsd (Anderson, 1990). Thilsllowsor mat
appropriate focus on salient issues and is less time consuming than a totalndpdn
interview. It enabled data analysis to be more systematic as some key issues were
identified in advance. Rating scales were used within the interviews t@ptioen
participants to focus on particular aspects of the collaborative predaimg process,
(e.q., level of support provided by the RTLB and perceived effectiveness). They were also
used as a prompt in seeking further details or specific examplgsatiue of the ratings.
A 5-point scale was used with 5 being the highest, denoting the most effective practice or

highest level of support. For example, a rating of 5 indicated perceptions of the highest
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level of support provided by an RTLB whereas &ngpof 1 indicated little or no support.

Respondents were asked to provide reasons for each rating.
3.3The Studiesthat Contrib ute to this Thesis

Effective RTLB pradiceis likely to be influenced by the inteadion ofa numberof
factors. RTLB are morelikely to beeffedivein supportingclassroom teachers and
working at asystemiclevel when theeis a slared understanding abouttherole ofthe
RTLB and the srvice that they provideto thesdool and eater. Where teaders e the
A auged of alearning or behavioural problem as inheent within the child, and intervention
by the RTLB as a soluion totheir problems, tiey are less Ikely to want (initially at least)
to engage in thetype of collaborative problem-sdving thatalso examines how they think
aboutthe prablem, wiet they have tried to doto addressit, and howthis has waked. When
teacher geSponses indated tret they sawthe problemas inheaent within the child, ths
was ctegorised as a studeit-focusedor paradigm | framework in this conext. This
contrastedwith ateacher-focusedframework (or paradigm Il approach) which
adknowledged that the @éadher has aresponsbility to waork to change things (i.e., level of
instruction, teaching methods) teenable thechild to experience success.Noell and Witt
(199) have argued that weneed to know nore about howconsultants (sth as RTLB)
work in pradice to identify how educational contexts andconsultationprocedures interad
and the impications of tlesefor effedive pradice, moving teachers from a studen-focus
to a eader-focus.

3.3.1Setting the Scene: Exploratory Study

An ealier exploratory study carried outby the author (Walker, 2001, 2003)found that
asample otrained RTLB perceved they had asssted somedaders to shiftfrom astudent
focus to ateacher focuswith respect to somestudents. Fadlitating and inhibiting factors
were elicited thraugh interviews with RTLB and teaders. However, insuficient
information was given about howthe shiftadually occurred. Moredetailed data were
needed aboutthe practices andunderlying beliefs related tothe presence or abserce of the
reported inclusivepractices involving teachers. Many RTLB had operated under the
withdrawal andremedite systemprior to beng appoirted as RTLB. Although theinitial
study was informal in nature, theresults informedthe development of amore structured
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and elabarate research design in Study 1. Data colledion was through seni-structured
interviews with RTLB, teachers and shool lealers, focussng on contrasting, retrospedive
cases (designated Typel and Type I1). Results of Study 1 in turn informed the design of
Study 2 which focussedon siccesscasestudes of current RTLB and teacher collaborative
problemsolving pradice. Studies 1 and 2 were designed to cantribute to an in-depth
understanding of thepractice of two groups ofRTLB prectitioners aswell as provide
information ontheimpact of those padices on thee involved. Thefollowing chapter
outlines the mthod forboth studes.
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Chapter Four: Methodology

4.0 Introduction

Theinvestigations eported in this thesisinvolved two studiexaried out gquentially.
Study 1 datarelated toretrospedive cases. The data were elicited from participants who
had previoudy worked with RTLB in the problem-solving process(RTLB, teachers and
senior leaders) while Sudy 2 datawere dlicited from paticipants (RTILB and teadhers) at
the time they were wakingon currentcases. Both studies were designed to captureand
understand slient feaures of RTLB practice during collaborative problem-solving within
field-based contexts. This involved inwestigating the degreeof engagement of the eader
and interactions etween RTLB and teadhers, theextent ofinclusivepractice duringthe
intervention phase, and the nature of the professonal relationshipbetween the RTLB and
teadher.

It was anticipated that datafrom these studs would help to deérmineif teacher
professonal learning occurred during collaborative problem-solving between RTLB and
teadhers. This shift wagxpeded if the polcy of an inclusive RTLB approach and
increased teacher capability, advocated by the Ministy of Education, was to béulfil led (as
outlined in theRTLB Governance and manag@ment gudelines (Ministry of Education,
2002. Both studles 1 and 2 were designed to contributeto anin-depth undestandng of the
pradice of two groupsof RTLB practitioners as well as provdeinformation ontheimpad
of those pactices on thosénvolved. These studies built on findings from an earlier
exploratory stug carried out by the author soon after the establishment of the RTLB
service Thomson et al., 2003; Walker et al., 2D01

This chapterprovides a brief description of the initial study sample selection issues and
how these influenced the subsequent aesfgstudy 1. This is followed by awutiine of
how theresearch questions were invesigated, a description afiow participants were
sekcted, the dta generating strategies ugd, and interview formatfor Study 1
(Retrospective Cases) and Study 2 (Collaborative Caseks Findings for Study Jre
presented in Clapters 5 while those from Study 2 are in Chapteian@ 7. Table | below

56



provides an overview and comparison of key features of both studies reported and

discussed in detail in this and the followirogif chapters.

Tablel
A comparison of two studies designed to examine collaborative prsiolemg for

inclusive teaching.

Study 1 Study 2
1  To gain understanding of beliefs of 1 To capture and examine
Purpose RTLB, teachers and Senior leaders collaborative practice of RTLB an
through disassion of contrasting teachers working to resolve field
retrospective cases. based problem situations.
1 To identify factors that facilitate or 1 To identify factas that facilitate or
inhibit RTLB use of CPS in the field, inhibit RTLB use of CPS in the
field.
 RTLB interviews 1 RTLB-Teacher CPS meetings
Data generating 1  Teacher interviews 1 ResearcheRTLB interviews
1  Senior Leader interviews 1 ResearchefTeacher interviews
Strategies 1 Rating scales 1 Rating sckes
1 Engagement of the teacher A Positive professional relatnships
Results: key 1 Inclusive practice during the between RTLB & teachers
characteristics intervention phase A Engagement through power
1  Professional relationships between sharing
RTLB & class teacher A Acknowl edgement
1 RTLB skills & knowledge perspectives o
1 Sources and level of support for A Defining &_sharlng_ respon_5|_blllt|es
RTLB A RTLB confidence in explaining &
advocating for the CPS model
A Teacher & RTLB commitment to
working collaboratrely
A Satisfaction with the process &
outcomes
A Alignment between school policy,
RTLB programme & practice

4.1Background: Exploratory study conducted prior to the research for the
thesis

RTLB Annual report data provided to the Ministry of Education iatid the range of
work activities in which RTLB were involved. They were required to indicate the
percentage of time spent in working with individual students compared with their work
with teachers. With the exploratory study (Thomson et al., 2003; Wa8e1), my

original intention was to select and interview participants from two groups of RTLB, of

57



whom the first reported spending most of their time working with the teacher and less with
individual students, and the second group reported the confiexsepending most of

their time with individual students and some, but less, time with teachers). However, the
two groups were more homogeneous than anticipated. This may have been the result of a
number of factors, including, different interpretatiafshe reporting expectations, lack of
clarity around the categories, different understanding of the role and context within which
they were working, and/or differing expectations of teachers, school contexts and the

professional development programme appd and funded by the Ministry of Education.

Fadlitating and inhibiting factorswere elicited throwgh interviews with RTLB and
teachers. Although this initial study was less formal, findings indicated that a sample of
trained RTLB perceived that they haslsisted some teachers to shift from a student deficit
focus to enhancing their own skills with respect to some referred ¢bsesver,
insufficient informationwas given abouthowthe shiftacdualy occurred. Moredetailed
data were needed aboutthe practices andunderlying beliefs related to the presence or

abserce of thereported inclusive practices involMng teaders.

It was also clear that not all RTLB practice was consistent with the collaborative
problem solving approach advocated for and taugtihe professional development
programme (Thomson et al., 2003; Walker et al., 2001). Some RTLB reported attempting
to use a collaborative problem solving approach with teachers but not consistently, and
reverted to an individual student approach on séweecasions. Some RTLB reported
finding the approach useful but were constrained by working alongside colleagues who had
avoided the training and were withdrawing students for remedial work on a regular basis.
These findings were not entirely surprisingen the significant percentage of RTLB who
had worked in more traditional special education roles prior to their appointment as RTLB.
This was a challenging time of transition for many RTLB. Moore et al., (1999) describe
RTLB and other svee@i sgodocasdhi nbeteference t
and their influence on practice as well as RTLB and school understanding of the shift
required in the new role. The inclusive model and training was not widely accepted nor

understood by alRTLB employers.

The research process and findings from this exploratory study were, nevertheless,

helpful in informing the design of Study 1 in this thesis and further examination of the
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factors influencing practice required within the new role compared with presjecial

education roles.
4.2 Study 1: Retr ospective Cases

Study 1 was designed gain an understanding of the keliefs of RTLB and other
school praditioners in rEation to probém-solving studentases referred tothe RTLB
service Thereseach questonsthatguided this stdy were: Did RTLB usethe
collaborative prblem-solving framework taught in theirtraining? What fadorsfadlitated
orimpeded RTLB use of the collaborative problem-solving model in fosgring teacher
cgpability and inclusivepradice (as illustrated intypell cases)?What differences did these
maketo the problem-sdving process and owomes forthe €leded studat cases (ypel

compaed with typell)?

This study explored tenretrospedive cases from apurposive smple of five RTLB.
Theparticipantswere al graduatesfrom the R'ILB programme who hed demonstetedthat
they could wak in the collaborative problem-solving model @radigm |1, as taught in their
programme. Professonal pradice portfolios sulmitted in thefinal year of their training
providedevidence of practice on slected cases aswell as RTLB and teader refledions on
the outomes.When RTLB were unable to usethe collaborative problem-solving model
they reverted to paadigm |, theparadigm that positioned thereferred student as the
problem. Thesample for study 1 #nefore included RTLB who acknowledged thatwhile
they espoused usinthe problem-solving model trey sometimes gill engaged in paradigm
| pradice Retrospective case methodology (Hess, 2004), was chesenauld enable

the researcher to explore this practice phenomenon in more depth.
4.2.1Study 1: Design
Rationale for retrospective design

Study 1 used contrasting retrospedive examples of RTLB pofessonal pradiceto
investigate past experiences duing a time of transition when many RTLB were adjusting to
a new roleThis design enabled me to gain insight into RTLB understanding of the
collaborative problem solving process to facilitate inclusive practice. It also allowed me to

check whether this sgple of RTLB knew the difference between the contrasting
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approaches: one based on the inclusive problem solving paradigm taught during their
professional development programme, the other based on a traditional student deficit

focussed approach where withdral strategies were commonly used.

Use of a prospective design for this study was considered but discounted as it would
have been difficult to predict when or if the same RTLB would experience contrasting
cases within a reasonable research timeframeofJsentrasting retrospective cases
provided a better platform from which | could encourage RTLB, teachers and senior
leaders to reflect on practice around specific cases and share their perceptions of outcomes
and effectiveness. This focus on reflectiomsvalso consistent with the professional
development programme learning outcomes. One of the key themes and expectations of
the programme was that RTLB would become reflective practitioners and eviokesend

problem solvers.

Hess (2004) recommends prosipee studies where feasible but acknowledges that
retrospective studies have useful applications. He lists the advantages of retrospective
studies, describing them as: Ai nexpensi ve,;
occurrences; [providing] sg&r access [to] conditions where there is a long latency
between exposure and disease; [enabling the generation of a] hypothesis that can then be
tested prospectivelyéo (p. 1174) . A retro
can be useful asmlot study that is completed in anticipation of a prospective study [such
as Study 2 in my research]. 1t fcan help f
determine an appropriate sample sizywe and
of design also has advantages for analysing multiple outcomes and candzbaaran a
smaller scale (Hyde, 20D4Although comments from He$2004) and Hyde (20D4elate
to research in the field of medicine, many of the underlying principlespglecable to
Study 1 in my research.

Retrospective studies are also thought to be advantageous for the practitioner
researcher, provided threats to validity are counteracted through triangulation of data from
other sources (Hanle01Q. | was awarefahe limitations of using a retrospective
approach as remembered information may be faulty, selective, or inaccurate. Participants
may forget, suppress, reinterpret or fail to remember certain details (Cohen, Manion

Morrison, 2013). Potential weakrses in relying on recall were minimised through
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triangulation as RTLB, teachers and senior leaders were interviewed about the same cases.
More details about potential sources of bias and how these were mitigated, are described
later in this chapter (4.3).also sighted relevant case file documentation as support for the
participantsd reflections. Findings from t

collection during current collaborative cases in Study 2.
Participant selection and involvement

| conducted €mi-structured indvidual interviews with five RTLB who hed each
undertaken a consultantrole intwo studentcases. Interviews were also condwcted with
each ofthes t u d eathersadd a denior leader, nominated by the RTLB, whowas
familiar with the RTLB role and pradice in their particular school. Each interview was

audio-taped and transaibed for later analysis.

61



SeniorLeaderl SeniorLeaderl|

Student Case | Student Case I
/ A

I School | ‘ l Il School II

Teacher(s) | Teacher(s) Il

Principal |

‘ Principal Il
SENCO | "’ SENCO Il

Figure4. Exploring and anaysing reported recolledions ofcontrasting cases.

| selected RTLB from theAuckland-Northland region databaseof 180 trained RTLB
who were itinerant across two or mee primary, intermedate ormiddle £hools andhad
competed theuniversity acaedited RTLB professional development programme in speaal
neeals resaurce teating (SNRT) graduating with a Graduate or Posgraduate Diplomain
Educaion (SNRT). Thisenabled them to beemployed as RTLB.

Thefirstten RTLB randomly sekeded fromthe North Islandgraduate listswere
initially invited by telephoneto agertain if they were willing to be interviewed and disuss
recent sudent casework abouttwo contrasting interventions:onefor a student vinere the
intended intervention was tageted gimarily to the referred studnt and me that was
subseqgantly reframed,resulting in an intervention which alsoincludedworking with the
teacher(s), syndicate orwholestdf. | designatedthesetype | and Il respecively to
distinguish between cases reported to represent the different paadigmgdifferent ways for
working. Five ofthetenRTLB had studnt cases that met theriteria and agreed to be
interviewed. Thesefive RTLB became theparticipantsin this gudy. The remainingfive
did nothave two recent, contrasting studentcases but expressed inteestin being involved
a a later date, if invited.

Five RTLB, aged between 40and 55,agreal to beinterviewed. All five were
registered teadchers with extensiveexperience in New Zedand primary and intermediate
schools.Prior to their appointment toRTLB roles, they had all had experience working
with students with divesespecial needs.Some fad held Guidarce and Leaning Unit
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posiions whileothe's hadadditional experience and trainingin thefollowing areas: speech
language therapy, vision impairment, counglling, and, language teading for students who
are speakers of languages otlter than English. RTLB were from different clusters acoss the
North Island. Thestudentcases they sdededwere from arange of primary school sttings
from rual Northland to urlan Auckland.

The participants, Rose, Barbara, Denise,Liz and Karen, agreed to dscuss ech case
from referral, initial data gathering, intervention, through to monitoring and evaluation
and/orclosure. Thesephases were based on thosedentified in the consultationliterature
(Friend & Cook, 1992Kratochwill, Elliott, & Busse, 1995; N@ll & Witt, 1999;Sheridan,
Welch & Orme, 19%). Thephases also uderpin the RTLB training programme. | was
interested in &ploring the processes, desisionsand adions involved in the twoypes of
case. Participants were asked to haveappropriatefile notesand polciesavailable for
reference, if needed, duingthe inteview.

| askedparticipantsto recdl two contrasting cases that demonsdted recent work in
eadt paradigm, (.e., thefirst asedemondrated thecollaborative problem-solving model
and the soond casewas onewhere they had intended to usehis butresored to amore
traditional stuent ddicit-focussedapproach orwithdrawal strategies). | colleded thedata
through semistructured interviews with RTLB and sdool pesonrel. Interviews were
designed to oliain information about theareeof engagement of the eacher; theextent of
inclusivepractice during the intevention plase; the nature of the professonal relationship
between the RTLB and teader; and, the outomes for students.

During the interviews, | also asled RTLB to naminateat least onesenior leader who
would have knowledge of their work within theschool (e.g, aprincipal, deputy principal
and/orspecial neads coordinator (SENCO) or equivdent). Thesepeoplewere asoinvited
to paticipateas were the tacher(s)involved ineat case. Each RTLB informedeach
teacher and sanior steff member of their own involvenent in the stay and of my desireto
interview them.If thesestdf members were keen to be ivolved in the stdy, the RTLB

provided mewith theirnamesand contact detils.
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4.2.2Ethical Procedures

Followinginitial phonecontact, paential participants were provided with written
documenttion outiningthe puposeof the inerview aswell as Univesity of Auckland
approved ethics consent forms and grticipant information steds (see Appendix B).
Individual informed consent was gainedfrom each participant whoagreed to takepart.
Interviews were conducted at a time and place sutableto the participants. RTLB
interviews were approximatly an hourand a half to two hous dugtion. Interviews with
school pesonrel and eachers were appraximately 45 minutes to amour.

4.2.3Data Generating Strategies:Interviewsand Rating Scales

| interviewed RTLB and teachers sparately. Rating scaleswere included during
interviews togauge RTLB, teacherand hool management prceptions ofthe poblem-
solving proaess andas apromptto sek illustrative examples offield-based practice. |
followed stndard interview protocok. At the stat of theinterview, | checked muual
understanding of theprocessand ethical matters. Confirmation of @rmissionto takenotes
and totapethe inteview was alsogained.All taped interviews were later transaibedby a
professond transcriber who sgned a confidentiality agreement.She had extensive
experience in educaional research, having been employed as a postgaduate research

asgstantat the University of Auckland.

In thedevelopment of the interview schedules,| attempted to avoid poblemnetic
guestions (thosehatare doubé-barrelled, two-in-one, restrictive, kading or loaded) as
suggestedby Anderson(1990. Respondnt andinformant rokes were fuffilled as |
questioned RTLB and teachers abou their actual experiences andalso their views ofthe
pradices. | usedprobes throghouttheinterviews in order to get beyondmerely
descriptive acocounts,and to ercouragethem to edborate on iceas.

4.2.3.1 Inerviewswith RTLB

RTLB were asked to describe two studbnt cases from referra, initial data gathering,
intervention, throgh tomontoring and evaluation orclosue: onecase hat resulted in an
individual intervention for astudent (dsignated Type | or studnt-focussedo denotea

paradigm | approach) and asecond casethatwas reframed,resulting in anintervention
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which aso involvedworking with theteacher(s), syndicate or whole s&ff (designated Type

Il orinclusive, teacher-focussed to enote aparadigm Il approah).

During the interviews, RTLB were aso asled torate thelevel of support receved for
working within an inclusiveparadigm, primerily with teachers, from any or al of the
following souces: RTLB Cluder Managementcommittee, seniorleaders, othersclool
stdf, individual teader(s), and, RTLB colleagues. A 5-pointscale was ugd with 5
indicaingthe hghestlevel of suppat. Responants were asked to providereasons br each
rating.

4.2.3.2 Inerviewswith Teachers and @nior Leaders

Teaders and senior leaders were asked similar questionsabout each of the student
cases, cosultation pradices, andconsequences ofthe pocess.| askedsimilar questions on
mostdimensions althogh the apth of infarmation for someitems vaied, refl ecting the
differences between classroom teaching and school managementcontexts. Teachers were
askedto providedetails alout the process,their own role, sgedfic RTLB involvenent,
relationships and theature of theintervention, whereas senior leaders could desribe
RTLB work in general in their school. Interviews with theteadhers involved asimilar
semi-structured question formatexcept that more detail was asled aboutthe problem-
solving proaess and sgeific RTLB involvement €.g., assessment datacollected and/or

interventions impemented with RTLB support).
| dso sought the views of teaders and senior leaders (i.e., the Primipal, Deputy
Principal and/or G-ordinator of Students wih Spedal Needs (SENCOs)pn:
1. school pdicies cancerning students wth spedal needs and therole of theRTLB;

2. the RTLB role (before and after experience with at least one studertasewith this
particular RTLB);

3. the ratureof the work the RTLB did in the shod;

4. the perceived effectiveness of the RLB 6veork;
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5. the perceived level of supportfrom the RILB (for thestudentand/or eacher);

6. the retureof the work he/she tad donein relation tothe processinvolving
the eferred student;

7. otherissues almut RTLB pradice includingthefactors thatfadlitated orinhibited
RTLB practice and,

8. changes they would like to seeconcerning theway the RTLB operated in heir
class orschool.

During the interviews, | askedteachers and senior leaders torate two sgcific
dimensions of RLB work: effectiveness of heir RTLBO work and lewel of suppat
provided by the RTLB. Participan t rstidigs were on afive-point scale. They were askedto

give reasons or ther ratings during the inteview.

Documenttion from RTLB casework was slared with me by the RTLB and teachers
duringthe inerviews, where appropriate. Thisincluded pe- and pos-intervention
assessmentatia and jaint plansand minuteswhere available. Documenttion povided the
basisfor validation ofroles andresponsbilitiesat different phases;therelationship

between assessmerdnd intervention(s)sekcted; and recorded evidence of outcones.
4.2.3.3 AnagJsisof Interviewswith RTLB and Teachers

| used apredetermined deductive famework, based oneffedive consultative padices,
to analyse the citafrom each interview. Paticipantdata were organized in relationto the
presence (or absene) of elements ofeffective consultative RTLB practice as outined in
the literaturereview, thatis, the reture of therelationship betveen the RTLB and teader,
the extent of texcher involvement in problem-solving and implementing the intervention,
and inclusiveness of thantervention. Thedegree of aignmentbetween the descriptions of
RTLB prectice and the consultationmodel taught in the taining programme was thus

ascertained.

The four main problersolving plases, learnt during the RTLB programme, provided
a framework within which to elicit information about relationships, the extent of teacher
engagement and the nature of intervention practices. These phases are: the data gathering

phase (entry and assessngtiite preintervention data analysis phase (probksoiving,
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based on analysis and synthesis of assessment and observational data, and exploration of
strategies); the intervention phase; and,qomistrvention data analysis phase (monitoring

and evaluatin). RTLB and teacher practices/actions, and consequences /outcomes for the
student and/or teacher were also noted. Any other relevant information relating to the
context and/or case was included for each of these phases.

Participan t responsesvere soored in terms ofthe following dimensions:

1 Class tader engagement in ead pheseof the problem-solving process;
1 Inclusive prectice (adlso ddined aParadigm Il) during the intevention ptase

1 Professonal relationshipbetween the RTLB and teadier.

Thesedimensions vere selectedfor severa reasans: they were identified as important
in thespecial neals problem-solving literature and were also a key comporent of the
modk taughtin the RTLB university programme. In addition, the exploratory study
findings indcated tat thesefactors rad the pdentia to influerce the drection ofthe

collaborative problem-solving proaess.

| scored thetranscripts using dli 3 scde for each of the dimensionsdescribed below.
This scde was selectedto enable comparison ofreported pradices inthesmall sample of

contrasting studentcases.

I. Engagement oftheclass teaher was ratedacording to theextent that le/shewas
adivey involved in each phaseof the problem-solving process:data gathering, pre-
intervention cata analysis, intervention, and, pos-intervention data analysis. Scores were
recorded for each phaseand percentages calculated for comhined invdvement across the
process asawhole. A score of 1 denotes no involvenent in contrastto a3 which denotes
clear evidence of active teacher involverment. A 2 was asggned if theteadher was involved

in one ortwo phases.

ii. Evidence of inclusie practicgs) during the irtervention plasewas sored as

follows: a

1 was asggned to an inérvention which invdved withdrawing thereferred student

from higher peers; ascore of 2 was given when the referred studbnt remained with higher
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peers but was provided with sparate learning tasks; anc 3 was given for clear eviderce
of inclusiveintervention(9, suchas the usef adapted reading matrial, reciprocd
teaching, pee tutoring. However, if there was indvidual differentiation for al learners in

any of theseclasses, ascae of 3would have been assgned.

iii. The ProfessionaRelationshipsdimension was scored as 1acmrding to evidence
indicaing a distant or defensiverelationship betwen the RTLB and teacher(s) where
discussion ofssues was avoided incompaisonwith eviderce indicating collegiality,
warmth, empaty, an ability to shareinformation and raise isses whee a 3was assigned
A score of 2 was assgned where there was a mixed orunclear relationship wth evidernce

of some slaring and someeticence or defensiveress.
iv. Leve of supportreceived from otlers

During the interviews, RTLB were aso asled to share their perceptions ofthe levels
of support tley received from athers for working within an irclusive paradigm. Trey rated
the level of suppat from ead of the following sources on ascde of 1i 5 (with 5 beingthe
mostfavourable respong): ClusterManagementcommittee, senior leaders, otherschool
stdf, individua teader(s), and, RTLB colleagues. Compaisonswere drawn between

different cases based onthe emerging patternsand reasons provied.
v. Levé of supportreceved from RTLB

In their interviewsteachers were also asked to rate their perceptions of the level of
support they received from the RTLB (on scalesi&, b being the highest). | collated
ratings and compared contrasting Type | and Type Il referrals based on the emerging
patternsandreasn s pr ovi ded, for example, teacher s
according to each type of case were recorded. Effectiveness of the intervention was
assessed according to whether the mutually agreed to goals had been met as well as
satisfaction repded by both the teacher and RTLB.

4.2.3.4 AngJsisof Interviews ofSenior Leaders

| identified repeaing themes withinthetransaibed matria from Principals, Deputy
Principal and/or Speial Neads Co-ordinabrs (SENCO9. Thesewere coded and
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highlighted in different colours. Transaipts were then sored using ali 3 s@e (with
scores of 3 indcating responges mast closly aligned tothe Ministry of Educaion RTLB

policy guidelines(20@)) for each of thefollowing dimensions:

Context: School pdicy

RTLB professonal relationships with sieool pesonrel
RTLB skills/knowkdge

RTLB commitmert.

Senior leederswere alsoasked to rateheir viewsof theeffecivenesf theRTLBO s
work and thdevel ofsypport provided to students andathersby the RTLB. A scale of
1i 5 was used wh 5 beng the hghest. Ths providednformation ontheir peceptons in
relationto their own vew of the roleas wellasexpectations ohow and with whonthey
thought the RTLB shoud work. Ratimgs were cdlated and comgrisons dawn between

different referrals basean the emmging paterns and easongrovided.

I. School pdicy respongs were scored as 1 where evidence suggested thesevere
constmining or notfacilitative of theRTLB role as speeified in the Ministry of Education
Policy and guideline£2002).In thesanstances, thesenior leaders perceived thechild to
bethe nain problemratherthanconsicering the interplay between the child and classoom
factorsand the possbility of instructional mismatch. Examples of this vievpointincluded
timetbling RTLB to withdraw students forindividual tuition on aweekly basisand/or
makingreferrals for achild without £eking informationfrom theteacher. Evidence of
school pdicies that vere adively supportiveand fadlitative of the designated rolewere
ratedas 3. This includd allowing teachers to met with RTLB to discussreferrals
(releasingthem diring classtime in sewera cases) or includingthe RTLB in dedsion-
makingat regular medings alout gudents with gedal needs. Where there appeaed to be

amix or moderately inclusive padice, a2 was dlocated.

ii. The ProfessionaRelationshipsdimensionwas scaed as 1according to evidence
indicaing a distant or defensiverelationship betwen the RTLB and teacher(s) where
discussion ofssues was avoided incompaisonwith eviderce indicaing collegiality,

warmth, empathy, an ability to shareinformation and raise isses whichwere scored as 3.
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A rating of 2 was assgned where there was a mked orunclear relationshipwith evidence

of someshaing and same reticence or defensiveness.

iii . The Sills/knowledgedimensionwas scoed as 1 where participants saw the RTLB
as showindittle or noawareness of reeds or knavledge of strategies.A 2 was assjned
where there was sane knowledgeof these in discussons but not evieht in the design of or
implementation of thentervention. Evidence indicaing RTLB awarenessof student,

teacher and/or £hool needs aswell as knowkdge of effedive strategieswas scoed 3.

iv. The Conmitment dimensionincluded RTLB commitment tomeding reeds and/or
improving outcorres, effort andresponsveness demonséted. Low degrees of commitment
and responsveness were rated 1whereas higher degrees were scaed 3. Two was asggned

where commitment \aried aaoss plases.
4.2.4Reliability

All transaipts were scaed by me and twenty percent of the tansaipts were
independently scaed by a second educationa psychologist in order to check acairacy and
as a sfeguard against reseacher bias. This psychologist was involved in thergining of
RTLB in a diferent part of the county and had not taught or metany of the research
participants. In each case, the sorers used adifferent coloued highlighter for eat
dimensionas a neans ofindicaingwhich eviderce in thetransaipt suppoted therating

given.

Inter-rater reliability was cdculated by cheding the extent ofagreementand
disagreanent in:1. ratings and 2. meaningful phrases ard/or lines highlighted. Agreement
included phrases and/orlineswithin thetransaipt highlighted by both sorers and those
not hghlightedby bothscorers for the ame dimension. Disgreement induded plrases

and/or lines withinthetransaipt highlightedby onescaer but notby the other.
Reliability was calculated usingGlynn 6(5980) formula:

agreements X 100

agreaments + disgreaments

70



Scores fronthe tlreepoint scale vere colatedseparately according to theinterviewee
(RTLB, teacher or seniorstaff membe) aswell as thetypeof transcript: 1 or I, according
to the referralsselectedfor discussion durintheinterview.Type|l trangripts pertain to
referralsthe RTLBs reported toinvolve studetifocussed stragieswhile typell
transcripis pertain tahose repoted toinvolve teaher-focussed sttagies. Wherethe
reliability checkrevededdifferences,examydes weraliscussedndrelevait transcrigs

were e-scored.Interrater reliability resuts havebeen summarised in thable below.

Table2

Inter-rater reliability across R'LB, teacher and senior &ff member transcripts

Dimension % agreement
Engagement oftheteader 92
Inclusive practice during the intevention ptese 92
Professonal relationshipbetween the 95

Findings from my conversations with RLB, teachers and snior lealers are presented
in Chapter5. Quogs have been coded with therole (e.g., teadher, RTLB, SENCO,
Principal) and type of student case(l or Il to denae the mradigms). Pseudonyms hae
been used for RTLB with therole of each personidentified for each case. For example,
Teader. Liz |, RTLB: Liz | and SENCO: Liz | were al involved with thesame gudent,
designated as aparadigm | caseby the RTLB Liz. Although thee were four femaleand
onemaleRTLB in this study, femalepsaidonyms have been used thraughout and nale

pronouns in quotesaue been changed to peserve confidentiality.
4.3Researcher role and credibility

Patton (1991) dicusses bias with referenceite x per t i se and perspec
researcher must be seen to be competeththave experience related to the research focus
if the research is to have credibility. A

reflexivityo (Brantlinger et al., 2005, p.
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understand and setlisclose assumptions, values and biases, as well as clarity about his/her

views and the effect that may have on actions and interpretations.

My interest in collaborative problesolving and advocacy for inclusive practice in
schools, has been ongoing for a fuemof years in a range of roles as a primary teacher,
resource teacher of the deaf, psychologist, tertiary educator and professional learning and
development facilitator. | have practised according to the CPS model myself and found it
particularly usefuln a national project focused on enhancing effective practice in special
education across ten schools (primargoselary, special and regulaf)had an interest in
exploring this area further from a research perspective but also for personal and
professonal reasons. | have summarised some of my key experiences and influences below
as a way of demonstrating that | bringdepth, and relevant experience of different

aspects of practice as well as academic credibility to the research.

| completed undergduate study in education and psychology and postgraduate study
in educational psychology (Masters) prior to beginning my career as a classroom teacher
and subsequently as an itinerant teacher of deaf children. During my study time, | was
privileged to hae lecturers who were or still are leading educators and researchers in New
Zealand (including Dame Marie Clay, and Professors Viviane Robinson, Ted Glynn,
Michael Grballis, Stuart McNaughton)While my goal on leaving secondary school had
always been tbecome a psychologist working with children, their families and teachers, |
realised | needed to build up knowledge, credibility and expertise through teaching

experience in the field first.

| then practised as an educational psychologist in Special &mlu&ervices under the
Ministry of Education. This work was varied and focused on students identified as having
special needs from birth to pestcondary. My work has been influenced by inclusive
philosophy alongside an eclectic mix of developmentanitve-behavioural, educational
psychologists and socitultural theorists. My training was very much influenced by
Bronfenbrennerés ecol ogi cal approach as we
learning and the recognition of the zone of proximal tgraent. | was not the typical
0test and tell d psychologi st. Much of my
supporting teachers to adapt curriculum and /or enhance their skills (including modeling or

co-teaching inclusive strategies). Many of theementions | supported teachers to use
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were curriculurbased and aimed at providing supporting learning environments for all
children and young people. | also facilitated the implementation of class and-satieol
interventions related to improving leamgiand behavioural outcomes. These positions
provided opportunities for me to work in different but related roles across different parts of
the wider Auckland region. They also gave me experience with challenging cases across a
wide age and cultural ranga,home and educational settings, from early childhood to

secondary level as well as regular and special education contexts.

My experiences on national Ministry of Education working parties and advisory
groups (curriculum, professional development aretigph education), research and in
different roles has enabled me to understand classrooms and schools from different
perspectives from policy to classroom levduring my career, | have been a strong
advocate for students who have previously been eedlod marginalised. | have also
witnessed the shift from mainstreaming and the subsequent introduction of inclusive
policies such as SE 2000 and the current Success for All. | have used inclusive strategies
(e.g. peer tutoring, eoperative learning, reaipcal teaching), in my own teaching. | have
also ceauthored a book on paired writing (Cameron & Walker, 1994) that was based on
research (Dip Ed Psych Honours) comparing the benefits of paired writing with extra
writing time. Myma s t thasié eamined stafichild interactions in a residential school
for students with significant behavioural and emotional difficulties. The Guidance and
Learning Units and Support Team model (Moore, Gl¥aold, 1993) were forerunners
of the RTLB model (Thomsort al., 2000). | had some involvement with both initiatives

in my work as a psychologist and teacher educator.

My tertiary experience began as a lecturer ingaerice teacher education
(undergraduate and graduate) and later as practictordatator athe then Auckland
College of Education, prior to becoming Coordinator of the Students with Special
Teaching Needs, a funded postgraduate course where experienced teachers won study
awards and were released ftithe for one year. | also had informal respibility and a
pastoral care role or several undergraduate deaf students on campus. | was awarded a
Fulbright vocational scholarship during this time which enabled me to share my
experiences and learn from teacher educators and special education experfeld in

the United States as well as reflecting on the New Zealand scene on my return.
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| took up a position as Head of Teacher Education (primary and secondary) at another
tertiary institution in the late 1990s before being asked to join seviargl mentors and
colleagues in the RTLB Consortia of three universities (Auckland, Waikato and Victoria)
in 1999. | was involved in the RTLB professional development programme as a
coordinator, lecturer and examiner for the Auckldatthland and as NatiahDirector
from 20032010.

These experiences collectively provided a wealth of information from my personal
learning from which to draw when designing and teaching the RTLB professional

development programme.
4.3.1 Implications for Studies 1 and 2: enslmg trustworthiness

Brantlinger (2005), Lather (2001) and Merriam (2001) have identified similar
strategies for ensuring the soundness of qualitative studies, including triangulation,
member checks (i.e., having participants review and confirm the acafratgrview
transcripts), external audit. Brantlinger (2005) also identified peer debriefing and detailed
or thick description while Merriam (2001) included clarification of researcher bias. These
researchers advocate for a systematic rather than ddtegkproach.

While my pivotal role in the RTLB programme had advantages in terms of

relationships and credibility presented above, there was also potential for bias.

Al ncreasingly, qualitative researclhers ar
of data gathering but rather active interactions between two (or more) people leading to

negotiated, contextwually based resultso (F

RTLB involved in the studies were already graduates of the programme and knew me
well as decturer, examiner and National Coordinator for the RTLB programme. They
were aware of my role in the design and delivery of the professional development
programme through personal experience, programme documentation and /or research
information prior to onsenting to be involved. As the RTLB had completed the
requirements of the qualification prior to participating in these studies, there was no
conflict of interest with respect to marking of their assignments, nor any consequences for

their employment ithey chose not to participate.
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Denzin and Lincoln (2000) emphasise the importance of the researcher establishing:

€ trust, rapport, and authentic commun
establishing trust and rapport at the beginning of the sthdygesearcher is

better able to capture the nuances and
the participant 0 sensuedhat particgpantswillbevmore Thi s
willing to share everything, warts and all, with the researcher (p.384).

Thequality of the relationship between the interviewer and its influence on the quality
of the datéhas keen recognised by Measor (1985). A number of other researchers have also
highlighted the impact of interviewer knowledge, skills and personal attriboteése
quality of the information obtained (e.g., Cohen et al., 2001; Fontana & Frey, 2006). |
taught RTLB about interviewing skills through role play on the RTLB programme, having
built up my own skills and experience as an interviewer through my wak as
psychologist, counsellor, teacher educator and researcher. | also had an appreciation of the
context within which RTLB were working and had personal experience using collaborative
problem solving in a range of educational settings. RTLB knew | wasrgdnunterested
in their work and field experiences.

Prior to gaining consent from the participants, | openly discussed my role and also
emphasised my genuine desire to find out what was actually happening in the field
following graduation from the programe. RTLB and teachers were aware that results
from the studies would be used to change or enhance aspects of the programme in the
future. | did not assume that RTLB practice would be perfectly executed according to the
model and was expecting variabilgyven the range of contexts in which RTLB work,

prior roles RTLB had been in and beliefs about the model.

Possible sources of bias included RTLB reporting what they thought the interviewer
wanted to hear, the interviewer asking leading questions tofaliatirable responses or
inadvertently giving feedback to responses consistent with the model taught on the
programme. These potential sources due to my role were mitigated bytapidg and
outsourcing the transcription of interviews between the relseaand all participants for
both studies. Audio recordings of meetings between RTLB and teachers in Study 2 were

also sent to a professional transcriber.
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Member checks were also used to ensure trustworthiness. These checks refer to
procedures for soligitg the views of or a sample of the target population, in order to
confirm the quality, credibility and interpretations of the data (Brantlinger, Jiminez,
Clinger & Pugach, 2005; Cresswell, 2012; Nastasi & Schensul, 2005). Participants were
sent copies afranscripts to check accuracy and had opportunities to discuss any issues and
interpretation by phone or at subsequent meetings with me. A second educational
psychologist undertook analysis and scoring of twenty percent of the transcripts in Study 1.

Detais may be found under reliability (4.2.4).

Hall (2002) distinguished between corrobc
corroborative triangulation, while different methods, sources and techniques may have
been employed, the data focus on the samebbjeaspect of an object. [However, in
coherence triangulation, the focus is on] using different sources and techniques to build a
coheret picture of what is happeniag ( p. 3 1) . Corroborative tr
both studies through my interviewiing key people in each case as well as viewing
documentation related to the discussion and outcomes. These-tgloveetings with
RTLB and teachers in Study 2 enabled comparisons of their espoused and actual practice.
The researcher looked for both confing and disconfirming data when analysing the
transcripts in both studies. Extensive quotes and vignettes were included to substantiate

claims and conclusions.

After establishing the themes and categories, | looked for evidence inconsistent with
these temes (outlier or atypical examples) to ensure an accurate account of key aspects of
the problem solving process (Brown, 2009; Cresswell, 2001; Nastasi & Schensul, 2005).
Another qualitative technique, peer debriefing, was used to assure the trustwodhiness
my analysis. Two sets of Study 2 transcript data were given to a second psychologist
researcher. A set included transcripts between RTLB and teachers as well as researcher
teacher and researcHdRTLB meetings related to each case. This provided aarbppty
for discrepant analysis. This colleague acted as a critical friend cross checking quotes
selected and interpretations with my draft results chapter. No major discrepancies were
found. However, as a result of this process and feedback from mywsgs, some

guotes were reduced.
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4.4 Study 2: Current RTLB Practice

Study 2 was desgned to address agap in reseach by exploring the acual (ratherthan
espousedpradice of RTLB working collaboratively with regular classoom teaders to
resolve poblems.

Thequestions thaguided the gwnd stuly were:

1 To what extent is theresponsve teacher, collaborative problemsolving model
implemented in padice?

1 What fadorsfacilitated orimpeded RTLB use and effectiveness ofthe
collaborative problem-solving processin fosering teacher capability and

inclusive padiceintended to resut in better outtomesfor studens?

Thefocus in ths seondstudy was on thenature and sgnificance of the collabarative
problemsolving processfor RTLB as they worked together with regular classroom
teachers in diveseschal contexts to enhance their cgpability to cater for the range of
student éaning neals intheir classpoms.In-context pradice was cgptured by RTLB
tapingthe key meetings between themslves andreferring teachers as ths waes the last
intrusivemethod ofcgpturing detail aboutthe collabarative process andilso erabled
reflectionsby RTLB and teachers to beshaed with me.

My main irtention wasto develop degper understandings of the reality and compgexity
involved in undetaking casework usingan inclusive, collaborative problem-solving
approech. | also set outto investgate theprofessonal leaning oppatunities ths agroach
to casework provided for RTLB and teachers. Sudy 2 was theefore designed to
investpate thefactors thet contibuted toinclusive, responsve teacher-focussed ddsions

and stetegies /inteventions etherthanpredomnantly student fi cit-focussed sategies.

While collaborative problem-solving is acompex, dynamic processwith interrelated
components, @viousresearch, the collaborative problem-solving model tught onthe
training programme, and Study 1 results suggest th there are critical factors which
contributeto swccessfulimplementtion. In sumnmary, sucessful collaboration apgeas to
depend on buliding and maintaining posiive professonal relationshigs. Indicators of

posiive professonal relationships iclude mutuatrust andrespect for each othed seas d
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and expertise, redprocity, and awillingnessto learn from each othe. Professional elations
are evident in awil lingnessto share power, definition of respective roles, and acceptarce
of joint respongbility for dedsionsand theiroutaomes.If the processis truly collaborative
and aimed at fostering or enhancing learning and cgpability, teacher involvement in the
problemsolving processis aucial. Theinteractive, cyclicd nature of thecollaborative

process provigs mutiple oppatunities for professional learning and refl edion.
4.4.1Study 2: Design
Following the analysisof Study 1, a new sample of RTLB from the @ntral and
Northern regions of New Zealandwere invited toparticipate if they:

1 had competed theuniversity accredited RTLB professonal development
programme in speda needs resouce teaching ;

1 itineratedwithin one omoresclools (i.e, were not baed in oneclassoom or
heavily timetbled intoregular teaching commitments),and

1 intended to wak in an nclusive paradigm as mgh as possibe within the
context of onesekdedreferral from ateader. Thereferral could befor: an

individual student;groupof studetts; cless;teadher; or syndicate/department.

Oncethe RTLB had agreed to paticipate, | approached theprincipalsand teaders
fromthesclools wherethe RTLB plamed to wak to invite them to pdicipateand
procealed with cases only when the shool and e referring teachers agreed to paticipate

in theresearch and were willing to be inteviewed by me.

Twelve RTLB were initially prepared to be involved in this study. Two RTLB
withdrew because their referred students moved out of their areas prior to the intervention
and two of the tapes from a third RTLB were inaudible. Results are therefore based on nine
cases (a mix of individual, group/class and syndicate referrals) from acbdifferent
schools (primary, full primary, rural, provincial and suburban). With the exception of two
RTLB and one teacher, all of the nineteen participants were female. Female pseudonyms
and pronouns lave been usedthroughoutto protect paticipant idenities. Thefollowing

tableprovidesan overview of the case participants andnitial referra issue.
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Table3
Overview ofcase participants and &ferral concerns across nineases inolving RTLB-

Teacher collaborative problemsobing.

Caseidentifier Caseparticipants Referral concerns
1 Robyn RTLB 1 Rural schoadl individua: Year 5/6 boy inappropiiate social
behaviour, low self-image and lack of reslience, high risk
TamaraTeacher1 taker.
2 Rachel RTLB 2 Urbanschoad Year 3 /4 Group of 14 studentslearning &
behaviour: off-task behaviour & underachievementin written
KarenTeacher2 language.
3 RebeccaRTLB 3 Rural schoal: Year 17 6 hili ngual unit: teacher assistancewith
class management.
Mona Teacher3
4 Mary RTLB 4 Suburbanschoadl: Year 0i 1 two classsyndicateoral language
needsin conjunction with school-wide goalsin this area.
Carla& Jenny

(Teachers4a & 4b)

5 LauraRTLB 5 Suburbanschoal: Year 1i 2 group of boysand girls
learning: literacy.
Hayley Teacher5
6 PatRTLB 6 Rural schodl: Year5 boy behaviour.

Melissa Teacher 6

7 AlisonRTLB 7 Suburbanschoal: Year 2 boy (refugee): learning & social
behaviour.

MiriamaTeacher 7

8 Kelly RTLB 8 Rural schodl: Year1 boy: learning & behaviour.
Bronwyn Teacher 8

9 TrishRTLB 9 Suburbanschoal: Year1l girl: learning & social behaviour.
Leanne Teacher9
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4.4 2Ethical Procedures

| provided participantswith Participant Information Sheds and Corent Forms
approved by the University of Auckland,and gained individual informedconsent to
participate from RTLB and teachers.| arranged interviews at a time and place suitableto
them. Acopy of theParticipantInformationSheds andConset Form may befound in

Appendix B.
4.4.3Data Generating Strategies

Semi-structured iterviews (researche-teader and researcher-RTLB) were used to
gain a more n-depth pcture of thecritical factorsthat acted asatdyststo engage teachers

in more inclusive pactice. Factors cwered were:

- profesgonal relationshps (initiating, building, maintining ©ationships;balance
of power, reaprocity);

- useof the collaborative problem-solving processincluding shaing of
responsiblity between RTLB and teachers duing each phese;

- focuson datato tradk progresstowards achievementof shaed goals and
eviderce ofoutcones;

- inclusive pradice demonstrated by the teacher, or teacher and RTLB, during
the irtervention plese;

- profesgonal learning opportunities; and,

- perceptions of effediveness (satisfadion with outcones for the student(s
and teacher(s)).

Table 4 kelow sets outthe data souices for each of the ninecases. Ticks indicte key
pointsin thecollaborative problem-solving process when taped meetingsirefl edions were

recorded between the:
a) RTLB andreferring teadhers;
b) researcher and RTLB; and,
c) researcher andreferring teaders.

80



Table4

Overview of souces of datafrom each participant canbination and neding or inteview

PARTICIPANTS

Reflection & ratings

on process

& transcriptsfrom iii

RTLB (R) & RTLB (R) & Teacher(T) &
Teacher(s)(T) Reseacher (J) Reseacher (J)
MEETINGS/INTERVIEWS
Entry Meeting Vi
Fealback/intervention planning Vii
meeting
INTERVIEWSI \Y \Y,
Reflection & ratings Reflection & ratings
on process on process
& transcriptsfromi & transcriptsfromi
and ii and ii
Evaluation meeting (once Viii
intervention under way)
INTERVIEWSII \Y, \Y,

Reflection & ratings

on process

& transcriptsfrom iii

4.4.3.1 RTB-teacher meetings

As asked,RTLB audio-taped theirprofessonal discussons with thereferring teacher

on thefollowing occasions:

1. thefirst medingbetween teacher and RTLB (entry meeting) (i)

2. follow-up feedbadk meeting (data analysisleading to slection of
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an intervention(ii), and,
3. evauationmeding (iii).

(i) An entry meetingwas defined as oneat which theRTLB and teadher discussed
the eferral, nature of the problemand planred thebaseline data gathering
phase. Basalinedata are basic information gatlered before an intervention
begins. It was usedlater to provide acompaison forassessig the impad of
the changes employed by the tacher and/or ohers. During the entry meeting
the RTLB and teacher determined the mostppropriate data tocollect, aswell
as whowould collect it, and when it would be colleded.

(i) A follow-up feedback meeting focusedon staring and interpreting the baseline
data as well as exploring and dedding on intervention options,goas andagreed

adionsand responsbilities.

(i) An evaluation meding occurred when the implementation of thantervention
and outcones forthe studat(s) and teacher were disaussed and evauated. If
goals had leen achieved, adedasionto closethe case might be mace.
Alternatively, they might jointly dedde tomake changes totheorigina plan or
revise te goals, dgpending on the dta discussed.

4.4.3.2 Inerviews: a. Rsearcher-RTLB and b. Rsearcheri Teacher

| conduwcted semi-structured interviews sparately with RTLB and thereferring
teacher(s) at two points inthe process:first, following the feedbadk and intervention
planningmeeting and scond, orce the intevention was undx way. This lelpedto gain a
picture of how theconsultation proess was going as well as its impad ontheir
relationships, the sitegies they had agreed to useand their satiséction with progessto
date.

At the eginning of each interview, | chedked that there was muual understanding of
the pocess and ethicad matters. Pemisson totake notesand totapethe inerview was also
confirmed.At thesecondinterviews, | asked RTLB and teaders toconfirm whetherthe
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transaipts fromthe previous inteview were accurate records and amended them wlere
they suggested this vas necessary.

Following ead interview, | askedthe RTLB/teacher to provide his/ler interpretation
of the ranscribed professional disussons letween the RTLB and theteacher. Paticipants
were askedquestions togain an appredation of heir perceptionsand fedings alout the
meetings priorto and followingthe intevention. | also sought informationaboutthe
referral, consultationand problemsolving pradices, therationale for theseand
conseuences in relationto speific examples inthetransaipts. If insufficient detil was
provided,| probed further. Thefollowing questions/statements vere usedto
prompt/fadlitate RTLB and teacher commentary:

- Whatwere your expedations ofthemeeting?
- Whatwere your impressons/felings about theneding?

- Sunmarise posiives/cancernsg/surprises from transcript dheearlier meding:
You seamed to bepleased/caoncerned/surpised abouté

- To what etent doyou feel your opinions/concernswere heard?
- Did you feel uncanfortable at anypoint? If so, tell meabouitit.

Theinterviews took letween oneand oneand a half hours perpersonand were
condwtedat atimeand place suitableto the RTLB and teachers. Theseinterviews were
audio-taped and | ater transcribed for analysis. RTLB and teachers also shared relevant
documentd informationrelating to thereferra at any timefrom thefirst meding untl
evaluation of theintervention outcone(s) and/orclosure(e.g., assessmendata,
intervention plannimg, minutes ofmeetings, examples of shifts in stueht betaviour or

learning).

During individual interviews, | asked RTLB and teachers torate the following six
dimensionsof their collaboration on ali 5 s@e with 1 beingthe lovestand 5 the hghest:

1 Professonal relationshps betveen the RTLB & teadher
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1 Sharing of power and slared responsbilities ketween RTLB & teacher
1 Teader persgdivel opnions tead by RTLB

1 Teader participation inthe collaborative problem-solving process

1 Teader and RTLB commitment(co-operatior/goodwill /suppat)

9 Satisfaction with the process and outcomes for teachers and students.

84



Tableb5

Overview of researcher-participantinteniewsin which €lected dimensins of

collaborativeproblem-solving were discussd and rated.

INTERVIEWSI INTERVIEWSII
PARTICIPANTS Reseacher-RTLB & Reseacher-Teacher | Reseacher-RTLB &
Reseacher-Teacher
TIMING Following the RTLB-Teeacherfeedback, Following anRTLB-
intervention planning meetng(s) Teacher
monitoring & evaluation
meethg

Teachers)

COLL ABORATIVE PROBLEM-SOLVING DIMENSIONS (ratedseparately by RTLB and

RTLB-Teacher professional relationships & responsibilities

Professional relationship a
betweenRTLB & teader

Teacher perspedive/opinions herd a
by RTLB

Power shari ng betweenRTLB &
Teader

Sharing of responsibility between a
RTLB & teader

Teacher& RTLB Commitment
(suppat, co-operation/goodwil )

Satisfaction with the process% outcomes

Problem clarification a

Feedlack & data analysis a

Intervention: exploration & a
Seletion

Int ervention: implementation,
monitoring & evaluation

Teacher & student outcomes
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| askedteachers and RTLB to providereasons anaixamples tosuppat the ratings
given duing the inerviews. This provicd mewith oppatunities to clked and compae my
own perceptions with thosef theRTLB and teachers. RTLB-teacher meeting transcripts
were also referred to forparticular examples andprobes during my interviews. Datafrom
al the souces described abovewere anaysed tojudge the degree to whichthere was

evidence of the dimensions liged ealier.

Resuts are pesented inChapters 6 and Findings are based on informdabn from
selected &y meetngs ketween RTLB and teche's duringthe GPS process, interviews
with me, and atings male by RTLB andteaderswith accompaying quaes toillustrate

reasons @r their conments. Initials ae used tondicate the data socesasfollows:

RT =RTLB T Teacher medings
RJ=RTLB T Researcher interviews
TJ=Teadher i Reseacher interviews.

Initials and numlers have been used toidentify relevant qudes fromtheinterviews.
Numbers refer to ead of the ninecases. RT2 refers to a neding between the RTLB and
Teader from Case2 whereas RJ2 refers toan interview between the RTLB and me(J, the
researcher) aboutCase 2. As two techers wereinvolved in Gase4, aand bwere used for

eat one. Examples of thecoding system havebeen summaised kelow.
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Table6

Examples otodes wsed toindicatequotesfrom transcripts otasemedings andinterviews

with the esearcher.

Meeting / Interview Participants Code
Case2 meeting RTLB and Teadher(s) RT2
Case2 interview RTLB and researcher RJ2
Case?2 interview Teader and researcher TJ32
Case4 interview Teaders and researcher TJab

Results ae presented under key themes within two main sedionsd facilitating and

inhibiting factorsd in Chapter6, followed by two in-depth vignettes in Chapter7.
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Chapter Five Findings: Study 1 Retrospective Cases

5.0 Introduction

This chapter presénthe findings from mgemistructured interviews with RTLB,
teachers and senior leaders about their paorepof practice during problesolving
within different school contegtRTLB shared their recall of two contrasting cases with me
that demonstrated their approaches in an inclusive collaborative prebleimg paradigm

and a traditional noeinclusive paradigm.

The results include RTLB and teacher perceptions acro$suhphases of the
problemsolving process: data gathering (entry and assessmenii@nesntion data
analysis and interpretation (problesolving, based on analysis and synthesis of
assessment and observational data, and exploration of strategiesgninernand, post
intervention data analysis (monitoring and evaluatibnyed this as a framework within

which to seek information about the extent of teacher engagement.

Findings are presented for the contrasting cases designated Type | and Type Il
cases were where RTLB intendeduse the collaborative problesolving model as taught
to them during their RTLB learning programme but instead resorted to a more traditional
student deficifocussed approach and/or employed withdrawal strategi@géovention
Cases where RTLB demorated the collaborative problesolving model and facilitated
inclusive practices were described as Typé&lieir perceptions of practice in Type |
settings are presented first, followed by their descriptions ofipesia Type Il settings
Results have also been presented in pictorial form in a series of graphs throughout to

further illustrate the contrasting practices and outcomes of the two different approaches.

A summary of findings concludes this section. T¢hapter concludes with a vignette
il lustrating one RTLBOs experience in two
outcomes and one which was unresolved, are outlined to illustrate the complexity of the
factors that contribute to the success or otherofi$&€TLB use of the collaborative

problemsolving model.
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5.1Type | Practice: RTLB and TeacherPerceptions

A summary ofRTLB and teacher perceptions of professional relationships and teacher
engagement in the CPS procdssing type | practice examples hdween presented

below, followed by senior leader perceptions.
5.1.1Professional Relationships

There was some variation for type | referrals with teachers reporting more positive
relationships than RTLB for the same referrals. Ratings for type | casesansistently
low on the professional relationship dimension: only one type | teacher transcript and no
RTLB transcripts were rated highly (3).e., collegial, warm, empathetend willing to
discuss issu@sFour type | cases were rated moderately (ftamm RTLB and two
teachers) and five were rated low on this dimension (three from RTLB and two from

teachersji.e., distant, defensive or unwilling to discuss isgues

B

w

WRTLBI

Wl Teacher |

8]

Number of cases

ERTLBII
B Teacher Il

Low (1) Moderate (2) High(3)
Ratings of RTLB/Teacher transcripts

Figure5. Ratings of RTLB and Teacher perceptions of pratessd relationships in type |

and |l cases.

The RTLB (Rose) in one type | case reported frustration with what she viewed as the
teacherdés negativity towards the referred
had difficulty adapting the programe to meet student needs and with class management.
Rose had taken the referred child out of the room to assess her literacyTlegdtacher
reported that the RTLB (Rose) had:
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of fered to help me €& DbRodetakeStkeroutéiie her do
class and then shows me what wonderful work [the child] can do. | know she

can do this. [The child] loves workingot@o ne wi t h Rose but it
resolving the problem in the classroom. [Teacher: Rose ]

The sole teacher who rated the RTLB highlytloa professional relationship
di mension, described her as: HAvery approac
out. She worked with these .dTedchedDeaisel] | tr u
The same teacher also commented thatone eft st r engt hs was fithe f:
was familiar with the school and sthheed st € ahcehr

office is] off sited. [Teacher: Denise 1]

RTLB often experienced difficulties in setting up meeting times with teachetygi®r
| referrals as teachers were not as readily available or changed appointments at the last
minute Many of these teachers did not see the need to talk about the problem. In one
instance, the referring teacher, who was also a senior leader, contheecbdd to be
incapable of learning anything new from the outset. The RTLB then felt a responsibility to
advocate for the child and demonstrate that learning was poss$ivlever, her repeated
attempts to engage the teacher were unsuccessful. RTLBean tases tended to believe
that teachers believed it was the RTLBOS |

Hence, there were few opportunities to develop or maintain a professional relationship.
5.1.2Teacher Engagiement in Collaborative Probem-Solving

RTLB and teachers expressed almost identical views of teacher engagement
throughout the collaborative problesolving phases, confirming that the teacher had little
or no active involvement throughout any of the phases (ratings of 1) in thedgpegsee
Figure 6below). These transcripts consistently indicated evidence ofemgagement
during the intervention phase, even though the extent of teacher participation varied across

phases.
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20

=
wu

ERTLB |

W Teacher |

BRTLE 1I

(9]

ETeacher I

Case totals for teacher engagement
across CPS phases
=
=

Low (1) Moderate (2) High (3)
Ratings of RTLB/Teacher transcripts

Figure6. Ratings of RTLB ad Teacher perceptions of teacher engagement during the four

collaborative problersolving (CPS) phases in type | and Il cases.

For example, one RTLB (Liz) preferred to work in an inclusive way, where she
worked alongside teachers to adapt curriculumtenmat t he chi | d&sShe nstru
was also willing to cdgeach with the teacher to model more inclusive teaching approaches
Liz found in this school that the teacher
home. She also had difficulgetting the teacher to commit to meeting timesher

interview, theclassroom teacher describeid as:

very thorough in investigating and generally suppor{iMewever, in her view,

there had been] less involvement in terms of getting strategiesidhthshe

woul d give me strategies but that hasnhn
anything in the class. She offered to
answer. That would make it worse as this is what [the child] loves. It is still

making rer special. [Teacher: Liz I]

Liz and an RTLB colleague, who worked in the same school, also rejidetdohg
frustrated at the lack of staff awareness of needs and theilingnass to take
responsibility. [Liz 1]
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Figure?. Ratings of inclusive interventions described by RTLB and Teachers in type | and

Il cases.

RTLB and teacher perceptions about the presence or absence of inclusive practices
during the intevention phase were also similas illustrated in Figure &bove None of
the type | referrals discussed with me involved inclusive interventions. However, there was
one example where an RTLB (Denise) and teacher shared assessment and exploration of

strategiesThe teacher commented that she:

provided the academic datahat their maths level was, the reading level,

spelling level, that sort of thing. [RTLB Denise] did the observatiéns De ni s e
would sit down and chat with me and see what was happening, what | thought

and give me some ideasaté €t Swaédodowonrnk
what essentials | wanted, what the kid

[Teacher: Denise I]

However, the intervention was carried out by the RTLB and involved parental contact
in addition to a putbut group programme. While theacher was generally satisfied with
progress made by the children, she had not implemented the new strategies herself. The

teacher also reported that the childrenods
the room.
In another type | referral, thee ac her RnHagreed to it [the pa

the meeting but then at the beginning of ther it not want to know aboutit[RTLB
Barbara I]On reflection, the RTLB realised she had been advocating for the strategy but
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