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Abstract 

 

Teachers and counselors in a large suburban district in the Southeastern United States 

strive to collaborate to equip students with key skills needed to succeed in their first year 

of college. The problem is that little was known about the collaborative challenges 

teachers and counselors faced as they implemented the precollege curriculum in 

secondary schools. The purpose of this qualitative case study was to examine how 

teachers and counselors collaborate formally and informally to improve the precollege 

curriculum as recommended by the guidelines of the American School Counselor 

Association and adopted by the local district. Knowles’s theory of andragogy provided a 

framework for exploring the routine work of 4 teachers and 4 counselors as they 

implemented curriculum and instruction. Participants were selected based on seniority, 3 

or more years of collaborative experience, and certified employment with the district. 

Participants completed a questionnaire pertaining to Knowles’s adult learning and 

collaboration theory. Participant interviews were conducted using questions informed by 

Knowles’s theory of andragogy and collaborative relationships. Interview transcripts 

were reviewed through inductive analysis and line-by-line axial relationships were 

determined using a general coding system to look for teacher-counselor collaborative 

themes. Reported findings indicated that developing a common language and a mutual 

understanding of roles and responsibilities may affect positive social change for teachers 

and counselors and may eventually allow graduates to achieve success in college. It is 

recommended that professional developments be offered in multiple formats to provide 

greater collaborative flexibility for teachers and counselors in secondary schools. 
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Section 1: The Problem 

Introduction 

High school teachers and counselors confront demands of 21st century college 

readiness for precollege students (Jones, van Belle, Johnson, & Simmons, 2014; 

Stephens, Hamedani, & Destin, 2014; Stone-Johnson, 2015; Thibodeaux, Deutsch, 

Kisantas, & Winsler, 2017; Tompkins, Campbell, Green, & Smith, 2014). Teachers and 

counselors must learn to improve collaboration to assure that the curriculum prepares 

students to meet the academic demands of college (Hanson, Prusha, & Iverson, 2015), 

while meeting the challenge of instilling social and academic behaviors and personal 

characteristics recognized as integral for the successful transition to college and career 

(Camara, O’Connor, Mattern, & Hanson, 2015; Wibrowski, Matthews, & Kitsantas, 

2016). The teacher-counselor collaboration may be crucial to advancing pedagogy that 

improves student outcomes (Calvery & Hyun, 2013; Van Velsor, 2009). The 

collaborative relationship between teachers and counselors consists of adult learners who 

work together to address precollege curricula needs through andragogical practices 

(Calvery & Hyun, 2013; Carpenter-Aeby & Aeby, 2013; Hotchkiss, Steinmetz, & Streib, 

2016). Collaboration, however, has not been a traditional role or responsibility for 

teachers and counselors (Jones et al., 2014).  

The traditional work of counselors involved providing services for some students 

who needed additional support outside the classroom, with few opportunities to 

collaborate with teachers for student success in college (Gysbers & Henderson, 2014). As 

Shamsuddin (2016) found in researching the role of counselors, the traditional work 
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focused on forms and facts, with little emphasis on the student transitions to higher 

education. The traditional work of teachers was limited to work inside the classroom, 

with few opportunities to lead collaboration with counselors (Gonzales & Lambert, 

2014). 

A shift in the 21st century paradigm, as reported by Camara et al. (2015), urged 

collaboration between counselors and teachers to build higher academic knowledge and 

effective problem-solving skills in students who aspire to transition from high school to 

college (Atik & Atik, 2017). This transition demands that students possess a learning 

style that promotes a range of cross-disciplinary competencies, including a command of 

reading, writing, speaking, listening, and thinking skills, in addition to healthy mental 

habits, trustworthy character, and time management required to make a viable 

contribution to the workforce (Thibodeaux et al., 2017; Tompkins et al., 2014). Merriam, 

Caffarella, and Baumgartner (2012) defined the transitional process as one that equips 

individuals to take the initiative and the responsibility for the learning process and 

extended the definition to include characteristics of adult learning, such as planning, 

implementing, and evaluating one’s own learning experience. Learners who participate in 

the transitional learning process can build confidence and improve skillsets (McGrath & 

Powell, 2016). 

The teacher-counselor collaboration can nurture a self-directed, student-centered 

environment that allows students to take on intellectual risks and to develop a growth 

mindset through challenging opportunities designed to develop 21st century skillsets and 

competencies (Zundans-Fraser & Bain, 2016). Researchers contend that a student-
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nurtured environment is made possible only when teachers and counselors abandon 

traditional pedagogy in exchange for collaborative instruction (Calvery & Hyun, 2013; 

Tompkins et al., 2014). In fact, DuFour, DuFour, Eaker, and Many (2016) stated that in 

order to become more effective in preparing students to learn, “the adults in the 

organization must also be continually learning” (p. 3). Understanding how this 

collaboration advances as teachers and counselors adopt new roles is critical for building 

effective collaborative models and for forging precollege curriculum and counseling 

programs (Calvery & Hyun, 2013; Merchant, Goetz, Cifuentes, Kenney-Kennicutt & 

Davis, 2014). Teachers and counselors are beginning to acknowledge their own self-

directed learning style as part of Knowles’s (1970) theory of andragogy and collaborative 

relationships (Goodyear, 2014; Louws, Meirink, van Veen, & van Driel, 2017). 

Driving the initiative for collaboration are the data showing that a significant 

number of college students find themselves disadvantaged in their academic preparation 

(Camara et al., 2015; DeAngelo & Franke, 2016). Students are underprepared if they 

perform below standards in reading, math, and writing skills (Camara et al., 2015; Melzer 

& Grant, 2016). Staff in the North Valley School District (NVSD, pseudonym) indicated 

that their students are entering college without adequate preparation for the academic 

rigors and lack the social demand traits essential for postsecondary success (Counselor B, 

personal communication, December, 2016). The NVSD staff share a belief that college 

students must be independent learners (Bryant, 2015; Lynch, 2014; National Assessment 

of Educational Progress [NAEP], 2013; Petrilli & Finn, 2015; Shapiro et al., 2015; 

Sriram, 2014; Venezia & Jaegar, 2013). Colleges report that teachers and counselors need 
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to change their work to assure student success in their first year of college and beyond 

(DuFour et al., 2016; Rothman, 2012a; Shapiro et al., 2015; Venezia & Jaegar, 2013). 

Teachers and counselors who address the various challenges of a precollege curriculum 

through collaboration become adult learners who implement Knowles’s (1970) 

andragogy.  

In response to the lack of college readiness for students across the United States, 

NVSD followed the lead of districts that have implemented the American School 

Counselor Association National Model Framework (ASCANMF) designed to allow 

counselors to lead collaborations with administrators and teachers in an effort to build the 

competence and confidence in students for postsecondary success (American School 

Counselor Association [ASCA], 2012). The ASCANMF features a planning 

programming tool, the ASCA Mindsets and Behaviors for Student Success, designed to 

assist counselors with implementing a school curriculum that builds competence and 

confidence through four domains: mindsets, behavioral learning strategies, behavioral 

self-management skills, and behavioral social skills (ASCA, 2012). The 2010 Common 

Core State Standards (CCSS) used by teachers to apply rigor to the curriculum provide 

counselors with benchmarks to understand colleges’ expectations of preparedness 

(National Governors Association [NGA], 2010). The NVSD also operationalized the 

CCSS to support college and career readiness for each student in the district. Currently, 

both the ASCA model and the CCSS drive curriculum at the study site, informing the 

changes. 
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College and career readiness is a documented concern on both a local and a 

national level (Turner & Albro, 2017). As a result of the NGA’s initiative in 2010, states 

encouraged teachers to become more accountable for increasing rigor at the local district 

level through the implementation of the CCSS. The ASCA has both acknowledged and 

integrated the CCSS into guidelines to instill academic proficiency, self-directed learning, 

metacognitive knowledge, and problem-solving capability in the high school curriculum. 

Though seemingly unrelated on the surface, the CCSS and the ASCA’s (2014) Model 

Mindsets and Behaviors for Student Success are essential guidelines used by counselors 

to assist a student’s preparation for and successful transition to college. The ASCA 

Mindsets and Behaviors for Student Success is an effort to identify cognitive skillsets and 

behaviors expected of college-ready students. Teachers and counselors in the secondary 

school setting collaborate as adult learners to equip students with the essential skillsets 

needed to succeed in college and career, and their collaboration utilizes assumptions of 

Knowles (1980, 1984), which entail (a) adult learners are self-directed, (b) adult learners 

bring life experience and knowledge, (c) adult learners are goal oriented and ready to 

learn, (d) adult learners are relevancy oriented, and (e) adult learners are internally 

motivated.  

At NVSD, teachers and counselors are challenged to provide instruction and 

curricula enhancements to address the cognitive and behavioral skills of the whole 

student through the CCSS and the ASCA model. As adult learners, teachers and 

counselors fulfill Knowles’s (1980, 1984) assumptions as they plan and implement 

precollege curricula changes and establish their own collaborative relationships to 
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transition students from the secondary to the postsecondary setting. Of Knowles’s five 

assumptions, my research will focus on how teachers and counselors, as self-directed 

adult learners, bring life experience and knowledge to collaborate formally and 

informally to improve precollege curriculum. 

The Problem 

Evidence of the Problem at the Local Level 

Teachers and counselors strive to collaborate formally and informally to improve 

precollege curriculum to promote independent learning and 21st century skills for 

students in secondary schools (Dweck, 2015; Knowles, 1970). The problem began during 

the 2012-2014 academic school years, when the NVSD realized that improvements 

needed to be made in the K-12 school counseling model, including collaboration with 

teachers for improved precollege instruction. The problem became evident to the district 

when the ASCA model was initiated at some middle and high schools but not at others in 

the district, and the district decided to set a goal to have each middle and high school 

implement the ASCA counseling model as a means of collaboration led by counselors in 

the middle and high schools to improve precollege instruction (Counselor C, personal 

communication, March, 2015; District Counseling Supervisor, personal communication, 

March, 2015). Strengthening this collaboration remains the goal for the district 

administrators, who seek to “encourage counselors to consult and collaborate with other 

educators, parents, and community on behalf of all students [to implement] a curriculum 

addressing the needs of all students in the domains of academic, personal/social, and 

career development” (NVSD Mission Statement, 2017, internal document). Nationally, 
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these changes are common to school district leaders across the country, who have 

realized that a traditional academic curriculum alone does not assure students’ first-year 

college success (Jones et al., 2014; Stephens et al., 2014; Stone-Johnson, 2015; 

Thibodeaux et al., 2017; Tompkins et al., 2014; Turner & Albro, 2017). 

Two English teachers voiced concerns over what colleges expect and how to best 

prepare their students to succeed in the college setting (Grade 10 and Grade 12 teacher, 

personal communication, May, 2017). Two counselors expressed the need to have more 

collaborative experiences with teachers to build student competence (Counselor A and 

Counselor B, personal communications, January, 2016). A third high school teacher 

stated the need for more participation in the teacher-counselor collaborative process in 

order to make a meaningful difference in the student’s academic performance (Grade 10 

teacher, personal communications, January, 2018). At NVSD, teachers and counselors in 

the secondary schools are addressing the problem of preparation for college and career 

readiness through collaborations designed to enhance academic rigor through the CCSS 

and the ASCANMF to cultivate self-directed learning behaviors of studying, promptness, 

persistence, and resilience, which are characteristic of students who succeed in their first 

year of college (Professional learning presenter and secondary school counselor, personal 

communications, May, 2017). Two of NVSD’s broad goals are to vary the learning 

experiences to increase success in college and career pathways and to develop 

stakeholder involvement to promote student success. This study may add to the body of 

knowledge for postsecondary preparation by examining the curriculum and counseling 

alignment with colleges’ expectations and demands. 
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Teachers and counselors strive to learn effective ways to collaborate for student 

success in postsecondary enrollment while maintaining successful graduation rates. The 

problem at NVSD is that previously, teachers and counselors collaborated to prepare 

students for college entry but not for long-term college success. With an enrollment of 

over 111,000 students and a 2015 graduation rate of 81.4%, NVSD maintains an interest 

in finding ways to ensure that Grade 12 students graduate on time and are prepared to 

succeed in college through an investigation of the curriculum and the work of teachers 

and counselors. The NVSD superintendent stated on the district’s website, “Of the many 

indicators that measure how well we are doing as a school district, graduation rate is one 

of the most important.” However, while the superintendent applauded the increase in 

district American College Testing (ACT, 2011) college-readiness scores, he indicated the 

data would need to be reviewed by individual schools to determine where improvements 

were needed. The focus of this study was achieving a greater understanding of how 

teachers and counselors work together to build self-directed skillsets and competencies 

demanded of the 21st century student who plans to transition from high school to college.  

Evidence of the Problem from the Professional Literature 

Radford (2011) reported that one out of three students entering college must take 

remedial courses to acquire skillsets needed to remain in college. Even more disturbing, a 

What Works Clearinghouse intervention report revealed that providing developmental 

(i.e., remedial) courses for postsecondary students had little to no effect on their academic 

achievement, which may mean that waiting to provide support to first-year college 

students is too late (National Center for Educational Evaluation and Regional Assistance, 
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2016). According to a 2012 benchmark report published by the Institute for Policy 

Research at Northwestern University, Improving College Access and Success, the United 

States must establish policies for college entrance and retention rates in order to achieve 

its goal to have the highest college completion rates in the world by 2020 (as cited in 

Rothman, 2012b). Rothman (2012b) found that the report substantiated national, state, 

and district policy makers’ “recognition that a high-school diploma is no longer enough 

in a complex, global economy. . . . Yet the U.S. college-attendance rate has stalled, while 

other countries have increasingly sent more and more young people on to higher 

education” (p. 2). Petrilli and Finn (2015) found that fewer than half of all high school 

seniors have the skills and knowledge preparation to succeed in college-level work. As 

such, the national foci have shifted from increasing the high school graduation rate to 

examining college readiness in postsecondary institutions through an exploration of 

college preparatory curricula through teaching and counseling. 

Teachers and counselors have implemented Knowles’s (1970) theory of learning 

that delineates the developmental stage of the adolescent transition from teacher-directed 

skills learning to self-directed motivation to learn (Yeager, Walton, & Cohen, 2013). 

Knowles’s theory of adult learning informs the sea change in this approach (Carpenter-

Aeby & Aeby, 2013; Knowles, 1970). Knowles (1970), an educator who studied adult 

learning, reasoned that motivation is critical for improved learning and improved 

academic achievement. 

Due to substantial differences in how secondary schools prepare students for 

college entry and college expectations, high schools have begun to align the secondary 
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curriculum to colleges’ entry demands through the CCSS and a collaborative approach 

among teachers and counselors for college readiness (Peterson, Barrows, & Gift, 2016). 

According to Stone-Johnson (2015) and Stanton-Salazar (2016), teacher-counselor 

collaboration in college readiness is essential, but the question of how to delineate those 

roles remains the issue. Stone-Johnson confirmed that while implementing a schoolwide 

college and career readiness curriculum is mandatory, teachers and counselors must 

address the challenge of creating a systematic way to collaborate. When considering how 

to help students gain the skills and behaviors needed to succeed in college, an 

examination of how to implement relevant, cultural, active learning strategies that 

promote independence and the development of 21st century self-directed skills into the 

school curricula becomes the goal. The purpose of my qualitative study was to investigate 

how teachers and counselors collaborate formally and informally as they engage in work 

to improve the precollege curriculum with the goal of improved curriculum and pedagogy 

for academic success beyond high school graduation. 

Rationale 

Preparing students to succeed once they get to college remains a top priority for in 

the United States (Every Student Succeeds Act [ESSA], 2015), as well as for the 

superintendent and local NSVD community. In recent studies, researchers have 

substantiated the need to provide students with additional supports outside the classroom 

to promote academic rigor within the classroom (Johnson, Rochkind, Ott, & Dupont, 

2010; Masters 2013; Stone-Johnson, 2015). The teacher-counselor collaboration has been 
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shown to be more successful in addressing the academic prowess and behaviors students 

need to succeed once in college (Calvery & Hyun, 2013).  

An award-winning counselor in secondary education from the NSVD school 

district verified the need to examine how teachers and counselors collaborate, “I believe 

it is crucial that counselors be involved in the academic progress of students.” She 

suggested that counselors’ work goes beyond the academics, “Many a time, the issues 

that play out [i.e., the curriculum] in an academic setting have nothing to do with the 

student’s ability to understand the content. It most often stems from issues on the home 

front.” She emphasized the importance of collaboration. “Counselors are in a unique 

position to help unearth the barriers to student success, regardless of where they come 

from, and it is for this reason that counselors should partner with teachers to support 

students’ academic and social/emotional success” (Counselor A, personal 

communication, December, 2016). Counselor A went on to say that counselors depend on 

teachers to allow access into the classroom to provide the academic support to meet 

students’ needs. Unlike elementary and middle schools, high schools face more 

challenging, faster-paced schedules and activities that prevent counselors from entering 

the classroom to provide support. Counselor B asserted,  

When our student[s] are in the elementary and middle school levels, [our] 

counselors are in the classroom more to conduct classroom curriculum. In the 

high school level, there are issues with getting into the classroom, enrollments, 

and more that can hinder this opportunity for us to deliver such skills. (Counselor 

B, personal communication, March, 2017) 
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Establishing and sustaining a culture of strong teacher-counselor collaboration 

can provide universal access to resources that can benefit the student. Teachers and 

counselors can collaborate to build the confidence and competence demanded of the 21st 

century student who plans to transition from high school to college. Therefore, the 

purpose of this qualitative study was to examine how teachers and counselors collaborate 

as they engage in work to improve the precollege curriculum. 

Definition of Terms 

Academic self-advocacy: An individual’s confidence to follow a course of action 

to problem solve or to achieve a goal (Wang & Neihart, 2015; Wigfield et al., 2015). 

Collaboration: An instructional strategy that encourages individuals to work 

together to attain a common goal (Brusic & Shearer, 2014; DuFour et al., 2016; 

Garmston & Wellman, 2016; Owen, 2014; Tompkins et al., 2014). 

College readiness: List of skills, knowledge, and attributes a student should 

possess to be ready to succeed in entry-level college courses (Bryan, Young, Griffin & 

Henry, 2015; Conley, 2011; Kivunja, 2014; Levin, 2015; Welton & Williams, 2015). 

Common core standards: K-12 literacy and mathematical standards designed to 

assist educators to prepare students to succeed in college and career in the United States 

(Alexander & Miller, 2017; CCSS Initiative, 2017; Graham & Harris, 2013; Jo & Milson, 

2013; Wallender, 2014). 

Comprehensive school counseling program: A standards-based program that 

focuses on addressing the academic and behavioral development of all students and relies 

on data-driven decisions through a collaborative effort led by the school counselor who 
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works with parents and other educators to create an environment that promotes student 

achievement (ACSA, 2012; Bryan et al., 2015; Gonzalez, Borders, Hines, Villalba, & 

Henderson, 2013; Gysbers & Henderson 2014; Hatch, Poynton, & Perusse, 2015). 

Developmental courses: Refresher courses designed to improve a student’s 

skillset before entering a college-level course. Colleges offer these courses to newly 

enrolled students who need remediation in a content area. Such courses do not count 

toward a student’s degree requirement (Acevedo-Gil, Santos, Alonso, & Solorzano, 2015; 

Bailey, Jaggars, & Scott-Clayton, 2013; Crisp & Delgado, 2014). 

Every Student Succeeds Act: Education law signed by President Obama that 

reauthorizes the Elementary and Secondary Education Act to commit to equal 

opportunity for all students (Darrow, 2016; ESSA, 2015; McGuinn, 2016). 

Fixed mindset: A fundamental belief that intelligence is innate and therefore 

unchangeable (Dweck, 2015; Hochanadel & Finamore, 2015; Yeager et al., 2016). 

Growth mindset: A fundamental belief that intelligence is changeable and can be 

increased through effort (Dweck, 2015; Hochanadel & Finnamore, 2015; Yeager et al., 

2016). 

Professional learning community: A community consisting of collaborative teams 

who work interdependently to meet a common goal (Adams & Vescio, 2015; DuFour et 

al., 2016; Durksen, Klassen, Daniels, 2017; Owen, 2014; Tam, 2015). 

Self-directed learning: A process in which individuals take the initiative and the 

responsibility for the learning process (Goodyear, 2014; Knowles, 1975; Knowles, 

Holton & Swanson, 2014; Slavit & McDuffie, 2013; Sogunro, 2014). 
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Twenty-first century literacy skills: A multiple, dynamic, and adaptable set of 

cultural and communicative competencies needed to meet technological and societal 

demands of the 21st century (National Council of Teachers of English [NCTE], 2013; 

Tompkins et al., 2014; Wallender, 2014). 

Significance of the Study 

The purpose of this qualitative study was to examine how teachers and counselors 

collaborate as they engage in work to improve the precollege curriculum. This study is 

important because it addresses the challenges high school teachers and counselors face as 

they strive to improve students’ chances to succeed once in college. Researchers have 

identified that 33% of students who enroll in college on the national level and 44% of 

students who enroll in college from the local setting do not continue to graduation 

(Downey, 2016; NAEP, 2015; Venezia & Yeager, 2013). Through their strategic plan, 

NVSD encourages/mandates teachers and counselors to work together to address this 

problem (Counselor A, personal communication, 2015). There is no information 

regarding how teachers and counselors perceive opportunities to collaborate to improve 

college success for student. This study provided insight into the understanding of how 

teachers and counselors perceive the problem and the challenges of collaborative 

relationships, which will be useful in the local setting because of the district’s initiative to 

explore creative ways to vary learning experiences to increase student success in college 

and career paths, as well as to develop stakeholder involvement to promote student 

success. 
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In response to the Race to the Top initiative, the NVSD’s superintendent 

acknowledged in a local publication that amid the rising graduation rates, “Ensuring that 

students graduate on time and are prepared for success is our ultimate goal.” In an effort 

to explore how to better prepare students to succeed beyond graduation, this study 

highlighted the collaboration that is now practiced by educators who share college-

readiness goals. The documentation of the collaboration may encourage curricular 

change, influencing both teaching and learning. 

Guiding Research Questions 

Gaining a greater understanding about how teachers and counselors collaborate in 

the NVSD school environment to prepare students to succeed in college and career could 

both benefit the district and inform practitioners nationwide about how to effectively 

address the academic and behavioral needs in the college classroom. Because teachers 

and counselors work closely with the cognitive, social, and emotional needs of students, 

the following questions guided this project study. 

RQ1: How are teachers collaborating formally and informally with counselors to 

improve precollege curriculum, as seen through Knowles’s theory of andragogy? 

RQ2: How are counselors collaborating formally and informally with teachers to 

improve precollege curriculum, as seen through Knowles’s theory of andragogy? 

Review of the Literature 

Conceptual Framework 

Andragogy, a term Knowles (1980) introduced to the modern educational lexicon, 

refers to autonomous adult learning. Knowles asserted that andragogy was based on the 
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observation that due to the rapid changes of knowledge and technological inventions and 

mobility, adults of the 20th century must be prepared to face a variety of experiences 

throughout their lifespan, and the then-current pedagogical methods alone were 

insufficient and lacked fulfillment for adults. Prior to the emergence of andragogy, the 

precollege curriculum was built on the concept of pedagogy (Knowles, 1970; Knowles et 

al., 2014; Merriam, 2015; Ozuah, 2016).  

Pedagogy subsumes a number of assumptions. The first assumption asserts that 

the learner is a dependent personality who lacks knowledge. This dependency and lack of 

knowledge leads to the second assumption that the curriculum should be subject-

centered. The third assumption is that the learner needs to be motivated by extrinsic 

factors, such as rewards and punishments. The fourth assumption is that any prior 

knowledge or experience of the dependent learner is not relevant to the learning process 

(Knowles, 1970; Knowles et al., 2014; Merriam, 2015; Ozuah, 2016).  

These assumptions, Knowles (1980) asserted, did not prepare the learner to 

transition from dependent learning to independent learning. Knowles, working in the 

1970s on theories of adult learning, argued that knowledge alone was not enough, but a 

more meaningful process was necessary for the adult student. Knowles (1970, 1975) 

reasoned that it was no longer practical to define education as a means of passing on what 

is familiar; it must now be defined as an enduring, persistent way of examination and 

discovery. The most important learning of all—for both children and adults—is 

discovering how to acquire knowledge, the skills of self-directed inquiry (Knowles, 

1970). 
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Though Knowles (1970) in his original work limited the concept to helping adults 

learn, Knowles (1980) later acknowledged that andragogy is situation-specific and could 

be applied to adult or child alongside pedagogy, if needed. He referred to these various 

kinds of experiences as a way of learning how to learn (Knowles, 1980). Unlike 

pedagogy that features the teacher as the one who leads children in dependent learning, 

andragogy features the teacher as a facilitator of self-directed learning of mature, more 

independent minds (Knowles, 1975). Knowles introduced andragogy to accommodate the 

natural process of human transition from childhood to adulthood. In the secondary 

setting, in professional learning communities in schools, teachers, administrators, and 

counselors become adult learners as they tackle the issues related to preparing all students 

to transition from a secondary to a postsecondary setting (Calvery & Hyun, 2013; Stone-

Johnson, 2015). Given the challenges of meeting the social and academic demands of 

preparing students to transition from high school to college, teachers and counselors 

assume the role of the self-directed adult learner as they collaborate to create more 

learning opportunities in the precollege curriculum for students. 

Description of andragogy. Andragogy, unlike pedagogy, is predicated on solving 

problems in the adult’s immediate world (Knowles, 1980; Lindeman, 1926; Ozuah, 2016, 

Reddy, Searle, Shawa, & Teferra, 2016). To solve these immediate problems, Knowles 

and his predecessors observed the natural process of adult learning (Houle, 1961; 

Knowles, 1980; Lindeman, 1926; Ozuah, 2016; Taylor & Laros, 2014; Tough, 1971). 

Knowles (1980) used the work of Lindeman (1926), Houle (1961), and Tough (1971) to 

establish his own assumptions about adult learning. Knowles (1980) asserted that 
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andragogy is established on five assumptions, which include (a) adult learners are self-

directed, (b) adult learners bring life experience and knowledge, (c) adult learners possess 

a readiness to learn, (d) adult learners value relevancy, and (e) adult learners are 

motivated internally. 

Adult learning is self-directed. Knowles (1980) posited that although adult 

learners experience moments of dependency in any given situation, they have a 

psychological need to see themselves as independent or self-directing. Whereas, children 

enter the world dependent on adults to learn; the natural maturation from childhood into 

adulthood experienced by child learners should begin to cause them to see themselves 

increasingly as self-directing. Adult learning, or self-directed learning, allows the learners 

to take on the responsibility for managing their educational needs. Adult learners are full-

time learners but are also doers and producers. When adult learners employ pedagogical 

models to solve problems, they are unknowingly seeking to become dependent again 

(Knowles, 1980; Park, Robinson, & Bates, 2016). Instead of employing pedagogical 

methods with adult learners, Knowles suggested designing into their curriculum 

experiences that allow learners to acquire new skills in self-direction. 

To build these experiences into the curriculum, Knowles (1980) suggested 

promoting adult learners’ self-directive skillsets through adjustments in the learning 

climate, instances provided for self-diagnosis, and participation in the planning process 

for learning, conducting learning experiences, and evaluating the learning process. The 

learning climate can accommodate the physiological and psychological adult learning 

preferences. In addition to informal arrangement of furniture, the psychological climate 
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can encourage mutual respect and informality among the participants. In addition to the 

learning climate, adult learners can engage in self-diagnosis through the presentation of 

what Knowles referred to as models that amalgamate the desired goals of facilitator and 

learner alike, preceded by a diagnostic experience that allows adults to assess their 

inadequacies when compared to the model. Knowles asserted that this comparison would 

produce a self-induced dissatisfaction that would allow the learner to determine where the 

gaps in learning exist and to select the desired path to growth. In considering the desired 

pathway to growth, Knowles suggested that both the adult learner and the teacher engage 

in a mutual planning process that creates buy-in for the adult learner. This mutuality of 

the learning process continues as learning experiences are conducted through meetings of 

small groups that take on variety of forms, such as planning committees, learning-

teaching teams, and project task forces. At the conclusion of a learning experience is the 

self-evaluation. Knowles argued that instead of assigning a grade to the adult learner, the 

primary goal is to assist the learners in gathering evidence for themselves to determine 

the progress toward a desired goal (Knowles, 1980).  

Adult learners bring life experience and knowledge. Knowles (1980) posited that 

unlike child learners, whose self-identity depends on external sources, the adult learners’ 

self-identity depends on their experiences. Knowles observed that adult learners tend to 

describe themselves in terms of what they have done, what they accomplished. This 

means that adult learners value their experiences and use their experiences in a variety of 

ways throughout the learning process. Adult learners can draw from their own 

experiences to help others, they can access their prior experiences to help them relate to 
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new learning experiences, and they can sometimes appear to be less open-minded to new 

learning experiences because of their prior experiences (Reddy et al., 2016). Knowles 

explained that to either reject or minimize the adult learner’s experience could lead to the 

adult learner feeling rejected. To maximize the adult learning experience, Knowles 

suggested three practices: emphasis on experiential techniques, emphasis on practical 

application, and learning to learn from experience.  

Knowles (1980) emphasized cultivating learning techniques that would enable 

adult learners to use and to build on their experiences. Learning techniques, such as 

simulations, role-playing, skills-practice exercises, demonstrations, seminars, and work 

conferences, could be used to tap into the experiences of the adult learner. In addition to 

these techniques, Knowles emphasized that, whenever applicable, teachers should access 

the adult learner’s prior knowledge and plan to include the use of prior knowledge into 

the learning technique. Furthermore, to address the natural close-mindedness that tends to 

come from experience, instructors provide an experience early in the learning phase for 

adult learners to unfreeze their minds and to learn to see themselves through objective 

lenses.  

Adult learners possess a readiness to learn. Knowles (1980) asserted that 

adulthood is divided into three stages: early adulthood, middle adulthood, and late 

adulthood. He explained that as adult learners progress throughout each stage, their 

varying social roles, along with the required developmental tasks needed to fulfill those 

social roles, create an ever-changing readiness to learn within the adult. Therefore, each 

adult, depending on the stage and developmental task, requires two practical implications 



21 

 

designed to assist a readiness to learn: the timing of learning and the grouping of the 

learners.  

The curriculum must be sequenced, if possible, to address the developmental 

needs of the adult learner. Any learning task, curriculum, or program should begin with a 

way to address the real-life situation or readiness of the adult learner. Depending on the 

desired outcome of the learning situation, grouping learners according to their readiness 

to learn is a strategy Knowles (1980) recommends. For example, if hosting a seminar for 

young parents, homogeneous grouping could prove effective and would greatly differ 

from hosting a seminar for parents with adolescents; otherwise, if the goal was to prepare 

the adult learner to deal with a variety of people, heterogeneous grouping would best 

serve adult interests.  

Adult learners value relevancy. Unlike children who view their learning as 

beneficial in the future, adult learners view their learning as beneficial in the immediate 

application to a problem (Knowles, 1980). Because adult learning is problem-centered, 

adult learners view their learning as a means to help them cope with or overcome the 

issues they face in their daily lives. Adult learners are doers, and they tend to value a 

performance-framed, problem-centered curriculum. Practical implications to address the 

adult learner’s need for relevancy would involve the orientation of adult educators, the 

organization of the curriculum, and the design of learning experiences.  

Teachers of adult learners must be able to identify the needs of each individual 

adult learner and differentiate the learning experiences to address those needs. Likewise, 

Knowles (1980) reiterated the need to organize the curriculum not around pedagogical 
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methods, which are subject-centered, but rather around andragogical methods, which are 

centered on adult concerns and problems. In addition, Knowles reiterated the need for 

teachers to design the learning experiences to meet the problem-centered mindset of 

adults who enter the learning experience. Knowles emphasized that learning experiences 

may not necessarily end with the problem but should certainly begin with the problem.  

Adult learners are motivated internally. Knowles (1980) described the learning 

process as one that engages the intellectual, emotional, and physiological functions of the 

human being. Given these conditions, learning can meet the needs of learners and 

encourage a goal-oriented mindset. Knowles explained that the motivation to learn 

evolves out of the extent to which an individual feels a need and a goal to achieve. These 

needs will drive the time learners invest in accessing resources to the extent that they find 

these resources relevant to help achieve their cause. The learner’s experience, as defined 

by Knowles, involves the interactions between an individual and his/her environment. 

For the adult learner, the learning experience that leads the adult learner to engage in a 

deep level of self-directed inquiry will yield the greatest learning for the adult. Knowles 

advocated the use of andragogy as a technology to engage the adult learner in deep self-

diagnosis and to share the responsibility of planning, designing, and implementing the 

learning experience, as well as the self-evaluation of progress toward a goal.  

Key Elements of Andragogy 

Knowles’s (1980) five assumptions of andragogy establish the foundation for 

modern adult education (Merriam, 2015; Reddy et al., 2016). The 21st century national 

and local school settings feature professional learning communities that foster 
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collaborative relationships that allow educators to assume the role of adult learners in an 

effort to address the curricular needs to prepare students for college and career readiness 

(DuFour et al., 2016; Ozuah, 2016). Of the five assumptions, I will focus on the first two 

assumptions because they pertain to the self-directed learning needed by the adult 

learners, as well as teachers and counselors who bring their life experiences to the 

learning experience through the practice of collaboration (DuFour et al., 2016; Ozuah, 

2016). The National Governor’s Initiative (NGA, 2010) holds educators accountable for 

the preparation of students; consequently, teachers and counselors who implement this 

initiative use self-directed inquiry and self-diagnoses through the cultivation of learning 

techniques, especially collaboration (Honingh & Hooge, 2014; Lai, 2015). Collaboration, 

as an andragogical experiential technique, allows the teacher-counselor collaboration to 

explore ways to change the precollege curriculum to be more effective and beneficial for 

student learners (Calvery & Hyun; 2013; DuFour et al., 2016; Jo & Milson, 2013; Ozuah, 

2016; Steiner-Adair, 2013). 

Andragogy’s Application to Qualitative Research 

Andragogy establishes the foundation of the needs of the adult learner (Knowles, 

1970; Knowles et al., 2014; Merriam, 2015; Ozuah, 2016). Through the lens of 

Knowles’s (1970) theory of andragogy, investigating how teachers and counselors 

function as adult learners who collaborate to improve precollege curriculum means 

exploring how this phenomenon of the formal and informal teacher-counselor 

collaboration can promote an improved curriculum for students transitioning to college. 

The qualitative approach allows the researcher to explore the teacher-counselor 
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phenomenon in a natural setting to discover how counselors and teachers use self-

directed inquiry and bring their life experiences to improve precollege curriculum 

through collaboration (Creswell, 2014). Knowles’s theory of adult learning will serve as 

the lens to learning how teachers and counselors work together to provide instruction that 

builds skillsets and mindsets of students transitioning from high school to college 

education. Specifically, Knowles’s self-directed learning and life experiences concept 

will undergird the questionnaire addressed to both counselors and teachers, as well as to 

the data analysis, where appropriate, to answer the questions of how teachers are 

collaborating formally and informally with counselors to improve precollege curriculum, 

how counselors are collaborating formally and informally with teachers to improve 

precollege curriculum, and how Knowles’s assumptions operate in the teacher-counselor 

collaboration? 

Review of the Broader Problem 

The review of literature establishes the foundation for this project study by 

identifying and connecting the broader problem of how teachers and counselors in NVSD 

are collaborating formally and informally to improve precollege curriculum, as informed 

by Knowles’s assumptions of andragogy to the local problem in the NVSD. After 

establishing the conceptual framework, I demonstrate how the ASCANMF has 

transformed pedagogical practices of counselors’ collaborative relationships with 

teachers who both utilize the CCSS to improve precollege curriculum. Moreover, I show 

how the ASCANMF, coupled with the CCSS, are the tools counselors and teachers use as 

they collaborate to improve precollege curriculum. I then review literature that presents 
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how collaboration improves outcomes. I also address teachers and counselors as self-

directed learners and how this dynamic has led to andragogical practices as teachers and 

counselors become adult learners who employ self-directed inquiry and life experiences. I 

address perceived challenges facing teachers and counselors as they evolve as adult 

learners to prepare students to transition from high school to college. I then discuss the 

importance of quality professional learning communities, as well as how the challenges 

imposed by adult learners seeking to practice andragogy through collaborations within 

the professional learning communities in the secondary setting have forced leadership to 

reevaluate how to build effective collaborative teams. I also address the current retention 

rates of first-year college students to substantiate the necessity of the teacher-counselor 

collaboration. 

Prior to submitting the project study proposal for University Research Reviewer 

and Institutional Review Board (IRB) approval, I conducted an exhaustive search of 

current literature using peer-reviewed journals assessed through the Walden University’s 

Library. I initially identified the keyword search terms andragogy, collaboration, 

teachers, and counselors. I then conducted a Boolean search using various combinations 

of the terms teachers, counselors, and collaboration. I targeted sources published within 

the past five years using the following search engines to generate over 1,000 journals and 

books related to the project study: Education Research Complete, SAGE, EBSCO, ERIC, 

and Google Scholar. I also searched over 25 online websites, including U.S. Department 

of Education, ASCA, and the NVSD. 
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Teacher-counselor collaboration through ASCANMF social support 

approach/comprehensive counseling. The ASCANMF empowers the teacher-counselor 

collaboration as adult learners who assist students through its mission to build knowledge 

and skills for college and career readiness, with further emphasis on social and emotional 

development (ASCA, 2017). In addition, most current studies support the ASCA 

comprehensive counseling model as the more effective pathway for all students to 

increase graduation and college entrance rates as well as to acquire skills needed to 

succeed in college and career as opposed to the traditional counseling model, which 

offered only limited support services to a limited number of students with minimal 

impact (Martin & Carey, 2014; Salina et al., 2013; White & Kelly, 2010). Specifically, 

the model features four main principles that support the counselor as an adult learner: 

foundation, delivery, management, and accountability (Hatch et al., 2015; Sogunro, 

2014). The ASCA required counselors to meet the academic, career, and social needs of 

every student through the use of data (ASCA, 2017; Hatch et al., 2015). To improve the 

efficiency and effectiveness of the school’s comprehensive program, ASCA created a 

framework that enables the counselor to lead collaborative teams with data-driven 

decisions to promote student achievement (Brott, Stone, & Davis, 2017). In addition, the 

framework redefined the counselor’s role as a leader, an advocate, and a catalyst for 

change (Hatch et al., 2015; Martin & Carey, 2014; Studer, 2015). Given the counselor’s 

expanded role as a leader and advocate for change, the ASCANMF allows the counselors 

to participate in self-directed inquiry and collaborative relationships to address various 

challenges within the school environment (Dougherty, 2013; Gonzalez et al., 2013).  
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As teachers address the academic needs within the classroom, counselors can 

provide support to students through comprehensive counseling services, as suggested by 

Williams, Greenleaf, Albert and Barnes (2014) and Bryan et al. (2015). Equally 

important, a collaborative effort of counselors and teachers can address the cognitive, 

social, and emotional dimensions each student must develop in order to succeed in 

college (Calvery & Hyun, 2013; Lai, 2015). Within the secondary setting, school leaders 

who support teacher collaborations as adult learners strengthen their positions and 

improve their professional space (Honingh & Hooge, 2014).  

Researchers asserted that collaborations among a variety of stakeholders that 

grouped teachers and counselors together created the mental and emotional impetus 

needed to motivate students to take the necessary steps to prepare for college (Gysbers & 

Henderson, 2014). In addition, the collaborative effort of teachers and counselors has 

long-term effects beyond the college experience. According to Calvery and Hyun (2013), 

students whose academic commitment aligned with their college major and personal 

preference achieved high levels of career readiness toward the end of their college 

education.  

 In addition to addressing needs within the classroom, the teacher-counselor 

collaboration can help students deal with the pressures of high stakes testing. Welton and 

Williams (2015) confirmed that the intense pressure created by high stakes tests produced 

a negative impact on students in high poverty areas. Researchers noted that without the 

support of all school personnel participating to establish a college-going culture within 

the school, the achievement gap widened (Welton & Williams, 2015). More significant, 



28 

 

Welton and Williams cited Holland and Farmer-Hinton’s (2009) social support approach 

as an effective model that required small learning communities to provide the social, 

emotional, and character skills in the form of social capital that could be used to sustain 

student achievement within the high school classroom.  

NVSD in the southern United States has expressed the intention to research the 

effects the ASCANMF has on student achievement. The NVSD maintains the goal of 

increasing the graduation rates and entrance into postsecondary institutions for high 

school graduates (NVSD Research & Grants, 2014). Woods and Domina (2014) 

recommended that counselors employ data-supported strategies to minimize school 

dropouts, and the ASCANM presents a results-driven framework that empowers 

counselors to analyze the needs of their schools and meet the needs of their students 

through data collection (ASCA, 2017; Gysbers, 2010).  

Common Core State Standards 

The 2010 education initiative to build a rigorous set of standards that were 

common to all states in the country provided a bridge between teacher-informed practice 

and college expectations (NGA, 2010). In spite of the political controversies surrounding 

the adaptation of the CCSS, researchers continue to report evidence that substantiates the 

benefits of the standards. Rothman (2012a) asserted that the CCSS minimizes the 

disconnection between secondary practices and postsecondary expectations. Specifically, 

Rothman (2012a) asserted, “A large proportion of U.S. high school graduates are ill-

prepared to meet the challenges of college and career. The new common core state 

standards can help” (p. 10). As such, teachers can use the CCSS academic framework to 
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help students develop the essential skillsets needed to succeed in their first year of 

postsecondary learning.  

According to The Condition of College Readiness report of 2011, only one out of 

four students scored proficiently in the following four subject areas: English, 

mathematics, reading, and science (ACT, 2011). Even more disturbing are college 

freshmen enrolled in developmental courses who are more likely to drop out than those 

who need no remediation. The teacher-counselor collaboration can use the findings of 

The Condition of College Readiness report of 2011, high school grade point average, and 

the CCSS to identify and address multidimensional academic and behavioral readiness of 

an individual student and design and implement strategies to challenge and grow each 

student to enter college prepared (Radunzel & Noble, 2012; Wallender, 2014).  

Rothman (2012b) asserts the need to examine how teachers implement the CCSS 

in order to meet the expectations of colleges and provide those additional supports of the 

precollege curriculum to help students. This needed examination could occur through a 

teacher-counselor collaboration designed to support the growth mindset, an essential skill 

students need to succeed in college, in career, and in life. Yeager et. al. (2013) reported 

that instructors who implemented growth mindset strategies with minority college 

students helped to improve their grades for three years. Current studies suggest that 

students must acquire academic, social, emotional, and ethical skillsets in order for to 

achieve college and career readiness (Jo & Milson, 2013; Steiner-Adair, 2013). With 

equal importance, with the help of teachers and counselors, underrepresented 

populations, such as African American and Hispanic students, may be able to improve 
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their performance on standardized tests when teachers and counselors collaborate to 

address and adjust students’ testing patterns, which would involve increasing the 

frequency of test takers (ACT, 2016).  

The CCSS serves as the academic framework designed to help teachers help 

students acquire the requisite skills and knowledge needed to succeed in the 21st century 

workforce. Nearly eight out of 10 jobs require skills beyond those of a high school 

diploma according to the Junior Achievement (2011) report. These demands require 

teachers and counselors to collaborate to equip students with problem solving, critical 

thinking, and teamwork skillsets characteristic of those learners poised to compete on a 

global stage. Thus, the CCSS framework builds and supports a precollege curriculum that 

enables students to succeed in a postsecondary setting and/or an entry-level position in 

the workplace.  

The CCSS framework features two main divisions: college and career readiness 

standards, as well as grade-specific standards ranging from elementary to high school 

(Junior Achievement, 2011). The CCSS framework ensures that learners enter the 

postsecondary setting equipped with the skills needed to succeed. While the CCSS 

prepares students to experience academic success in the postsecondary setting, 

researchers underscore the need for teachers and counselors to build essential skillsets in 

other areas, such as the application of cognitive strategies, learning skills, and techniques 

(Conley, 2011). Teachers and counselors within the secondary setting must combine their 

efforts and resources as adult learners to simulate rigorous learning experiences for 

students they are likely to encounter in the postsecondary setting. The teacher-counselor 
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collaboration can become the conduit that allows students to acquire 21st century skills 

through the implementation of the CCSS.  

How Collaboration Improves Outcomes 

Multiple researchers contend that collaboration within the educational setting 

yields positive outcomes for teachers and students (Ainscow, 2015; Hargreaves & 

O’Connor, 2017; Hoaglund, Birkenfeld, & Box, 2014; Junco, Elavsky, & Heiberger, 

2013; Zundans-Fraser & Bain, 2016). As teachers and counselors collaborate to 

implement curricula and instructional strategies, they become adult learners who use self-

directed inquiry to create systematic coherence, transparency, structure, and content to 

address the challenge of assisting students to transition successfully out of high school 

into college (Zundans-Fraser & Bain, 2016). As practitioners, the teacher-counselor 

collaborative relationship can enhance both the educational experience and the outcome 

for practitioners and for the students they serve; however, collaborative experiences, 

especially within the secondary setting, are often challenged by lack of time and limited 

professional development opportunities (Honingh & Hooge, 2014; Mulholland & 

O’Connor, 2016). 

Regardless of the lack of time and professional development, researchers find that 

even an average collaboration bears a positive impact on student achievement (Muijs, 

2015; Ronfeldt, Farmer, Mcqueen, & Grissom, 2015). In addition, researchers discovered 

that the higher the quality of the collaboration, the better the student achievement 

outcome in reading and math (Muijs, 2015; Ronfeldt et al., 2015). By exchanging ideas, a 

collaborative setting improved teacher quality. High-quality collaboration involves the 
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interactive process of diverse people working together as equals and participating in 

shared decision-making (Killion, 2015). Stanton-Salazar (2016) reported that the teacher-

counselor collaboration serves as an institutional network for high school students in the 

process of transitioning from adolescents to adulthood. Teachers and counselors can 

facilitate the process of developing strong, self-directed learners to meet the demands of 

proactive learning in the college setting. 

Self-Directed Inquiry in Collaborative Teams 

An outcome of highly self-directed learning is effective collaboration (Garmston 

& Wellman, 2016; Honingh & Hooge, 2016; Slavit & McDuffie, 2013). Self-directed 

inquiry, as defined by Knowles (1975) and extended by Merriam et al. (2012), is a 

process that allows the individual to take the initiative to assess needs, develop learning 

goals, identify human and material resources, choose learning strategies, and evaluate 

outcomes (Slavit & McDuffie, 2013). Teachers and counselors who are self-directed 

create buy-in for their own educational development, which is a derivative of Knowles 

(1970) assumption of the learner’s experience (Slavit & McDuffie, 2013). The self-

directed inquiry forged in the collaboration creates the developed expertise and common 

purpose needed to meet student needs through a precollege curriculum (Garmston & 

Wellman, 2016). Equally important, the self-directed inquiry leads to conversations 

among teachers and counselors that affect how students learn (Garmston & Wellman, 

2016). Knowles reasoned that self-directed inquiry must include competencies that create 

a strong self-directed learning style. Those competencies include a concept of self as a 
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self-directed learner, the ability to collaborate with peers, and to view peers as human 

resources who help to diagnose needs, plan learning, and give and receive help as needed. 

The theory that undergirds most precollege curriculum focuses on Knowles’s 

theory of andragogy that promotes a self-directed learning style characteristic of adult 

learners who participate in an ongoing professional dialogue that differentiates to the 

needs of the each participant in the collaborate team (Adams & Vescio, 2015; Merriam, 

2015; Merriam et al., 2012). The teacher-counselor collaboration can serve as a resource 

to facilitate the self-directed learning competencies endorsed by Knowles. Introducing 

self-directed inquiry into the collaborative team can build proactive adult learners who 

take charge of their learning. Lai (2015) discovered that adult learners who abandoned 

their traditional roles and became social agents facilitated the learning process and 

developed as students with a stronger self-directed learning style. 

Instructional Design Paradigm: Transition from Pedagogical to Andragogical 

Knowles’s (1980) five assumptions of andragogy create an instructional model 

that allows secondary instructors to empower high school students to prepare for college 

and career success. Knowles asserts that teachers can design lessons built on the 

following six principles: (a) adult learners are motivated and self-directed, (b) adult 

learners bring life experience and prior knowledge, (c) adult learners are goal oriented, 

(d) adult learners are relevancy oriented, (e) adult learners are practical, and (f) adult 

learners like to be respected. Carpenter-Aeby and Aeby (2013) revealed that students 

perceived a greater impact on their individual learning through implementation of 

andragogical methods. Specifically, instructors who collaborated with students to 
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implement andragogical strategies experienced a positive classroom climate and 

differentiated learning activities. The researchers discovered that andragogy, when 

combined with an individual’s learning style, resulted in a meaningful acquisition of new 

knowledge. Through process and knowledge of students’ learning traits, teachers and 

counselors were able to accommodate their learners’ needs through differentiation, which 

happened through the implementation of andragogical methods that resulted in 

opportunities for learners to develop skillsets that encouraged independent learning 

characteristic of those who succeed in college (Carpenter-Aeby & Aeby, 2013). 

Professional Learning Communities in the 21st Century 

The emergence of professional learning communities has transformed educators, 

including teachers and counselors, into adult learners who collaborate both formally and 

informally to improve pre-curricular learning for students (Cocklin, 2014; Owen, 2014; 

Tam, 2015). To address these challenges, teachers and counselors continue to meet in 

formal and informal ways to discuss ways to improve curriculum. Researchers reported 

that professional learning communities’ cohesive structure, collaborative culture, and 

effective learning activities are crucial to adult learning and change in five dimensions 

that include curriculum, teaching, learning, role of teacher, and learning to teach 

(Knowles, 1980; Merriam et al., 2012; Tam, 2015). The research questions examine their 

perspective of the formal and informal collaboration, as seen through Knowles’s theory 

of andragogy.  

In spite of the emergence of professional learning communities, teachers and 

counselors deal with challenges of time and teacher-student workload in the secondary 



35 

 

setting (Tam, 2015). Given the structure of the school day, teachers and counselors are 

challenged to meet in formal and informal ways (Calvery & Hyun, 2013). Most 

professional data teams are homogeneous, grouped by grade level, subject, and job 

description. However, a new practice in the 21st century professional learning 

communities is the practice called cross-professional collaboration. To meet the 

challenges of increasing student achievement, while combating a host of challenges 

facing school communities, many school leaders are reaching out to other professionals 

within the community to begin to address the issues facing students in the 21st century 

(Schenke, van Driel, Geijsel, & Volman, 2017).  

Critical areas of the teacher-counselor collaboration. Transitioning of high 

school students to college. The summer after graduation and before postsecondary fall 

enrollment is a critical period for high school graduates, who face challenges ranging 

from financial issues to completing all the necessary paperwork and procedures needed to 

ensure successful enrollment (Castleman, Arnold, & Wartman, 2012; Castleman & Page, 

2014). While high school curriculum and instruction mainly consist of pedagogy (as 

lamented by Knowles), something has to take place to prepare students to become adult 

learners. An investigation of how teachers and counselors address this transitional gap is 

the focus of this study.  

According to U.S. News and World Reports (2017), an increasing number of 

students who gain entrance into college are not retained in college, and in fact, one out of 

three freshmen fail to advance to their sophomore year. Family dilemmas, financial 

instability, and other societal problems contribute to a significant number of freshmen 
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who lack academic and coping skillsets needed to succeed beyond the first year of 

college (ACT, 2011). As a direct consequence of these issues, students with 

underdeveloped skillsets are placed into developmental courses, grow discouraged before 

they see progress, and drop out. This phenomenon underscores the need to investigate 

how teachers and counselors collaborate formally and informally to improve college 

curriculum.  

High school graduation rates are improving (Bryant, 2015; Lynch, 2014; NAEP, 

2013). In spite of improving graduation rates, however, a new area of concern involves 

students entering colleges without the academic skillsets and behaviors needed to remain 

in college (Petrilli & Finn, 2015; Sriram, 2014; Venezia & Jaegar, 2013). Given the high 

expectations of colleges and the current demands of a 21st century workforce, teachers 

and counselors, who serve on the front lines of equipping students with academic skills 

and behaviors, have to prepare students for postsecondary academic success through 

collaboration. 

Implications 

The limitations and challenges teachers and counselors face as they collaborate 

formally and informally to improve the precollege curriculum are well established within 

current research (Lai, 2015; Masters, 2013; Mulholland & O’Connor, 2016). 

Collaboration within the secondary setting presents specific challenges for teachers and 

counselors (Stone-Jackson, 2015; Zundans-Fraser & Bain, 2016). Teachers’ and 

counselors’ ability to engage in formal and informal collaboration to improve precollege 

curriculum is necessary to prepare students to succeed in a postsecondary setting (Bryant, 
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2015; Carpenter-Aeby & Aeby, 2013; Kim, Olfman, Ryan, & Eryilmaz, 2014; Rothman, 

2012b; Venezia & Jaeger, 2013).  

The purpose of this qualitative study was to examine how teachers and counselors 

collaborate as they engage in work to improve the precollege curriculum to prepare 

students to transition to college. Using a qualitative case study method, I gathered data 

from participants through the completion of a questionnaire, observations, and 

interviews. Based on the findings, the district will be able to ascertain how teachers and 

counselors are addressing the present challenges through formal and informal 

collaboration. The findings will provide stakeholders and district officials the guidance 

needed to assist teachers and counselors with necessary understanding and knowledge to 

establish collaborative relationships to improve curriculum and instruction. This case 

study provided me with the data to create the final project for an online professional 

development seminar to share with the district in an effort to address the teacher-

counselor collaborative relationship. These professional development sessions could 

focus on strengthening the collaborative relationships among teachers and counselors, as 

well as the current implementation of the ASCANMF (ASCA, 2012; Lapan, Poynton, 

Marcotte, Marland, & Milam, 2017). 

Summary 

In Section 1, I introduced the local problem of teacher-counselor collaboration 

within secondary schools, and I introduced Knowles’s theory of andragogy as a 

conceptual framework. Section 1 included evidence of the problem at the local level as 

well as the problem from the professional literature. In the literature review, I overviewed 
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the national problem and connected it to the local problem of the NSVD school district. 

For Section 1 and throughout Section 1, I referenced a number of implications of the 

study’s potential. In Section 2, I delineate my methodology through the research 

approach, design, participants, and data collection methods I used in the study.  
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Section 2: The Methodology 

Investigating how teachers and counselors collaborate formally and informally to 

improve precollege curriculum requires a design that allows the researcher to explore the 

dynamics of this collaboration in a real-world condition (Yin, 2011). Yin (2014) 

described the features of qualitative design to include researching the meaning of 

people’s lives in real-world conditions in addition to representing people’s perspectives 

about the contextual conditions in which they live. Yin authorized using multiple sources 

of evidence to add credibility to the study. A review of literature revealed teachers and 

counselors as adult learners who are self-directed learners and who bring life experiences 

to face the challenges of improving the precollege curriculum through collaboration 

(Calvery & Hyun, 2013; DuFour et al., 2016; Knowles, 1980; Merriam, 2012). As such, a 

qualitative design allowed me to explore the real-world phenomenon of how this 

collaboration took place in the secondary setting to answer the questions of how teachers 

and counselors collaborate in formal and informal ways to improve precollege 

curriculum. 

In Section 2, I discuss the methodology I used to address the problem of how 

teachers and counselors collaborate formally and informally to improve precollege 

curriculum, the research design, and the alignment of conceptual framework and 

methodology. This section also includes participant selection, the protection of 

participants’ rights, and my relationship with participants. I also discuss data collection 

and analysis.  
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Qualitative Approach and Design 

Description of Qualitative Research Design 

The intent for this study was to investigate how teachers and counselors 

collaborate formally and informally as they engage in work to improve the precollege 

curriculum (see Calvery & Hyun, 2013). Interviews allowed me to gain understanding of 

real-world knowledge and experiences from participants and use that information to bring 

awareness to that community (see Yin, 2011). In this case study, I interviewed four 

teachers and four counselors from two schools in one school district concerning formal 

and informal collaborations. Yin (2014) explained that sampling could be at the broader 

level or narrower level depending on the nature of the study. As Yin discussed, the 

researcher should choose the sampling of participants based on the level of experiences 

and opinions that can be obtained on the situation being studied. I chose the sampling of 

participants in this study based on collaborative relationships of certified secondary 

teachers and counselors. Participants openly discussed the impact those relationships 

have on student success.  

I included eight participants through purposeful sampling for this qualitative 

study, allowing me to collect detailed information and explore the collaborative 

relationships teachers and counselors have as self-directed adult learners who work 

together to enhance student success in two schools in one school district (see Merriam & 

Tisdell, 2015). School participants’ existing knowledge with self-directed learning and 

collaboration helped me gain a deep understanding about a specific phenomenon. It was 

beneficial to purposefully select a smaller number of participants at two schools in the 
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district. The sample size allowed me to obtain comprehensive and solid evidence to 

address the concerns presented by each research question: How are teachers collaborating 

formally and informally with counselors to improve precollege curriculum, as seen 

through Knowles’s theory of andragogy? How are counselors collaborating formally and 

informally with teachers to improve precollege curriculum, as seen through Knowles’s 

theory of andragogy?  

Justification for the Qualitative Case Study Design 

I chose a qualitative case study approach rather than a quantitative approach 

because qualitative research methods help the researcher gain a deep understanding about 

a specific phenomenon (Creswell, 2014). According to Lewis (2015), the case study is 

used when there is a need to examine an event or phenomenon in depth in its natural 

context. The chosen qualitative method was appropriate because the purpose of this 

qualitative study was to examine how teachers and counselors collaborate formally and 

informally as they engage in work to improve the precollege curriculum. Creswell (2014) 

argued that the problem statement and research question(s) in qualitative methods are 

best addressed when participants can obtain new knowledge and understanding about 

phenomena being investigated. Because a case study is bounded, the case in this study 

was two schools in one school district, the NVSD. 

I considered, but did not use, other qualitative methods. I did not use ethnographic 

methods, which focus on a culture of groups in a natural setting over time, because the 

focus of this study involved how teachers and counselors collaborate formally and 

informally to improve precollege curriculum and not a cultural group. A narrative design, 
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which focuses on life stories, would not have been appropriate because the focus in this 

study was on the teacher-counselor collaborative relationship and not life stories (see 

Creswell, 2014; Yin, 2011). This qualitative case study’s objective was not to develop 

and employ mathematical models, theories, and hypotheses about a phenomenon (see 

Creswell, 2014). Quantitative measures would be inappropriate for this investigation, 

because quantitative research involves looking at relationships between variables over 

time and may require numerical data (Creswell, 2014). The method chosen for this 

qualitative study was a single case study because the purpose and research questions 

focused on participants’ roles as adult learners. 

To gain insight from multiple participants who possess knowledge of a common 

subject, I created a questionnaire that asked teachers and counselors their perspectives 

about collaborations based on Knowles’s theory to use as a method of data collection (see 

Merriam & Tisdell, 2015). According to their Office of Research and Accountability, the 

NVSD is interested in exploring ways to help educators effectively prepare students to 

transition from high school to college with the social, academic, and career skillsets to 

succeed once in college. In addition to the questionnaire, I conducted an interview with 

each participant using a checklist informed by Knowles’s theory of andragogy.  

I employed semistructured interviews in this investigation. The focus of the 

interviews was a single case that consisted of two high schools in the NVSD. This current 

study aligned with the case study design because I focused on a particular group of 

people who are professionals in the field of curriculum and instruction and who have an 

existing collaborative relationship.  
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Case study research is different from other qualitative research because it involves 

looking at a bounded system. In bounded systems, there is a specific number of 

participants who can be interviewed. Researchers can use qualitative case studies to 

render a rich, thick description of a given group examined. Yin (2014) argued that case 

study research allows the researcher to gain real observable information from each 

participant while data collection is taking place. This study design was most appropriate 

because a specific group of people (teachers and counselors) have existing collaborative 

relationships with curriculum and instruction. Questions were broad, allowing each 

participant to construct individual meaning derived from personal experiences in their 

responses (see Creswell, 2014).  

Participants 

Criteria for Selecting Participants 

I purposefully selected participants for this study based on years of experience, an 

awareness of Knowles’s theory of adult learning (andragogy), and participation in the 

ASCA for counselors. As such, I selected certified secondary teachers and counselors 

who had taught/counseled for a minimum of 3 years in order to understand their 

perspective of formal and informal collaborations. Participants were employed in the 

NVSD and voluntarily agreed to participate in the study through the means of a signed, 

written consent form (see Creswell, 2014). I employed a selective sampling method to 

select eight participants consisting of two teachers and two counselors from each of two 

schools in the district to participate in the study. I selected eight participants in order to 

explore a variety of views about the collaborative processes of adult learners and sought 
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an equal number of teachers and counselors to obtain a balanced exploration of each 

educator’s views. All eight participants completed a questionnaire. In addition to the 

questionnaire, I conducted an interview with each participant using a checklist informed 

by Knowles’s theory of andragogy. 

Justification for Number of Participants 

The purpose of this qualitative case study was to explore how teachers and 

counselors collaborate formally and informally to improve precollege curriculum. 

Creswell (2014) examined the prominence of the inclusion of samples that are substantial 

in size and can supply salient perceptions about a phenomenon. In qualitative measures, it 

is suggested to choose fewer rather than more participants to obtain a deeper 

understanding (Creswell, 2014; Yin, 2014). In an effort to discover distinct and in-depth 

perspectives of each participant and capture rich, thick descriptions of each participant’s 

perspective, I interviewed four teachers and four counselors from two high schools in the 

NSVD (see Merriam et al., 2012; Yin, 2014).  

According to Creswell (2014), the main goal of qualitative research is “to collect 

extensive detail about each site or individual studied” (p. 157). As such, Creswell 

contended that by limiting the number of case study participants to four or five, the 

researcher has ample chance of discovering common themes. Based on researchers’ 

recommendations (Creswell, 2012; Merriam et al., 2012; Yin, 2014), I interviewed eight 

participants (four teachers and four counselors) to add proper depth to the study. I 

selected eight participants based on years of experience, an awareness of Knowles’s 

theory of andragogy, and participation in the ASCA. Teachers and counselors with 3 or 
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more years of experience may have accrued a variety of collaborative experiences needed 

to develop thick description (Creswell, 2014). 

Researcher-Participant Relationship 

As a researcher, I sought to explore phenomena in its natural setting to capture a 

thick description of participants. Authentic application of the qualitative process involves 

establishing the relationship between the researcher and participant; specifically, the 

relationship reflects a power balance between the researcher and participant built on trust. 

This trust, once established, frees the participants to function in a normal manner within 

their natural setting. The participants must serve willingly without any coercive pressure 

applied by the researcher (Orb, Eisenhauer, & Wynaden, 2001; Yin, 2014). Moreover, the 

participants must be informed about their rights to decide to participate or cease to 

participate. Likewise, as the researcher, I bore the responsibility to protect each 

participant through enforcement of the ethical standards.  

Ethical Treatment of Participants 

To protect the rights, safety, and confidentiality of the participants, I enforced 

Walden’s and NVSD’s IRB protocols to minimize risks to participants. Namely, I 

protected the confidentiality of all participants through code names/pseudonyms. I 

provided participants with an electronic and paper copy of the consent form and asked 

them to review, sign, and return it to me within 48 hours. Participants could return the 

form through a non-district e-mail or by using the prestamped, self-addressed envelopes. 

The consent form stated that they were aware of the purpose, procedures, voluntary 

nature, risks and benefits, confidentiality, and contact information for my doctoral chair 
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and for me. Equally important, I informed participants that they could discontinue 

participation in the study at any given time. I obtained permission from the NVSD’s and 

Walden University’s IRBs before beginning the study. The Walden IRB approval number 

was 05-08-18-0412055. Participants, their sites, and any identifying factors were kept 

confidential. Furthermore, I will secure any hard copies of the collected data at home in a 

locked file cabinet for 5 years. 

Data Collection 

Creswell (2014) stated that the type of data collected depends on the research 

question. Given the qualitative design of my study, I collected data about formal and 

informal collaborations from teachers and counselors through the following data 

collection tools and sources: a questionnaire and an interview protocol. I created a 

modified version of the published questionnaire Motivation in Relation to Self-Directed 

Learning and Collaborative Learning Questionnaire (Choy, Deng, Chai, Koh, & Tsai, 

2016), with permission from the authors. My modified version of this published 

questionnaire was designed to collect data that asked how teachers and counselors 

perceive self-directed learning and collaboration, formally and informally, to answer my 

research questions. This instrument can be accessed through the EBSCO host of Walden 

library database. The data collected through the questionnaire covered Knowles’s 

principles related to self-directed learning, such as planning, goal-setting, tracking 

progress, working together to understand material, and problem solving.  

In addition to the questionnaire, I interviewed teachers and counselors to discover 

their perceptions about how to improve collaboration through a self-developed, 10-
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question interview protocol based on Knowles’s theory of andragogy. My committee 

chair and second member reviewed the interview protocol. The protocol asked questions 

designed to allow teachers and counselors the opportunity to describe their formal and 

informal collaborative experiences and to offer ways and suggestions to improve 

collaborations that could be useful for the district. Together, the questionnaire and the 

interview protocol may provide the district with informed perspectives that answer the 

research questions of how teachers and counselors collaborate formally and informally to 

improve precollege curriculum, as seen through Knowles’s theory of andragogy. 

I purposefully selected two sites with similar demographics to collect data. I 

employed purposeful sampling to select two counselors and two teachers from each of 

the two schools. I obtained informed, written consent and collaborated with participants 

at each site to create a timeline to issue the self-directed learning and collaboration 

questionnaire and to conduct interviews within their natural setting. I collected data in a 

way that allowed participants to respond with their perspective in an unconstrained way. I 

triangulated the questionnaire and interview data to identify patterns and/or themes that 

emerged from such data (Yazan, 2015). My sources for data collection involved two 

individual teacher interviews and two individual counselor interviews for each of the two 

schools. 

Justification for Data Collection Methods 

Based on the timeframe established by the collaborative process between the 

researcher and participant at each site, I administered a questionnaire and scheduled an 

interview with each teacher or counselor. Each participant received the questionnaire via 
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email, with a request to complete and return to me within a two-week timeframe. Once 

the participant completed and returned the questionnaire, I conducted an interview with 

each participant within a 30-day period to discover how each participant, as an adult 

learner, collaborates formally and informally.  

To protect the participant’s identity, I assigned an alphabetical code that identified 

the participant and assigned this code to the questionnaire and any notes or ancillary 

materials that pertained to said participant. Due to the qualitative design of my study, 

individual interviews allowed the participants to articulate their perspectives and allowed 

the researcher to gain rich, thick descriptions. In addition to interviews, I distributed a 

questionnaire with both open- and-close-ended questions to provide information to 

support my understanding and triangulate the results with other findings (Creswell, 

2014). These data can reinforce the understanding of the central phenomenon of the how 

teachers and counselors collaborate formally and informally to improve precollege 

curriculum. 

Data Collection Procedures 

Because data collection and validity are essential to the qualitative process, 

systematic procedures and protocols designed to protect the participants and ethics of this 

study must be approached with integrity to ensure credibility and quality (Creswell, 

2014). Data credibility and quality hinges on data-recording protocols. I collected data 

within a two-month period. Furthermore, to ensure a logical development of themes and 

patterns, I employed triangulation of the data to confirm insights and the informant’s 
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perspective (Yin, 2014). Therefore, I implemented the following protocols when 

collecting data. 

I contacted selected participants via email and sent them an electronic 

questionnaire to complete prior to the scheduled interview. I allowed one week for 

participants to complete and return the questionnaire. Once I received the completed 

questionnaire, I collaborated with each participant to schedule the interview. I then 

conducted all scheduled interviews. Interviews took 30 minutes to 50 minutes, depending 

on the timeframe and location agreed to by the participant. I used the interview protocol 

that presented questions aligned with the research questions and based on Knowles’s 

theory of andragogy and a voice recorder to ensure the accuracy of the data collection. 

Once the data were collected, I transcribed the field notes in an effort to maintain the 

clarity of each participant’s response. I sent each participant a copy of the draft findings 

to check their own data used in the findings for accuracy of interpretation (Creswell, 

2014). I provided each participant an opportunity to discuss my interpretations of their 

data with me. According to Birt, Scott, Cavers, Campbell, and Walter (2016), member 

checking not only ensures accuracy, but also provides resonance of the participants’ 

experiences. Through member checking, I provided each participant with a final report of 

his/her experience to ensure that I succeeded in capturing the accuracy of each 

participant’s interpretation, as well as protected his/her identity. 

Systems for Keeping Track of Data 

To ensure the quality of the data and to protect participants, I created a code 

identifier to protect the identity of each participant (Creswell, 2014). To keep track of the 
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data, I used Computer Aided Textual Markup and Analysis (CATMA), a computer-

assisted quality data analysis software (CAQDAS), to discover patterns and identify 

themes within the data, as well as to assist with efficiency and accuracy. I transcribed the 

field notes into a Microsoft Word document on my personal, password-protected 

computer. Furthermore, I stored any electronic information on my private and password-

protected personal computer, which I alone was able to access (Yin, 2014). I coded any 

hard copies collected from participants and stored them under lock and key in my home. 

Any software to transcribe data or detect themes was pre-approved by the IRB. The data 

will be kept on file for a period of five years. After five years, all hard copies of the data 

will be disposed in a shredder and will delete all electronic forms of data from my 

personal computer. 

Procedures to Gaining Access to Participants 

I gained access to participants by obtaining and securing permission from the 

NVSD’s Department of Accountability, Research, and Grants. I completed their IRB 

application, as well as completed and obtained approval from Walden University’s IRB. I 

emailed a request letter to the assistant superintendent of the NVSD asking for 

recommendations for counselors and teachers. Once both IRB committees granted their 

approval and once the district sent a list of recommendations, I sent invitation emails to 

teachers and counselors. From the pool of respondents willing to participate, I 

purposefully selected participants based on years of experience, participation in the 

ASCA, and participation in formal and informal collaborations in the school setting as 

adult learners. 
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Through an initial email to teachers and counselors that asked about their 

participation in collaborations, I selected teachers and counselors who met the criteria 

based on their positive responses to the initial email. Once I received a response from the 

teachers and counselors, I invited two teachers and two counselors from two schools in 

the district to participate in the study. The sample size of eight participants, consisting of 

two teachers and two counselors from each of the two schools in the district, allowed for 

saturation of the data (Creswell, 2014; Yin, 2014). 

Role of the Researcher 

I have served as a teacher in the NVSD for the past 10 years. I have taught 

English Language Arts, as well as Yearbook Journalism, in the secondary setting. In 

addition to serving on the Governor’s Honor Committee at my local school, I have been 

appointed to lead the Tenth Grade English Professional Learning Community (TGEPLC) 

for my school. The TGEPLC is responsible for supporting the principal with 

implementing the district’s initiatives for tenth grade. While excited about the new 

opportunity to serve in a leadership capacity, I have not worked as a supervisor or 

evaluator for any of the potential participants of this project study.  

The NVSD has 16 high schools, of which five met the criteria of my study due to 

their similar demographics. Of the five schools, I selected two high schools with similar 

student demographics, as well as similar faculty and staff. Because I teach within this 

district, I excluded my local site from the selection process. My experience as a teacher 

who has collaborated with counselors has informed my opinion of growth mindset. To 

remain aware and forthcoming about my own biases, I recorded my ideas and opinions in 



52 

 

a reflection journal. During the data collection process, I created a double-columned 

journal that allowed me to record my views on one side and the participants’ views on the 

other side (Creswell, 2014). This technique allowed me to ensure the credibility of the 

data collected and to ensure that it was free of bias.  

Qualitative design allows the researcher to study participants in their natural 

setting (Bogdan & Biklen, 2007). Within this natural setting, my role as a researcher 

requires me to act ethically by protecting the rights and increasing the comfort level of 

the participants. Because I am the data-collecting instrument in my study, I must 

participate in the environment while remaining detached from the environment. I acted as 

the data-collecting instrument by posing open- and close-ended questions through the 

conducted interview. With the interview, I allowed participants the comfort to respond in 

the way they choose to respond (Bogdan & Biklen, 2007; Creswell, 2014).  

Data Analysis  

Procedures 

A strong and credible analysis of data requires a rigorous and recursive five-step 

process of compiling, dissembling, reassembling, interpreting, and concluding (Yin, 

2014). Utilizing Yin’s (2014) five-step process, I compiled and sorted through collected 

data to establish order. Next, I dissembled and broke down the data into smaller 

fragments and assigned and/or tested possible codes to distinguish the data. After 

dissembling, I reorganized the dissembled fragments into codes, then I developed themes 

that emerged from the dissembling process. Once reassembled, I interpreted the data. 

When I completed interpretation, I concluded the analytical process by drawing 
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conclusions from my entire study about how teachers and counselors collaborate formally 

and informally to improve precollege curriculum. 

I analyzed data by implementing the five-step process outlined by Yin (2014). 

Specifically, I ordered and prepared the field notes from the questionnaire and interviews 

for analysis by transcribing the material into a Microsoft Word document immediately 

after each interview session. I used CAQDAS to transcribe the questionnaire and 

interview responses to begin the preliminary coding process. To gain a general 

understanding of the analysis, I recorded my thoughts about the data. I began 

triangulating data derived from the questionnaire and interviews to look for emerging 

themes and patterns. I then organized and constructed emerging, recurring themes of the 

teacher-counselor collaboration for growth mindset into categories for coding (Yin, 

2014). Once coded, I began interpreting the coded data, combining categories, if needed, 

from which to build an accurate, rich narrative of the formal and informal teacher-

counselor collaboration. Finally, I drew conclusions about the analysis using a wealth of 

information derived from the questionnaire, interviews, and literature review to develop a 

rich, thick description about the teacher-counselor formal and informal collaboration.  

Qualitative Credibility and Trustworthiness 

Validity in qualitative design involves ensuring that all data have been properly 

collected and interpreted in a way that results in an accurate representation of the real-

world setting (Yin, 2014). I ensured the quality of my research by applying and 

implementing strategies that confirmed the credibility and trustworthiness of my study. 

Creswell (2014) contended that validity in a study could be determined by the degree to 
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which the researcher has accurately interpreted the data. To establish accuracy, I 

implemented several strategies to confirm the accuracy of the data. To begin, I used 

devices such as audio recordings to capture the data as accurately as possible. I also 

checked and rechecked all transcripts for accuracy against the audio recording. To justify 

the findings of my study, I used triangulation of multiple sources to find the areas where 

the data converged and to establish credibility. I also employed member checking to 

ensure that interpretation of the data matched the authentic perspective and voice of each 

participant and, thus, substantiated the trustworthiness of my study. To clarify research 

bias, I kept a reflective journal that recorded my own awareness about the data and 

assisted me in separating my personal bias from the findings. Because the qualitative 

study of teacher-counselor collaboration for growth mindset cannot be generalized to a 

population, the issue of external validity was not a threat to the study. In an effort to 

allow for replication of this study, I provided a clear context that can either enable other 

researchers to implement procedures in their studies or transfer findings to similar 

contexts.  

To address discrepant cases, I allowed participants to view drafts of the findings 

and narrative, providing them the opportunity to confirm the narrative or address areas of 

concern. If the participant had a different idea about the narrative, I collaborated with the 

participant to address and resolve the concern and continued to explore and investigate 

the concern to ensure accuracy and review findings for viability in setting (Creswell, 

2014). To ensure quality and credibility, I maintained minimal contact with participants 
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to avoid influencing the study (Creswell, 2014). As the data-collecting instrument in my 

study, I participated in the environment while remaining detached from the environment.  

Conclusion 

The purpose of my qualitative study was to examine how teachers and counselors 

collaborate formally and informally to improve the precollege curriculum for students 

transitioning from secondary to postsecondary education. Therefore, the case study 

method outlined in Section 2 provided the flexibility needed to gain rich, thick 

descriptions of the teacher-counselor collaboration in the secondary setting. Utilizing the 

questionnaire and interviews, I explored the dynamic of the teacher-counselor 

collaboration with the framework of Knowles’s theory of andragogy. Yin’s (2014) five-

step data collection process allowed me to collect data in a systematic way that yields 

thick, rich descriptions of participants’ perspectives about the teacher-counselor 

collaboration. I utilized the questionnaire, interviews, and literature reviews to triangulate 

and to construct a rich description that accurately describes participants’ experiences in 

the natural setting. I also used CAQDAS, such as CATMA, to assist with detecting and 

coding themes I used to build accurate, thick descriptions. In addition to addressing the 

procedures, I explained and addressed the ethical concerns involved in my study and 

stated my awareness of ethical behavior in my role as researcher. Eight participants (four 

teachers and four counselors) from two selected sites with similar demographics formed 

the basis of my study. The goal of this study was to provide effective ways for teachers 

and counselors to collaborate to build growth mindset in students of the NVSD. 
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Findings 

The purpose of this qualitative case study was to explore how teachers and 

counselors in the NVSD collaborate formally and informally to improve precollege 

curriculum. The primary method of data collection was derived from a six-item 

questionnaire and a follow-up 10 question semi-structured interview. The data collection 

process required selected participants to first complete the questionnaire and then agree to 

a follow-up interview. Each interview required a 20-minute timeframe to complete and 

was conducted in the participant’s natural setting or a setting of their preference. During 

each interview, I asked follow-up questions in addition to the semi-structured questions 

and gained each participant’s permission to record an audio version of the interview to 

achieve accuracy of each participant’s insights. Saldana (2015) stated that coding is an 

act of interpretation, and when coding data, a researcher can find common yet distinct at 

the same time. Utilizing this coding technique, I was able to gather a rich description of 

each participant’s concepts, sentiments, and experiences, while simultaneously 

recognizing the larger pattern of information. Furthermore, using a qualitative data 

analysis software known as NVivo 12, I was able to run queries and implemented auto-

coding, as well as manual coding, to identify and clarify common themes and subthemes 

regarding collaboration that presented a clear depiction of each participant’s concepts, 

sentiments, and experiences (see Appendix). NVivo, a computer assisted qualitative data 

software, was the most appropriate software to use because it allowed me as a researcher 

to remain in control of the analytical process while providing assistance and efficiency of 

the analytical process (Creswell, 2016). 
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The descriptive thematic analyses provided a rich understanding of secondary 

teachers’ and counselors’ perceptions of how they collaborate formally and informally. 

Through thematic analysis, I was able to organize each participant’s perceptions into 

broader themes that explore how teachers and counselors collaborate in formal and 

informal ways to improve the precollege curriculum. Furthermore, I conducted the data 

analysis through the lens of Knowles’s (1970) theory of andragogy to discover how 

teachers and counselors in the NVSD collaborate formally and informally to improve 

implementation of the precollege curriculum for students. Throughout my interview with 

each teacher and counselor, Knowles’s (1970) theories created the framework for 

exploring the phenomena of how teachers and counselors collaborate to improve the 

implementation of the precollege curriculum for students. The following section 

summarizes the findings in the form of themes and subthemes that emerged from the 

analysis (see Appendix). 
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Table 1  

Themes for Research Questions 1 and 2 

Research Question 

Themes 

(Formal collaborations to 

improve precollege curriculum) 

Themes 

(Informal collaborations to 

improve precollege curriculum) 

RQ1: How are teachers 

collaborating formally 

and informally with 

counselors to improve 

precollege curriculum, as 

seen through Knowles’s 

theory of andragogy? 

• Infrequent formal 

collaborations with 

counselors 

• Formal collaborations in the 

form of parent-teacher 

conferences 

• Topics involve student 

performance within 

classroom regarding 

curriculum mastery 

• Barrier to formal 

collaboration: (1) No official 

implementation of ASCA 

Model Program, (2) Limited 

understanding of broader role 

of counselor as defined by 

ASCA 

 

• Frequent informal 

collaborations with 

counselors 

• Informal collaborations in the 

form of intermittent face-to-

face conversations and emails 

• Best practices to assist 

teachers who assist students 

• No major barrier to informal 

collaboration 

RQ2: How are 

counselors collaborating 

formally and informally 

with teachers to improve 

the precollege 

curriculum, as seen 

through andragogy? 

 

• Infrequent formal 

collaborations with teachers 

in non-RAMP schools; more 

frequent in RAMP school 

• Formal collaborations in the 

form of parent-teacher 

conferences 

• Topics involve student 

performance within 

classroom regarding 

curriculum mastery for 

students 

• Barrier to formal 

collaboration: (1) Finding 

common time with teachers, 

(2) No scheduled classroom 

visits, (3) Environmental 

barriers (i.e., physical 

separation of counselors and 

teachers’ offices) 

• Frequent informal 

collaborations with teachers 

• Informal collaboration in the 

form of role-playing ideas, 

administering needs 

assessments, informal 

meetings, and conversations 

• Topics involve problem-

solving, sharing adult-

learning experiences 

• Barrier to informal 

collaboration: No major 

barrier to informal 

collaboration. 
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Findings for Research Question 1 

Research Question1 asked, How are teachers collaborating formally and 

informally with counselors to improve precollege curriculum, as seen through Knowles’s 

theory of andragogy? Knowles’s (1970) theory of andragogy encompasses how adults 

use self-directed learning, their life experiences and prior knowledge, and their readiness 

to learn to collaborate in formal and informal ways to ensure student success. In the 

NVSD, Knowles’s theory of andragogy occurred within the context of collaboration 

within the professional learning communities established by the district. 

Theme 1: Formal and informal collaboration for teachers. The teacher-

counselor collaboration yields a rich learning experience as adult learners collaborate to 

explore ways to improve implementation of the curriculum, which can result in a 

common framework that establishes how teachers and counselors can help students 

master the challenges of the curriculum (David, 2011). However, the collaborative 

process between teachers and counselors within the secondary setting often reveals 

barriers and yields differing perceptions and levels of satisfaction with such 

collaboration, as well as continued discovery on ways to revise and improve curricula 

(Harron & Hughes, 2018; Taylor, Morgan, & Callow-Heusser, 2016). NVSD strives to 

create a collaborative community that promotes student success through the 

implementation of professional learning communities. Specifically, the district’s initiative 

strives to conduct weekly, collaborative meetings within all schools that drive student 

success. Within each school, several collaborative communities use data to inform them 

on ways to adjust curriculum to help students succeed. 
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Formal collaboration for teachers. Based on the questionnaire and the follow-up 

interviews, teachers experience infrequent formal collaborations. Formal collaborations 

in the secondary setting are arranged to support teacher-to-teacher collaboration rather 

than teacher-to-counselor collaboration, which results in limited, infrequent teacher-

counselor collaboration. Teacher A asserted, “I do not usually collaborate with 

counselors except in a parent-teacher conference setting or in preparation for one. 

Counselors send requests for information from me, but I could not say that we collaborate 

in any substantial, formal way.” On the contrary, Teachers B, C, and D responded in light 

of their interactions with other teachers in their collaborative teams, as opposed to 

counselors. Results from the interviews revealed that teachers in the secondary setting 

have limited, infrequent collaboration in the form of parent-teacher meetings such as 504 

or Individualized Education Plan (IEP) meetings with counselors. Both the 504 and the 

Individualized Education Plan (IEP) are protocols designed to ensure that students with 

disabilities receive equal access to education. The IEP provides a comprehensive, 

detailed, specialized instruction and support for students who require services as outlined 

under the Individuals with Disabilities Education Act (Fain, 2019). A 504 plan dictates 

how students who do not require detailed, specialized instruction will learn within the 

general educational environment with stated modifications (Fain, 2019). Teacher D 

stated, “I don’t have a lot of work with counselors, but every once in a while, I do have to 

go visit with them when I don’t have grades from previous schools.” Teacher D asserted, 

“If there’s a suicide type of thing, which has occurred on occasion, then it would be more 

to me, personal issues with kids or emotional issues with kids.” Teachers A and C 
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explained that while they have experienced formal collaborations with counselors in 

other schools within the NVSD, their current school was “not as active.” 

Informal collaboration for teachers. Teachers, as self-directed learners, are 

having informal collaborations with counselors to explore the best ways to implement the 

precollege curriculum. Informal collaborations are centered around acquiring knowledge 

from counselors that helps teachers gain additional understanding of students in order to 

implement the required curriculum more effectively. Teacher D expressed that she deals 

with counselors to gain knowledge of the “type of curriculum” the student has learned, in 

order to close learning gaps and seek help on how to deal with the student’s personal or 

emotional issues. Teacher C first analyzes the students’ needs, then converses with the 

counselor to find out what interventions, if any, are in place to help the student master the 

curricular challenge. Teacher C went on to discuss interventions he has in place and tries 

to get resources from the counselor that can help him effectively help the students. 

Teacher B sees the counselor to address the specific needs of the population of students 

to discover the motives for student behavior in order to address specific needs of the 

population.  

Informal collaborations within the secondary setting, unlike formal collaborations, 

occur with greater frequency and breadth and preference. Based on the questionnaires, 

informal collaborations between teachers and counselors occur in the form of intermittent 

conversations, in which teachers explore how to adjust their curriculum to meet the needs 

of students. Teacher C seeks to “discuss best practices and how bringing innovating 

teaching methods either improve or take away from students learning experiences.” 
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Teacher B collaborates via “short emails and quick conversations” about how “to 

improve student learning.” He asserted that “informal collaborations tend to be more 

anecdotal…. We share ideas on what activities/strategies are most effective [to make] the 

required curriculum relevant for all of our students.” 

As self-directed learners, teacher participants prefer informal collaboration. Based 

on Knowles’s three principles, self-directed learners need the freedom and unstructured 

nature of the informal collaboration to actively share ideas and information to promote 

precollege curriculum, determine the best way to problem solve, and actively work 

together to improve the precollege curriculum. The teachers in this study demonstrated 

the following Knowles’s Principles of Andragogy in their collaborations.  

Knowles’s principles of andragogy in teacher collaborations. Knowles put 

forth three key principles of andragogy. Principle 1 described how adult learners manage 

their educational needs.  Principle 2 described how adult learners bring their life 

experiences and prior knowledge to collaborations.  Principle 3 described how adult 

learners exhibit a readiness to learn.  However, barriers in the secondary school 

environment made adopting these principles challenging. 

Knowles’s Principle 1. Adult learners manage their educational needs. Teacher A 

uses the Teams platform to share documents and learning experiences. All teachers 

shared ideas and teaching strategies that work to advance student’s mastery of the 

precollege curriculum. Teacher D explained that she “share[d] teaching strategies that 

have worked well and that have flopped” in the collaborative team meetings. She gained 

knowledge to help her differentiate tasks. Teacher C noted his 
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“conversations/collaborations with counselors have to be ongoing in order to take effect” 

on student learning. 

Knowles’s Principle 2. Adult learners bring life experiences and prior knowledge 

to collaborations. Teacher B stated his informal collaborations tend to be “anecdotal.” He 

concentrates on the most effective strategies “in our classes at making the required 

curriculum relevant for all students.” Teacher C noted the importance of “ongoing" 

collaborations “to improve the experiences of students.” Teacher A emphasized reflection 

as an integral part of her informal collaborations. She asserted, “I often think of the 

students’ point of view and use my own memories and experiences with my own children 

to inform my perspective.” 

Knowles’s Principle 3. Adult learners possess a readiness to learn. Teacher C 

discusses “challenges and innovative techniques with counselors” to address the issues 

and best-working parts of the curriculum. His goal is to problem solve through dialogue 

with counselors. Teacher B noted how his informal collaboration tends to be “looser,” 

and this allows him to exchange those ideas “in the period of time between formal 

collaborations” that he believes are most beneficial to address the challenges of the 

curriculum. 

Barriers to formal collaboration for teachers. Teacher participants in this study 

are willing to engage in formal collaborations, but barriers within the secondary school 

environment limit formal interactions. Teacher-counselor collaborations occur during 

parent-teacher counselor meetings, such as 504 or IEP meetings. Outside of these 

meetings, formal collaborations were limited. School A did not have official 
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implementation of the ASCA model and lacked the infrastructure needed to create 

additional collaborative experiences with counselors. Teacher A confirmed that “there are 

not enough conversations” happening between teachers and counselors. For the 2019-

2020 school year, however, School A will be in the process of applying to become a 

Recognized ASCA Model Program (RAMP) school. An administrator within School A 

verified that the goal is to require counselors to make additional classroom visits, as well 

as visits to collaborative teams to ensure more frequent teacher-counselor collaborative 

experiences. Furthermore, Teacher A noted, “I have received an email from a counselor 

wanting to attend our [collaborative team] sessions, so maybe that’s in the process of 

changing.” 

Barriers to informal collaboration. Compared to formal collaborations, informal 

collaborations occurred with greater frequency and were the preferred mode for teachers. 

Teacher participants in this study felt more comfortable with their informal collaborations 

with counselors. Teacher participants appreciated the flexibility of the informal 

collaborative mode. 

Roles and responsibilities. Teacher participants struggle to understand the 

broader roles of counselors in the formal and informal collaborations. The teacher 

participants tended to seek counselors’ help on a “case-by-case basis” (Teacher B). 

Teacher A stated that the lack of teacher-counselor collaborations in her current setting 

may be the “result of everybody being on their own island … and not necessarily … 

connected in terms of time or in terms of students. I might want to talk about a certain 

student, but the counselor has a different roster.” Teacher C stated, the counselors in his 
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current setting were not as “active” as counselors in his previous secondary school 

setting. Teacher D stated, “I don’t have a lot of work with counselors, but every once in a 

while, I do have to go visit them when I don’t have grades from previous schools.” This 

lack of understanding of roles and responsibilities may limit the interactions between 

teachers and counselors. 

Findings for Research Question 2 

Research Question 2 asked, How are counselors collaborating formally and 

informally with teachers to improve the precollege curriculum, as seen through 

andragogy? Knowles’s (1970) theory of andragogy posits that adult learners are self-

directed and use their self-directed learning style by actively sharing ideas, accessing 

their prior knowledge and life experiences to address professional challenges within their 

environment, and demonstrating a readiness to learn new information to help solve 

problems. In the NVSD, counselors engaged in these activities through their formal and 

informal collaborations with teachers. 

Theme 1: Formal and informal collaboration for counselors. Formal 

collaborations for counselors with teachers in the secondary setting from a counselor’s 

perspective happen within the context of the IEP and 504 meetings in non-RAMP 

schools; however, for RAMP schools, counselors seem to have more focused and more 

specific collaborations centered on improving the implementation of the precollege 

curriculum. Counselor A reported that the formal context of the IEP and 504 meetings 

with teachers allow them the chance to explore “ideas to assist the student in the 

classroom.” Counselor B uses the formal context of the parent-student conference to 
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work with teachers “to learn how they structure their teaching time and how information 

is disseminated to students.” Counselor B elaborated on the importance of the formal 

teacher collaboration that allows her “understanding [of] a teacher’s teaching style and 

how their class is structured to allow me to help students when they are struggling.”  

Full implementation of the teacher-counselor collaboration in a RAMP school has 

more direct involvement with the curriculum. Counselor D, who serves in a school that 

has applied to receive RAMP status, asserted that counselors in her school “are required 

to use Career Cruising to the requirements for [the state’s] Bridge Law.” She continued to 

elaborate on the specific collaborative process with the teacher centered around 

combining the counseling curriculum with the academic curriculum, “To ensure the task 

is more meaningful, we work with the Economic teachers to merge the lessons.” In 

addition to merging purposeful lessons to improve the precollege curriculum, counselors 

in Counselor D’s school invite teachers “to attend the counseling CCC [collaborative 

team] meeting to discuss ways in which teachers’ lesson plans can incorporate 

counseling.” 

Informal collaborations. Counselors, like teachers, preferred the mode of 

informal collaboration. Counselors stated that informal collaborations happen in the form 

of role-playing ideas, administering needs assessments, and inviting teachers to informal 

meetings and informal conversations. Counselors, like teachers, noted the benefits of 

informal modes of collaboration. Counselor D asserted, “Teachers are able to be more 

relaxed and comfortable and able to open up about what they would like. Just to be 

honest about whatever it is we’re talking about.” Counselor A noted,  
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When it comes to teachers, it’s more just an informal conversation. Maybe they 

come up with a situation or maybe I have a curious situation, and you’re just 

trying to figure out what is happening. So, I would think it’s more informal type 

of learning setting, collaboration.  

Counselor B reflected that with informal collaborations, “I can drive any which way I 

want. Like I can draw from my experiences, I can work from my knowledge of the 

student. And, I can drive those conversations, basically, any which way they want.” 

Counselor B, in particular, noted, “If it was as parent-teacher conference … not that I 

don’t have that flexibility there, but I think I am bound more by what the parent wants to 

get out of that meeting with the teacher.” 

Knowles’s principles of andragogy in counselor collaborations. Challenges 

also existed for counselors adopting Knowles’s principles of andragogy.  Principle 1 

described how adult learners manage their educational needs.  Principle 2 described how 

adult learners bring their life experiences and prior knowledge to collaborations.  

Principle 3 described how adult learners exhibit a readiness to learn.   

Knowles’s Principle 1. Adult learners manage their educational needs. As self-

directed learners, counselors manage their collaborative experiences with teachers as they 

address ways to help teachers help students master the precollege curriculum. Counselor 

B seeks to understand how teachers structure their classrooms in order to “use that 

knowledge to direct the strategies I give to students to use to get better academic 

outcomes.” Counselor D, who works with teachers to merge lessons, also meets with 

teachers and local businesses “to help determine role-play ideas for students who plan to 
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attend college or join the workforce.” Both formal and informal collaborations allow self-

directed learners the opportunity to explore ways to problem solve the challenges student 

faces in order to master the precollege curriculum. 

Knowles’s Principle 2. Adult learners bring life experiences and prior knowledge 

to learning experiences. The learning experiences for counselors as self-directed learners 

significantly enhances the application of prior knowledge and life experiences they bring 

to their collaborations. Counselor A expressed the importance of brainstorming with 

teachers and parents in 504 and IEP meetings. Counselor B brings “a unique perspective 

in understanding what students go through academically and emotionally.” Counselor B, 

who had a daughter in high school, is able to relate to the experiences of the students 

she’s serving. Counselor D invites teachers to counseling meetings, merges teacher-

counselor lessons with them, and gives needs assessment to evaluate curricular options 

based on teacher responses. 

Knowles’s Principle 3. Adult learners possess a readiness to learn. As self-

directed learners, counselors are eager to acquire and disseminate information with 

teachers to help them improve the precollege curriculum. Counselor B endeavored to 

understand a teacher’s teaching style and classroom structure to help the student succeed 

with the curriculum. She mentioned specifically,  

For example, in working with a student who was struggling in Chemistry, I was 

able to use my knowledge of how the teacher structures their class to identify the 

fact that the student was not working their web-assignments in the classroom and 
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consequently lost out on the ability to collaborate with the teacher and other 

students on concepts he struggled in. 

Counselor D meets with local college representatives, disseminates needs assessments, 

and invites teachers to meetings. Counselor C admitted that factors such as teacher and 

counselor absenteeism hinder collaborations. This may indicate in some ways a general 

lack of readiness to learn. 

Barriers to formal collaboration for counselors. Formal collaborations for 

counselors who seek to collaborate with teachers face numerous challenges within the 

secondary setting. Counselor C admitted, “We can work together more, and it’s about 

finding time. It’s hard to do that.” Counselor C also reflected, “We need to be coming up 

and visiting the classrooms.” Counselor B confirmed that the “ongoing collaborative 

piece [with teachers] is missing.” In addition to the challenges of time and consistent 

collaboration with teachers, counselors noted that the environment also affects the 

teacher-counselor collaboration. Counselor D explained the importance environment 

plays in in collaboration, “If we make it a more comfortable environment for teachers, 

they’re going to want to come in. They’re going to want to share and come back and 

share more.” Counselor A confirmed “You feel more pressure when it’s a formal setting 

… everybody feels like they have to come with something.” 

Barriers to informal collaborations. Though counselors did not mention explicit 

barriers to informal collaborations, they expressed an overarching concern about the 

teacher-counselor collaboration within the secondary environment. Counselor C stated, 

“There are some things that we, as all of us together need…. And it’s about finding time. 
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We need to be coming up and visiting the classrooms.” Counselor B confirmed the 

ongoing collaboration between teachers and counselors is missing. Counselor B stressed 

the importance of getting the information needed to help the student master the 

curriculum, regardless of the mode, when she reflected, “At the end of the day, it’s just 

getting the job done.” Counselor C admitted that absenteeism plays a role in the lack of 

more frequent teacher-counselor collaborations. 

Roles and responsibilities for counselors. In this study, counselors seemed to 

possess a better understanding of their roles and responsibilities in the teacher-counselor 

collaborations than teachers did. However, counselors who are in official RAMP schools 

that consequently execute a full implementation of the ASCA model have more frequent 

and structured collaborations with teachers than counselors in non-RAMP schools. 

Counselor D, who works in a school that has officially applied to receive RAMP status, 

expressed more frequent collaborations that involved improving the precollege 

curriculum than those in the non-RAMP school. In addition to actively inviting teachers 

to collaborative team meetings, Counselor D possessed knowledge about the state laws 

that governed collaborations, reached out to stakeholders at the college level, and helped 

organize a Counseling Advisory Board that connects teachers, administrators, students, a 

variety of stakeholders. Schools with a full implementation of the ASCA model are likely 

to have more frequent and meaningful collaborations to explore more ways to improve 

the precollege curriculum. 
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Discussion 

The data collection process was influential in revealing how teachers and 

counselors collaborate in the secondary setting, as well as in identifying what they need 

to become more effective collaborators in order to improve the precollege curriculum. 

The participants willingly participated in the interview and in completing the 

questionnaire process, and they attempted to answer each question with honesty. As a 

result of their willingness, I trusted that their comments and explanations were honest. 

Two of the teachers did not engage in frequent collaborations with the counselors, and 

one of the counselors did not engage in frequent teacher collaborations outside of 504 or 

IEP meetings. The majority of the teachers and counselors indicated that they are in need 

of more time to engage in effective collaborations. I observed that in the non-RAMP 

schools, the partial implementation of ASCA model affected the quality of collaborations 

between teachers and counselors, due to the lack of understanding of the counselor’s role 

under the ASCA model. I also observed that in the school in the process of applying for 

RAMP status, a full implementation of the ASCA model produced more frequent 

teacher-counselor collaboration experience and empowered the counselor to have a lead 

role in the collaborative experience with teachers. The most common need identified by 

the participants was finding the time to engage in formal and informal collaborations. 

Consequently, both teachers and counselors need professional development to explore 

additional formal and informal ways to engage in collaborations to improve the 

implementation of the precollege curriculum (Kelly & Cherkowski, 2015). As a result, 
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based on the data, the participants’ comments, and current research, I have created a 

professional development session. 

Discrepant Cases 

Through the data collection process, I identified that all teachers and counselors 

who collaborated had varying degrees of perceptions of the importance and possibilities 

of the teacher-counselor collaborative experience in the secondary school setting. The 

variation in the data appeared in the manner in which teachers and counselors understood 

and accepted their roles and responsibilities in their collaborations in improving the 

implementation of the precollege curriculum. Based on the questionnaire analysis, some 

teachers and counselors had a difficult time understanding how their collaboration 

improved the precollege curriculum. Hence, when completing the questionnaire, a 

counselor gave a “not applicable” answer to one or more of the prompts, and a teacher 

responded that she did not engage in collaborations with counselors in a “substantial, 

formal way.” However, their participation in the follow-up interview provided clarity that 

they needed to answer the questions they labeled as “not applicable.” In the future, I will 

add extra details to the prompts on the questionnaire to ensure that teachers and 

counselors fully comprehend the prompt.  

Based on the interview analysis, all participants acknowledged how their 

collaborations affected the implementation of the precollege curriculum, and all desired 

more time and creative ways to engage in informal collaborations to have a stronger 

impact on student outcomes within the classroom. I developed a professional 

development session to address and explore more creative ways to improve the quality 
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and frequency of the collaborative experience between teachers and counselors through 

innovative practices, as well as ways to plan, monitor, and assess the outcomes of their 

collaboration. 

Evidence of Quality 

I completed the data collection for this qualitative study through questionnaire 

and interview data. I chose this design in order to explore how teachers and counselors 

collaborate to improve the precollege curriculum in the secondary setting. The goal of the 

study was to understand how teachers and counselors use their knowledge as adult 

learners to collaborate to improve the precollege curriculum. Saldana (2015) asserted that 

human reality derives from their experiences and relationships. Based on Saldana’s 

assertion, I collected and analyzed data in order to discover the reality of teachers and 

counselors in secondary schools and to produce a rich description of their perceptions. In 

addition, I used member checking to ensure the accuracy of participants’ perceptions and 

to establish the credibility and trustworthiness of the research findings. 

Once I had completed the data collection, I transcribed my interview data. I then 

annotated the transcripts and assigned pre-codes to the data. I used NVivo software to 

enter the pre-codes and to auto-code the questionnaire and the transcripts to detect 

patterns and themes. I then identified the dominant themes. Once the data analysis was 

completed, I conducted member-sharing by sharing the results of my interpretation with 

the participants to ensure accuracy of interpretation based on their responses. 
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Summary 

The data collection process for this study included a questionnaire and interview. 

I referenced the district’s 2018-2019 strategic plan that emphasized the importance of 

improving school processes. Collected data revealed that teachers and counselors 

collaborate formally and informally within the secondary setting to improve the 

implementation of the precollege curriculum. All eight participants engage in 

collaboration; however, schools that have applied to obtain official recognition of full 

implementation of the ASCA model have more frequent and dynamic formal and 

informal teacher-counselor collaborations than schools who have not applied to receive 

such recognition. Based on questionnaire findings for Research Question 1 and Research 

Question 2, all participants valued their ability to apply self-directed learning to problem 

solve issues by sharing instructional strategies and ways to improve implementation of 

the precollege curriculum and preferred, as well as desired, more opportunities to engage 

in informal teacher-counselor collaborations. In contrast, the interview data revealed 

formal collaborations, though less-preferred, are necessary to produce more effective 

engagement within the entire school setting to improve student outcomes. 

In Section 3, I will explain the project I have designed to address ways to enhance 

formal collaborations for teachers and counselors. The ASCA model includes the four 

themes of leadership, advocacy, collaboration, and systemic change as a framework for 

counselors to lead the process of establishing social change within the secondary setting. 

Fye, Miller, and Rainey (2018) argue the importance of the full implementation of the 

ASCA model to empower counselors to lead collaborations with other stakeholders, 
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including teachers. The ASCA Mindsets and Behaviors provides the standards that 

teachers and counselors can utilize to develop the instructional strategies needed to 

address the precollege curriculum. Barrow and Mamlin (2016) suggest best practices for 

improving collaborations between teachers and counselors. 
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Section 3: The Project 

Introduction 

The purpose of this qualitative case study was to explore how teachers and 

counselors in the NVSD collaborate in formal and informal ways to improve the 

precollege curriculum in the secondary setting. The findings of this study revealed that 

professional development is needed to enhance the understanding of how to improve the 

precollege curriculum for teachers and counselors in the secondary setting through the 

comprehension of roles and responsibilities; obtainment of best practices; and creative, 

time-saving modes of collaboration, instructional strategies, and full implementation of 

the ASCA model. Furthermore, teachers and counselors need to explore ways to increase 

the frequency of their collaborative experiences as adult learners through the 

understanding of the importance of counselors’ newly-defined role, as stated in the 

ASCANMF. In this section, I present a description of the project goals, project rationale, 

project content rationale, review of the literature, project implementation, project 

evaluation, and implications for social change. 

Description and Goals 

The 21st century pedagogical shift in education is documented in a movement 

from traditional 20th century isolation models to 21st century collaborative models, better 

known as professional learning communities. The current collaborative model applies to 

all K-12 educators and beyond, including teachers and counselors (Barrow & Mamlin, 

2016; Bigsby & Firestone, 2017; Cholewa, Goodman-Scott, Thomas & Cook, 2016; 

Stone-Johnson, 2016). The challenges and issues of collaborating in the secondary 
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setting, including the implementation of the ASCANMF for counselors who collaborate 

with teachers, as well as time constraints, were addressed as a means of supporting the 

teacher-counselor collaboration to reveal the best ways to implement the precollege 

curriculum to ensure student success. 

To understand why teachers and counselors were having difficulty engaging in 

more frequent formal and informal collaborations was essential to understanding how 

teachers and counselors collaborate in the secondary setting. I selected four teachers and 

four counselors based on their years of experience, knowledge of Knowles’s theory of 

adult learning, and familiarity with ASCA to develop a clearer understanding of how to 

support teacher collaborations. Gaining insight into how teachers and counselors were 

collaborating formally and informally in the secondary setting to improve implementation 

of the precollege curriculum was essential to ensure appropriate professional 

development, resources, and collaborative time. 

Based on the literature review in Section 3 and the study’s findings, teachers and 

counselors require and desire frequent, purposeful, and well-timed professional 

development (DuFour et al., 2016). According to the study’s findings, teachers and 

counselors prefer professional development that focuses on the establishment of a 

common language, informed roles and responsibilities, and understanding common 

standards to address their lack of understanding about the importance of their 

collaborative relationships (Stone-Jackson, 2016). Therefore, the goal of this study was to 

support the teacher-counselor collaboration in the NVSD as they strive to fully 

implement the ASCA model in all their schools through the RAMP application process. 
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I designed the project to provide a professional development option that addresses 

the areas of need through a supportive platform that is job-embedded, collaborative, 

flexibly-timed, and comfortable as teachers and counselors seek to implement the ASCA 

model to enhance a stronger collaborative experience and sustainable implementation 

with the precollege curriculum in the secondary setting (see Harron & Hughes, 2018). 

The flexibility of the project, in terms of time and mode of communication, allows both 

teachers and counselors to participate in a seven-session online professional development 

offered during the district’s professional development and early release days, as well as 

throughout the school year. Teachers and counselors will work to collaboratively build 

their understanding of the elements and the jargon pertaining to the ASCANMF. During 

the sessions, teachers and counselors will take part in interactive assignments designed to 

increase their modes of formal and informal collaboration through discussions, video 

clips, curriculum planning, and best practices strategies. These sessions will allow both 

teachers and counselors to work in tandem to define and explore best collaborative 

practices and instructional and assessment strategies of the precollege curriculum. 

Rationale 

Collaboration in the 21st century requires more than traditional pedagogical 

practices; in fact, collaboration has become educators’ main foundational practice and 

process to explore creative ways to implement the precollege curriculum (DuFour et al., 

2016; Jensen, Sonneman, Roberts-Hull, & Hunter, 2016; Voelkel & Chrispeels, 2017; 

Von Davier, Zhu, & Kyllonen, 2017). Effective collaborators must be able to define a 

clear and compelling purpose, build a culture of professional learning, create a results 
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orientation and expectation, establish a focus on learning, create common assessments, 

devise interventions when students have not mastered the precollege curriculum, and 

extend learning and rigor for students who have mastered the curriculum (DuFour et al., 

2016). As teachers and counselors abandon the traditional pedagogical models that 

resulted in isolation, their need of support becomes essential as they move to the 

collaborative model in order to better position themselves to address the challenges of 

implementing the precollege curriculum (Alismail & McGuire, 2015).  

My intention for this study was to explore both the formal and informal modes of 

collaboration between teachers and counselors in the secondary setting and to locate 

those areas of collaboration that needed additional support, resources, and professional 

development to become more effective. As a district initiative, successful implementation 

of the ASCANMF requires understanding how to best support teachers and counselors as 

they alter and shift their practices to become more effective collaborators who seek to 

implement the precollege curriculum in the secondary setting. Based on this study’s 

findings, teachers and counselors in the NVSD needed to achieve a formal understanding 

of their roles and responsibilities under ASCA, develop a common language and mutual 

understanding of ASCA model standards, and explore creative, time-saving strategies to 

collaborate and to address ways to strengthen their collaborative experiences as self-

directed learners seeking to improve their implementation of the precollege curriculum 

through a refinement of best collaborative practices. 
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Review of the Literature  

I relied on peer-reviewed journals, educational journals, academic journals, and 

resources made available by the NVSD and Walden University to gather articles for this 

literature review. Specifically, I searched for articles through the Walden library website 

to access the following databases: Education Research Compiles, Sage, and ERIC. I also 

used Google Scholar to expand my acquisition of articles and reports. The key phrases 

used to conduct the search and to locate articles included the following: teacher-

counselor collaboration, professional learning communities, professional development, 

curriculum in secondary schools, online collaboration, and implementing ASCA in the 

secondary setting. 

Effective collaboration among educators in the secondary educational system is 

required to ensure all learners acquire the cognitive, social, and behavioral skillsets 

needed to acquire college-readiness (DuFour et al., 2016; Stone-Johnson, 2016). Varied 

implementation of the ASCANMF and of professional learning communities has created 

gaps of understanding the roles and responsibilities of teachers and counselors to form a 

coordinated effort to address curriculum implementation (Alismail & McGuire, 2015; 

Heggart, 2015; Hunzicker, 2018). Considering implementation for 21st college-readiness 

for the whole student requires a common understanding of the roles and responsibilities 

of teachers and counselors, as defined by ASCA, as well as flexible yet effective 

professional learning communities designed to meet the demands of the secondary setting 

(Choy & Chua, 2019; Fischer et al., 2018; Kleinman, 2018).  



81 

 

A New Approach to Curriculum 

The ASCANMF contains a curriculum with standards that allow counselors the 

ability to collaborate with teachers who also have a common core or similar curriculum to 

engender student success. Under ASCA, curriculum planning is a fundamental 

component of a counselor’s leadership responsibilities in the school setting (Lopez & 

Mason, 2017). Under ASCA’s curriculum, , students are presented opportunities to 

acquire knowledge, skills, and attitudes in the areas of academics and social/emotional 

development to maximize college readiness (ASCA, 2014). Furthermore, ASCA Mindset 

and Behaviors contributes to a positive school climate and assists with the 

implementation of positive behavioral interventions and supports (PBIS). More 

importantly, the ASCA Mindset and Behaviors are realized in a series of lessons designed 

for counselors to use in the classrooms. It is recommended that the counselors should 

spend approximately 15% to 25% of their time in the secondary setting (ASCA 2012). 

ASCA’s classroom curriculum takes into consideration the time needed for counselors to 

address developmental issues with students in the classroom (Lopez & Mason, 2017). 

Consequently, one best practice or recommended strategy for counselors is to connect the 

core curriculum implemented by teachers in the classroom to a multitiered system of 

counseling within a school system that addresses academic and behavioral needs. 

Counselors need to collaborate with teachers to integrate both ASCA and core curriculum 

standards through the development of collaborative relationships. 
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Implementing American School Counselor Association National Model Framework 

in the Secondary Setting 

Researchers indicate that students in high schools with fully-implemented 

comprehensive counseling programs, such as ASCANMF, achieve higher grades, 

contribute to a positive school climate, and acquire college-readiness (Lopez & Mason, 

2017; Mau, Li, & Hoetmer, 2016). However, the role of the school counselor has 

continued to be surrounded by confusion and a lack of understanding in regard to their 

roles. The professional school counselor’s role has experienced a dramatic evolution due 

to legislative changes, such as the Individuals with Disabilities Education Improvement 

Act of 2004 designed to serve the needs all students, including marginalized students who 

are required to master the general education curriculum (Barrow & Mamlin, 2016). This 

expansion of the counselor’s role creates a need for a common language to effectively 

collaborate with other educational stakeholders, such as administrators and teachers. Due 

to the legislative changes, ASCA (2012) requires counselors to address developmental 

needs for every student through the implementation of a comprehensive school 

counseling program that considers each student’s academic, career, and personal/social 

development.  

Agents of Social Justice 

As agents of social justice, counselors create equal access and success of 

education for every student. The passage of the Disabilities Education Improvement Act 

2004 entailed the creation of a counselor-led collaborative team and an IEP for 

marginalized students to receive a public free education. As advocates to the students’ 
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learning, counselors serve as invaluable liaisons to the classroom teacher (Barrow & 

Mamlin, 2016). Barrow and Mamlin (2016) suggested that early identification and 

involvement of the school counselor, who collaborates with the classroom teacher, can 

develop research and evidence-based interventions to provide equitable access to a 

student’s education. An indirect result of an early collaborative intervention of a 

counselor and a teacher can enhance the communication between the school and home.  

In addition to formal collaborations, counselors must also mandate 

accommodations for all students, which allows them to serve as classroom consultants to 

teachers in either formal ways or informal ways. Barrow & Mamlin (2016) confirmed 

that enhancing the counselor’s role demands systemic change through professional 

development and collaboration. Along with this enhanced role, counselors must be 

equipped with additional professional development; professional learning communities 

provide the venue for this to happen.  

As agents of social justice, school counselors close the achievement gap and work 

to ensure all students, especially marginalized students, have equal access to a public free 

education (Hines et al., 2017). Under the ASCA model, counselors are in a unique 

position to glean data, provide interventions, and offer strategies to improve student 

performance within the classroom (Cholwea et al., 2016; Hines et al., 2017). Through 

comprehensive school counseling programs established by ASCA, counselors are 

empowered to create avenues for students’ academic, personal, and social and career 

development, uniquely preparing them to thrive in postsecondary endeavors (Hines et al., 

2017). However, given all of the challenges within secondary settings, counselors must 
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be equipped with the necessary skills, such as cultural awareness, which can be acquired 

through professional development. My sessions will involve ways to increase cultural 

awareness for counselors and teachers. 

Leveraging Learning through Purposeful Professional Development for Counselors 

School counselors can maximize their goal of reaching more students in less time 

through collaborating with teachers (Cholewa et al., 2016). Within a professional learning 

community, this can be more readily accomplished through formal and informal 

collaboration (Barrow & Mamlin, 2016; Cholewa et al., 2016). In fact, ASCA (2012) 

stated that consultation (i.e., collaboration) is a best practice to influence a student’s 

mastery of the curriculum. Cholewa et al. (2016) acknowledged that more discoveries 

must be made to explore teachers’ perceptions of counselors in order to strengthen the 

collaboration. Through the shift from traditional consultation that viewed only the 

counselor as the expert to collaborative consultation that views both the counselor and the 

teacher as co-experts, both counselors and teachers can engage in shared decision-making 

that affects the students’ mastery of curriculum within the classroom. My professional 

development sessions for counselors and teachers will involve shared decision-making, 

as they consider which standards to prioritize and implement within the classroom for the 

2020-2021 academic school year. 

Systemic Change 

To achieve systemic change, counselors can consult with teachers to impact 

students’ personal and academic success (Chandler et al., 2018). Chandler et al. (2018) 

asserted that the teacher-counselor collaboration creates the context for teachers to 
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acquire knowledge, skills, and awareness to either prevent or more easily anticipate and 

maneuver future challenges. Results of the teacher-counselor collaboration will prepare 

the teacher to succeed with all students in both their present and future classes. The 

teacher-counselor collaboration is important because teachers who engage in frequent 

collaborations with counselors reported a feeling of improvement in their personal and 

professional relationships, as well as in their wellbeing (Cholwea et al., 2016). Cholwea 

et al. (2016) revealed that counselors must invest in establishing relationships with 

teachers before the consultation process begins and must take an egalitarian approach to 

problem-solving. My session will involve problem-solving brainstorms that challenge the 

teachers and counselors to explore ways to create buy-in from other teachers and 

stakeholders to increase social network capacity throughout the school. The sessions will 

present activities that build social capital and establish trust. 

Another strategy suggested that counselors enact strategies to increase their 

visibility and availability throughout the school building to increase informal 

collaborations. To educate stakeholders, counselors could hold staff presentations that 

explain their expanded roles as counselors. Counselors can use the social media and 

digital technology to provide resources needed to communicate with and to educate 

teachers, especially in areas of their expertise. The session will involve andragogical 

exercises that provide opportunities for counselors and teachers to consider ways to 

increase their visibility and availability throughout the school through the use of social 

and digital media technology. 
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Current researchers have established that collaboration is essential to school 

counselors and teachers to succeed in empowering students (Barrow & Mamlin, 2016; 

Cholwea et al., 2016; DuFour et al., 2016; Hines et al. 2017; Sink & Ockerman, 2016; 

Stone-Jackson, 2016). Counselors can help teachers avoid mislabeling students’ ethnical 

characteristics by building cultural bridges between teachers and the student populations 

they serve. One strategy involves helping teachers focus on the cultural strength of the 

students. In addition, the ASCA model creates the capacity for counselors to address the 

precollege curriculum by developing instructional teams to increase teacher collaboration 

by subject and grade level, as well as engage in vertical teaming that can include feeder 

schools. They can help principals create professional development exercises designed to 

help teachers in establishing more effective relationships with students (Hines et al., 

2017). Griffeth, Greenspan, and Dimmitt (2018) cited counseling interventions, such as 

classroom social-emotional learning strategies, to empower students; ASCA (2012) 

proposed the Closing the Gap Action plan. 

Leveraging Learning through Purposeful Professional Development for Teachers 

Bigsby and Firestone (2017) reported that teachers considered the following 

characteristics essential in their professional development: (a) focus on both the content 

and how they will teach the content; (b) provide opportunities for active learning and 

feedback, which includes student samples; (c) theme/issued based focus with trial-and-

error opportunity in the classroom with feedback; and (d) collective opportunity to share 

with other teachers and give feedback. Teachers need strong social capital to invest in 

professional learning for the long term. Social capital establishes trust and facilitates 
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influence of decision-making because of the strengths of relationships among the 

members, which results in strong social norms, expectations, and behavioral constraints. 

The overarching result is social cohesion among the members, which facilitates the ease 

of coordinating and aligning the flow of information among larger groups within the 

schools or social network. 

Barriers to professional development for teachers who are adult learners fall 

within the following six categories: (a) lack of confidence, (b) lack of course relevance, 

(c) time constraints, (d) low social priority, (e) cost, and (f) personal problems. By 

contrast, factors that influence teachers’ willingness to participate involve the following: 

(a) establishing social relationships throughout activity; (b) developing skills to improve 

others’ social welfare; (c) meeting external requirements; (d) acquiring skills, knowledge, 

credentials for job enhancement; (e) experiencing stimulating experiences to eliminate 

boredom; and (f) learning for learning’s sake. Of the six factors, professional 

advancement, learning to learn, and social wellbeing were most important to teachers 

(Bigsby & Firestone, 2017; Morstain & Smart, 1974). Bigsby and Firestone (2017) noted 

that teachers who belonged to denser networks were more likely to participate in 

professional development; however, school leaders should analyze the patterns of social 

networks within their schools and find ways to create both the time and the space for 

frequent, regular interactions to sustain the strengths of their social networks. 

The educational landscape of the 21st century has ushered in a new approach to 

curriculum as a response to meet demands of a shift from teaching to learning, evidence 

of the learning, and decentralizing public schools (Stone-Johnson, 2016). Stone-Johnson 
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(2016) asserted that such demands have resulted in negative effects of teachers’ and 

counselors’ work due to alienation. Stone-Johnson noted that such alienation ultimately 

diminishes student success and increases difficulty in transitioning from secondary to 

postsecondary schools. Specifically, this alienation is a result of teachers’ feelings of 

negativity, which lead to disengagement from work, isolation, and neglect. When teacher 

alienation encounters the counselors’ current mandate to strengthen collaboration with 

other educators, as prescribed by ASCA, both teachers and counselors must find ways to 

bridge the gap in order to maximize student college and career readiness. Stone-Johnson 

(2016) responded to this issue by creating a new curriculum to address teacher alienation 

and present revised professional norms for school counselors. 

Due to the intensification of the work of both counselors and teachers, a new 

approach to curriculum is necessary. Specifically, Stone-Johnson’s (2016) study 

confirmed that a counselor’s role must be understood by teachers and administrators. 

Stone-Johnson’s approach was to create a new curriculum that defined the counselor’s 

roles for others within the school, as well as creating a curriculum map that links the 

ASCA-prescribed activities of the counselor alongside the activities of the teacher to give 

administrators and department heads (Kleinman, 2018; Stone-Johnson, 2015). 

Another finding revealed that teachers should not send students to counselors for 

disciplinary actions. These are the responsibility of the teacher. In addition to being 

supported by administration, teachers and counselors must see their work as closely 

related in order to maximize the collaborative relationship. Because counselors and 

teachers serve on the frontlines of dealing with students’ academic, social, and career 
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development, professional development is needed to equip counselors and teachers with 

strategies to not only deal with students effectively but also protect their own wellbeing 

(Dowling & Doyle, 2017). In fact, researchers have shown that teachers and counselors 

are often ill-equipped to deal with the socio-emotional needs of 21st century students 

effectively (Griffeth, Greenspan, & Dimmitt, 2018; Reupert and Hasking, 2015). 

Educational practitioners, such as teachers and counselors, need professional 

development to effectively serve students of diverse populations (Larson & Bradshaw, 

2017). According to the NSVD interval report (June 2019), student populations within 

the district consist of 37.2% White, 30.3% Black, 22.4% Hispanic, and 6.0% Asian. With 

a current graduation rate of 85.2%, the district endeavors to develop stakeholder 

involvement to promote student success by utilizing stakeholder involvement to improve 

school processes (NVSD Strategic Plan, 2016-2019). The district’s goal reflects the 

broader awareness that educators need ongoing professional training to effectively serve 

diverse populations (Larson & Bradshaw, 2017). The findings from my study revealed 

the desire to develop cultural competence (Counselor A). Larson and Bradshaw (2017) 

asserted the need to continue developing to improve cultural competence among teachers 

and counselors to increase awareness of effective interventions. My professional 

development will include cultural competency strategies to help reduce disparities 

between teachers and counselors. 

Effective Professional Development 

Villardón-Gallego (2016) asserted the need for practitioners to research in order 

to stimulate the learning process that builds knowledge, is student-centered, and requires 
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active engagement. According to Villardón-Gallego, inquiry-based learning (IBL) is a 

process that structures learning. In IBL, research is the active learning strategy that 

requires autonomy, type of knowledge, and reach. Within my professional development, 

my goal is to lead teachers and counselors through active learning discussions that are 

designed to address common problems shared between their common issues of student 

achievement. IBL can be implemented in a variety of ways, which include guided or open 

inquiry. If implementing IBL through a guided inquiry, the instructor will simply present 

a topic, and the students will engage and explore the solution to the topic together. IBL 

allows teachers and counselors to engage in self-directed learning, as prescribed by 

Knowles (1970), as well as collaborate to create the best solutions to solve common 

problems facing the curriculum. For my study, as teachers and counselors work together 

to find the common ground to move forward, IBL will provide the venue by which to do 

so as self-directed adult learners and collaborators. 

Coaching, the process of unlocking a person’s potential to maximize the 

individual’s performance, can be an effective professional learning strategy to implement 

between teachers and counselors. Gómez Palacio, Gómez Vargas, and Pulgarin Taborda 

(2019) asserted that when administrators, with a genuine interest and trust, coach and 

support educators, the results are increased opportunities in self-leadership and self-

directed learning, which creates stronger relationships. Coaching happens in 

conversations between individuals (the coach and the coachee) and can bring an 

awareness of the need to take responsibility for one’s own actions. Coaching also results 

in both personal and professional growth. Within my professional development sessions, 
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I plan to provide a set of questions designed to bring about of coaches’ and coachees’ 

self-assessment (Gómez Palacio et al., 2019).  

Teachers and counselors are leaders within the secondary setting. Seemiller and 

Priest (2017) created the leadership educator professional identity development (LEPID) 

conceptual model, which can be a representation of shared language, conventions, codes, 

and values within a person’s social, historical, and cultural experience. An educator’s 

professional identity serves as a framework that dictates how the educator will see, will 

act, and will understand life. LEPID entails four identity spaces: (a) exploration of 

possibility of leadership, (b) experimentation with possible roles, (c) validation from 

others to enhance self-perceived identity, and (d) confirmation in guiding less-

experienced professionals on their path to leadership. Because LEPID is an ongoing 

process, providing more opportunities for leadership development and mentoring are 

effective ways to develop leaders. My professional development session will offer space 

for teachers and counselors to develop their identity as leaders, perhaps with 

recommendations to administration for additional guidance. 

Collaborative Competency for Teachers 

Competent teachers need to create intercultural exchanges with online students. 

Though researchers Dona and Ross (2015) examined the competences needed by online 

teachers to have a successful teaching experience, the focus on the development of an 

intercultural awareness is key to any teaching situation. I will investigate how to build an 

intercultural awareness in teachers and counselors in my professional development. 
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Choy and Chua (2019) analyzed the effectiveness of professional development 

communities in Hong Kong, Shanghai, Singapore, and British Columbia. The executive 

summary first established the premise that professional learning is not a way, but the way 

that teachers will improve their effectiveness. High-performing systems focus on 

implementing the best research-based strategies for teachers. One of the main tenets of 

this article emphasizes that the improvement cycle of professional learning must be tied 

to student learning in order to be fully effectively (Choy & Chua, 2019). Subsequently, 

my professional development must address the main areas of student learning within the 

secondary school setting to devise a cycle of professional learning that counselors and 

teachers can engage. The cycle occurs in the following three phases: (1) assess current 

student learning in order to identity the next phase of their learning (either individually or 

as a school), (2) develop teaching and counseling practices that bridge the gap for the 

next stage of student learning, and (3) evaluate the impact of practices on student learning 

in order for teachers to refine their practices. My professional development for teacher-

counselor collaborations will focus on investigating and determining the best practices 

for the teacher-counselor duo. Most important, Choy and Chua (2019) emphasized that 

this cycle must be accompanied by a connection between appropriate structuring of 

leadership roles, sufficient allocation of resources, and adherence to sustainable 

evaluations and accountability. My professional development will involve including 

administrators, along with teachers and counselors 

Harris, Jones, and Huffman (2017) stressed the importance of including the 

teacher’s perception of student learning in the professional learning community, as well 
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as the opportunity to lead the reform within a school. Harris et al. emphasized that 

borrowing policies without gaining sufficient evidence or outcomes before implementing 

can also result in failure to reform. They argued that teachers must move from the 

sidelines to the frontlines to enact change. Engagement is the key word for teachers. 

Within a school system, sustainable change cannot happen with individuals alone; they 

need to be in groups. This collective enterprise of educators entails human, social, and 

decisional capital, which combined becomes professional capital. My professional 

development will entail the common language of capital, as teachers and counselors 

explore ways to increase their professional capital in their schools to impact student 

learning. 

Evolving Professional Development 

Gray, Kruse, and Tarter (2016) explored how to develop effective professional 

learning communities. The three elements considered are enabling school structure, 

collegial trust, and academic emphasis. They confirmed that the benefits of an effective 

professional learning community result in improved school culture, climate, and 

academic achievement. Gray et al. also confirmed an emphasis on educators’ sense of 

professionalism and collegial trust. The researchers defined enabling school structure as a 

teacher’s belief that administration and rules of the school help and support them in their 

work to help students learn. Enabling school structure guides a problem-solving rather 

than a punishing mentality. The rules (enabling school structure) provide the structure 

and support for teachers to perform their tasks effectively. Collegial trust involves 

teachers’ confidence that they can rely on in difficult situations—a form of integrity. 
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Collegial trust involves vulnerability, and this level of trust is just as important to 

learning as the socioeconomic level of the school (Gray et al., 2016). The condition of 

trust is an essential pre-requisite to a professional learning community. Academic 

emphasis is the extent to which a school is driven to excel academically. All stakeholders 

within the community value this with positive outcomes, regardless of the socioeconomic 

status of the school. Members of a professional learning community tend to experience a 

more formalized expectation for achievement and results in a perception that their school 

is more effective. My professional development will address ways to improve school 

structure, collegial trust, and academic emphasis.  

The Race to the Top initiative called for the creation of professional learning 

communities with an emphasis on professional development for educators that focuses on 

understanding what and how students learn. Professional learning communities provide 

infrastructure needed for ongoing, sustainable professional development. Professional 

learning communities focus on learning, collaborative culture of collegial trust, 

collaborative inquiry into best practices, action-mindedness, commitment to continuous 

improvement, and results. My professional development will include a plan that allows 

for participants to leave with a feasible agenda to implement based on these six stages. In 

addition to this, one of the outcomes of professional development is the bonding or the 

trust that takes place between the two members. 

Schmoker (2018) asserted that school performance would dramatically increase 

by adhering to the following three elements: a reasonably coherent curriculum, soundly 

structured lessons, and large amounts of purposeful reading and writing in every 
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discipline. Schmoker noted that simplifying processes, clearing away the clutter, and 

focusing on the three essential elements will dramatically improve school performance. 

In addition, Schmoker confirmed that literacy should be taught in every discipline within 

a school. Surprisingly, he argued against the strict enforcement of the CCSS, which he 

believes robs students from a rich, deep, and simultaneous reading process that could be 

derived effortlessly from reading and writing in every discipline, in addition to reading 

full texts (Schmoker, 2018). 

Bernhardt (2017) argued for the need to create an environment that allows for all 

administrators, teachers, and educators to use all of their data to help them solve 

problems. Schools must rethink and improve their existing school structures instead of 

simply adding more to the structure. To improve learning for all students, systematic 

structures must be put in place in order to review all the data to accurately assess the best 

ways to engage student learning. Bernhardt insisted the vision of the school must be tied 

to the use of all data. Schools must adapt a framework that will enable continuous 

improvement. My professional development will involve thinking of ways to provide this 

systematic improvement. 

Successful teacher communities include leadership, group dynamics, trust, and 

respect. Teacher communities play a central role in a teacher’s professional development. 

This study presented three types of teacher communities: formal, member-oriented with a 

pre-set agenda, and formative teacher communities. Teacher communities are affected by 

various stakeholder (i.e., administrator, government) involvement and perspectives. To 
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ensure success of teacher communities, they must have supportive leadership, group 

dynamics and arrangements, trust, and respect. 

When leading change within a school, a principal’s professional and moral 

authority matters the most. The principal within the study sought to lead change through 

a collaboration with teachers in the development of a vision statement for the school. The 

principal employed the change model of engaging key stakeholders or teachers within the 

school. He allowed teachers to collaborate and to be included in the decision-making 

process. He also used his moral authority, which reflected the beliefs and values of the 

principal and the teachers. When bringing in teachers and counselors, the goal of my 

professional development is to explore ways to help teachers and counselors wield their 

professional and moral authority as educators to affect social change within their schools. 

Summary 

The element of time, along with an understanding of roles and responsibilities 

within the context of the secondary setting, is essential to full implementation of the 

ASCA model to empower counselors and teachers to collaborate to improve the 

precollege curriculum. Secondary schools with full implementation of the ASCA model 

create additional collaboration between teachers and counselors who endeavor to help 

students succeed. Providing counselors and teachers with flexible, time-saving 

opportunities to collaborate is an essential for their professional development. Providing 

teachers and counselors with an online collaborative professional development allows a 

chance for both formal and informal collaborations to occur, as well as creates time-

saving opportunities to increase knowledge and establish more frequent connections 
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(Pella, 2015; Soebari & Aldridge, 2015). Continuous, job-embedded professional 

development can address counselors’ and teachers’ varying levels of comfort and 

knowledge. Flexible, time-saving professional development enables ongoing, sustainable 

learning, while building capacity and social capital within the secondary setting (Bigsby 

& Firestone, 2017). 

Project Implementation 

Resources and Existing Supports 

The district’s Office of Accountability and Research (OAR) gave their permission 

for the study. The NVSD created their 2016-2019 strategic vision to provide the pathway 

to create an action plan to implement the ASCA model across the district. The strategic 

vision outlines a plan of action that provides teachers and counselors support through 

ongoing, sustainable professional development, resources, and flexible building 

initiatives. As a result of these initiatives, the OAR provided permission to allow the 

researcher information to obtain information about how their 2016-2019 strategic vision 

supports teachers and counselors as they implement the ASCA model within their 

professional collaborative learning communities. The OAR supported the study. 

Potential Barriers 

Although the district provides ongoing professional development for educators, 

not all professional developments are mandatory. Potential barriers could include 

educator resistance to change, in addition to a lack of professional development 

attendance. Due to multiple meetings and schedules within a given day or week, finding 

the time for additional professional development is also a challenge for many educators. 
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My intention is to provide professional development through the NVSD’s online 

professional learning system portal (PLSP). As teachers and counselors are free to self-

select professional development sessions, there may be some difficulty encouraging 

teachers and counselors to select specific course offerings. Because my intent is to utilize 

job-embedded district professional development days, this should encourage teacher and 

counselor participation. Furthermore, utilizing the district’s PLSP permits teachers and 

counselors the flexibility and opportunity to access the professional development sessions 

at any time, which will provide additional support. 

Implementation and Timetable 

I will share the findings of this study with the NVSD staff through the creation of 

a PLSP course available for staff members at any time, as well as during a one-day 

professional development session in the annual district-wide NVSD professional 

development during pre-planning. Teachers and counselors have access to the Frontliners 

Professional Development for Teachers and Counselors for the initial session (see 

Appendix), as well as to the PLSP course at any time for the subsequent online sessions. 

Members were provided with job-embedded professional development and collaborative 

time to assist in the completion of the course within the academic school year. The PLSP 

platform served as the enrollment and resource center to assist teachers and counselors in 

collaboration, submission, and completion. The NVSD’s one-day professional 

development session, as well as the PLSP, includes teachers’ comments, ideas, or 

questions with colleagues, in addition to discussing strategies, best practices, 

implementation methods. 
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The goal of this project was to utilize the findings to provide professional 

development opportunities that increase collaborative instructional opportunities, as 

defined by the ASCA model and the NVSD. Teachers and counselors were encouraged to 

participate in the Frontliners Professional Development for Teachers and Counselors 

session during the district’s mandated pre-planning professional development sessions, as 

well as complete the PLSP online sessions throughout the academic school year to 

collaborate and enhance their knowledge and implementation of the ASCANMF. Once 

the sessions were completed, teachers and counselors completed a session evaluation. 

The course evaluation collected the participants’ comments, suggestions, and ideas for 

implementation gained from the course, as well as identified areas needed for further 

support in the future. 

Roles and Responsibilities 

My role as researcher is to share the findings of this study with NVSD’s OAR 

after my study has been approved by Walden Univerisity. My presentation will 

communicate the findings, as well as will offer suggestions and will respond to any 

questions or concerns. Once my study has been approved by Walden University, I plan to 

present the project findings to the OAR, and I will meet with the counseling and teacher 

leadership teams to schedule dates for implementation of the pre-planning and online 

professional development sessions. Once the dates are confirmed, my responsibilities will 

include sending out invitations through the PLSP, a portal that assists teachers and 

counselors in registering for all the Frontliners sessions. I will conduct the initial pre-

planning session in the fall of the 2020-2021 academic school year. Near the end of the 
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initial session, I will ask members to register for the subsequent online sessions they can 

access and complete between October and April of the 2020-2021 academic school year. 

Lastly, when the session ends in April, I will modify or update materials from the 

teachers’ and counselors’ feedback on the forms. 

Project Evaluation  

The evaluation is outcome-based and grounded on the tenets of the constructivist 

approach. The first criterion addressed in the assessment is building new knowledge 

based on previous learning. I will check for this based on reflections from the one-day 

initial professional development session. At the end of the day, participants will give 

feedback on what they have learned, and participants will also share their experiences 

during the workshop as a way to build new forms of action. The second assessment 

criterion is that participants’ learning is actively collaborative, not passive. This will be 

evident from the setting of the professional development session, based on the 

determination of how well the participants take part in the collaborative discussions and 

formulate new responses to identified problems. The session will allow participants to 

collaborate to identify challenges and then work together on probable solutions. The third 

criterion in the evaluation is whether the session is learning-centered, as constructivism 

encourages the development of a learning environment that responds to the learner. The 

participants will fill out an evaluation form that I will use to determine how well the 

session responds to their expectations, as well as the established goals of the session. The 

evaluation is formative, as it will involve the consideration of ongoing feedback through 

the online professional development sessions. Based on their feedback, it is possible to 
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make updates and adjustments to materials to make them more effective in future 

professional developments. 

Implementation Including Social Change 

Local Community 

The findings of this study could enhance teachers’ and counselors’ collaborative 

efforts to implement the precollege curriculum more effectively within the secondary 

setting as they prepare learners to think critically, self-reflect, and gain the skillsets 

needed to acquire college readiness. This andragogical transition is essential for learners 

in the local community as teachers and counselors prepare students for success in the 21st 

century. The demands, protocols, and advancements of the 21st century require ever-

changing skillsets that both teachers and counselors must be comfortable navigating. 

Based on the shift in instructional practices, teachers and counselors, students, parents, 

administrators, and business partners could notice a drastic shift in the classroom 

dynamic. Offering flexible, professional development options can reinforce collaborative 

learning and forge ongoing, sustainable collaborative relationships between teachers and 

counselors, as well as with all stakeholders of the professional learning community. As 

these collaborative relationships develop, all stakeholders involved may likely increase 

their changes to experience enhanced learning as they learn to think critically to develop 

workable, sustainable solutions as learners. 

Far-Reaching 

Student success and achievement begins with teachers and counselors; as a result, 

it is imperative that teachers and counselors receive and participate in professional 
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development sessions to ensure they are prepared to effectively implement the precollege 

curriculum in a way that benefits all learners. This study’s results could also contribute to 

the larger community through the creation of effective and targeted development. The 

Frontliners Professional Development for Teachers and Counselors session could serve 

as a template for the creation of other professional development opportunities throughout 

the district. Teachers and counselors could collaborate with other educators and share 

how their collaborative modes have improved how they implement the precollege 

curriculum, as well as how they can further improve instructional practices. Furthermore, 

the district’s PLSP could be made public and could serve as an online session that allows 

for collaboration and discussion among teachers and counselors across the nation. 

Therefore, this project could potentially impact schools and school systems across the 

country. 

Conclusion 

I created the project based on the data collected from the teacher-counselor 

questionnaire responses and teacher-counselor interviews concerning how they 

collaborate formally and informally to improve the precollege curriculum. I designed the 

project based on current research regarding effective professional development, thus 

ensuring that the sessions were authentic, purposeful, and sustainable. I designed a one-

day, face-to-face initial professional development session to address the development of a 

common language and roles and responsibilities of teachers and counselors, as defined by 

the ASCA model and the NVSD to forge collaborative relationships and generate 
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collaborative solutions to improve their implementation of the precollege curriculum 

through critical thinking, problem-solving and reflection.  

Section 4 will be a series of reflections on the strengths and limitations of the 

project and my analysis as a scholar, practitioner, and project developer. I will address 

recommendations as to how I might approach the project differently. Section 4 will also 

include an analysis section on scholarship, project development and evaluation, and 

leadership and change. 
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Section 4: Reflections and Conclusions 

Introduction 

The purpose of this qualitative case study was to explore how teachers and 

counselors in the NVSD collaborate formally and informally to improve the precollege 

curriculum. In Section 4 I reflect on the study and address leadership and the project’s 

strengths and limitations. I review my role as a scholar, practitioner, and developer. 

Finally, I discuss areas for future research. 

Project Strengths  

The findings provided several positive and impactful outcomes. Throughout the 

study, it was evident that teachers and counselors were collaborating in very limited 

formal ways and less limited informal ways, albeit without a true understanding of each 

other’s roles and responsibilities as understood through the lens of the ASCANMF. 

Through the interview and questionnaire data, it became evident that the participants 

wanted to collaborate effectively, but they encountered serious barriers, such as time to 

collaborate, a proper understanding of the roles and responsibilities both teachers and 

especially counselors play together in implementing the precollege curriculum, and a 

common language of standards that would create the grounds for collaboration regarding 

implementing the precollege curriculum. Based on the questionnaire, interview, and 

research data, I developed a project that will help foster collaborative relationships 

between teachers and counselors as they understand their roles and responsibilities 

regarding the precollege curriculum under the ASCANMF and the CCSS (see Creswell, 

2016; Saldana, 2015). This study may assist school administrators, leadership teams, and 
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educators with collaborative, professional development that is job-embedded, flexible, 

and self-paced, with time for reflection. In this project, I offered teachers and counselors 

a platform for sharing ideas, questions, and reflections. In addition, I provided time for 

them to develop their knowledge, establish common goals and a common language of 

standards, and a chance to continually improve their practice in the classroom (see 

Creswell, 2016). I will implement a professional development program that prompts 

collaboration, discussion, and revision of pedagogical practices. This project has the 

potential to broaden teachers’ and counselors’ professional knowledge, expand their 

modes and frequency of collaboration, and promote a mutual team-based approach for 

implementing the precollege curriculum (DuFour & Reason, 2016). 

Recommendations for Remediation of Limitations 

I designed the project to assist the NVSD teachers and counselors in enhancing 

their understanding and their ability to collaborate, both formally and informally, to 

improve the precollege curriculum. Teachers and counselors are key to ensuring change 

in the form of student success (Alexander & Miller, 2017; Hotchkiss et al., 2016; Stone-

Johnson, 2015); therefore, the success of the project depends on their willingness to 

participate through ongoing, sustainable means. As teachers and counselors are feeling 

overwhelmed with new initiatives, balancing core curriculum, differentiating instruction, 

creating assessments, and large class sizes, their willingness to take part in collaboration 

is greatly diminished due to time constraints and a heavy workload (Hernandez, 2017). 

Because the success of the project relies on the teachers’ and counselors’ willingness to 

participate, the limitation of this project focuses on participation. If teachers and 
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counselors are unwilling to seek opportunities to grow together as effective collaborators, 

they will continue to struggle to find ways to effectively implement the precollege 

curriculum to serve the whole child (ASCA, 2014; Atik & Atik, 2017). As my sample 

size was limited to four counselors and four teachers in the secondary school setting, 

further research may include an increased number of participants across all levels of the 

school systems (i.e., primary, elementary, and middle schools). For further research, I 

recommend exploring participants’ views on professional development formats and 

options that offer greater flexibility to meet the needs of overwhelming time constraints. 

Examining teachers’ and counselors’ ideas, opinions, and needs regarding professional 

development could provide additional data needed to design a more effective professional 

development (DuFour & Reason, 2016; Muijs, 2015). 

Scholarship 

Throughout the study, I developed a deeper understanding of current pedagogical 

and andragogical practices, especially collaboration. I developed an enhanced 

understanding of the nature of and appreciation for the intense challenges educators 

encounter as they attempt to collaborate effectively in the secondary setting (DuFour & 

Reason, 2016). Although I had observed teachers and counselors facing the challenge of 

adjusting their pedagogical practices to become functioning members of professional 

learning communities, I did not fully realize the extent of the challenges teachers and 

counselors face to collaborate in an ongoing, sustainable way through a mutual 

understanding of roles and responsibilities. Through this study, I gained the opportunity 

to conduct research that explored how teachers and counselors collaborated in formal and 
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informal ways in the secondary setting, and as a result, I achieved a fundamental 

understanding of the skills and perspectives required to implement the precollege 

curriculum to prepare learners to succeed in the 21st century (see Hargreaves & 

O’Connor, 2017; Tompkins et al., 2014; U.S. News & World Report, 2017). Through 

investigation and research, I determined that while teachers and counselors are 

collaborating in professional development communities, they often do so in very limited 

ways, with a limited mutual understanding of roles and responsibilities (Durksen et al., 

2017; Garmston & Wellman, 2016). 

Project Development and Evaluation 

Teachers’ and counselors’ ability to address challenges of how to improve and 

implement the precollege curriculum through collaboration has been a strategic goal of 

the district for the past decade (Killion, 2015; Ronfeldt et al., 2015; Zundan-Fraser & 

Bain, 2016). The NVSD has worked diligently to establish a cohesive professional 

learning community in every school throughout the district. The district created their 

2019-2020 Strategic Plan, which promotes stakeholder involvement to promote student 

success through the weekly collaborative teacher team meetings based on key, critical 

questions. The district began their initiative through the implementation of district-wide 

staff professional development days to establish the vision and the mission of teacher 

teams. In the schools, administrators organized teacher teams to engage in weekly 

collaborations to make data-driven decisions to implement instruction. However, with the 

influx of multiple collaborative teams, changing technology, the need for buy-in from 

stakeholders, and an over-crowded schedule, the newly shifted paradigm of professional 
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learning communities produced a need to understand their new roles and responsibilities 

within the context of overlapping standards of the ASCANMF and the CCSS, as well as 

how to accomplish the district’s goals and objectives in a timely manner. 

Throughout the data collection, it was evident that though teachers and counselors 

participated in assigned collaborative teams and formal and informal meetings, their 

collaborations were infrequent. In addition to infrequent collaborations, they revealed a 

limited understanding of their roles and responsibilities around the precollege curriculum 

as prescribed by the ASCANMF, which created a barrier to implementing strategies to 

meet the needs of the whole student in the secondary classroom (Ronfeldt et al., 2015; 

Tam, 2015). Implementing this project will assist teachers and counselors in attaining 

authentic and purposeful professional development, which is necessary to refine their 

understanding of the ASCANMF  and acquiring knowledge through collaboration and 

differentiated professional development while providing time for reflection and 

discussion (Levin, 2015; Mulholland & O’Connor, 2016). 

Leadership and Change 

I have expanded my abilities as an educational leader, and I have enhanced my 

authority and confidence as an advocate for social change and pedagogical practices. This 

project study increased my leadership skills by further developing my ability to articulate 

best collaborative and instructional practices within my own work environment, thus 

influencing others to see their need for more effective collaboration. In addition, this 

study allowed me the chance to encourage further positive social change and lead the way 

by designing and implementing this change through expanded, interprofessional 
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collaborations. Throughout the data collection and research process, I practiced 

articulating best collaborative, instructional practices through networking, corresponding, 

and listening to colleagues’ ideas about collaboration and then engaging in conversations 

about the current state of collaboration in the educational setting and where it can be with 

behavioral and instructional adjustments. During the course of these conversations and 

exchanges, I was able to clarify the need to expand interprofessional collaborative 

relationships to improve the curriculum (Stone & Charles, 2018). Furthermore, to address 

how teachers and counselors can expand their interprofessional collaborations, I designed 

a professional development option focused on the needs and concerns uncovered from the 

findings of the study. The professional development option allows for collaborative 

development between teachers and counselors and for individual, collaborative, and 

organizational growth through the establishment of a common language of standards, 

collective buy-in, and best instructional practices to implement the precollege curriculum 

(see Braun & Okwako-Riekkola, 2018; Meyers, Tobin, Huber, Conway, & Shelvin, 

2015). Through individual academic and professional growth, I was able to identify a 

problem that reaches far beyond my local setting, investigate reasons for and discover 

perspectives about the problem, and design an action plan to address the problem (see 

Meijer, Kuijpers, Boei, Vrieling, & Geijsel, 2017; Salmon, Gregory, Lokuge Dona, & 

Ross, 2015). 

Analysis of Self as Scholar 

As result of this study and its process, I have developed into a refined scholar. 

Through investigation, evaluation, research, and collaboration, I gained an in-depth 
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understanding of the nature of the problem and the process for addressing the problem. 

Because collaboration between teachers and counselors is central to equipping students 

with 21st century skills that enhance their ability to function as global citizens, this 

project study is relevant to both the local educational community and beyond (see 

DuFour & Reason, 2016; Meijer et al., 2017). 

Analysis of Self as Practitioner 

As a practitioner, my role involves understanding the importance of continuing to 

be a life-long learner and an influencer of social change in the educational environment 

and in life. This study has bestowed on me the opportunity to increase my understanding 

of current best collaborative practices as they relate to an ever-changing educational 

profession (see Babione, 2015; DuFour & Reason, 2016). The doctoral capstone 

experience has allowed me the chance to empower myself to continue to grow as a life-

long learner and scholar who embraces challenges and leads the charge for social change 

in the educational setting. 

Analysis of Self as Project Developers 

Implementing positive, ongoing social change is vital to the growth and expansion 

of any educational environment; as a result, this change requires the development of an 

authentic, purposeful, and sustainable project. This doctoral process has taught me much 

about myself as an educator and a project developer (Bond, 2015; Hunzicker, 2018). I 

have gained significant insights and key understandings concerning my strengths and 

weaknesses as a project developer. I realize that I need to continue to grow in my ability 

to accept the comments and ideas of other educators with an open mind and a growth 
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mindset (Heggart, 2015; Sinha, Hanuscin, Rebello, Muslu, & Cheng, 2017). Furthermore, 

I acknowledge my growing ability to articulate best collaborative practices for evolving 

professional learning communities within the secondary setting. Collaborative 

relationships between teachers and counselors can design student success (DuFour & 

Reason, 2016; Stone-Johnson, 2016). I now have an increased passion to lead the way to 

positive social change within my local school setting, as well as within the district and 

beyond, as I encourage educators to refine and expand their collaborative practices.  

The Project’s Impact for Social Change 

In reflection, this project could impact social change at the local school setting 

and beyond by contributing to the limited research on the teacher-counselor collaborative 

relationship. The contribution of further research could allow district leaders, business 

leaders, policy makers, and educators within and beyond the district to increase their 

understanding of supporting the teacher-counselor formal and informal collaboration to 

improve the precollege curriculum to bolster sustainable student achievement. Learning 

in the 21st century requires intensive teacher-counselor collaboration to address evolving 

changes in the global community that demand increased knowledge and acquisition of 

technological, cognitive, behavioral skillsets that teachers and counselors are most suited 

to address within the classroom (Siddiq, Scherer, & Tondeur, 2016; Stone-Johnson, 

2016). 

My goal was to provide a platform for social change in critical thinking, 

instructional practices, and teacher-counselor roles and responsibilities, as seen through 

the ASCA model. I hope that at the conclusion of this project, participants are 
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enlightened, encouraged, and determined to expand the frequency of their formal and 

informal collaborations as they work together to improve and implement the precollege 

curriculum to help student acquire 21st century skills (Alismail & McGuire, 2015; Siddiq 

et al., 2016). This study supplied the educational community with the information needed 

to implement dynamic, flexible collaborative relationships that bolster creative thinking 

and social capital and flexible collaborative modes that allow opportunities to expand 

professional knowledge and to reflect on that knowledge as life-long adult learners 

(Benson, Chehade, Lara, Sayram, & Speer, 2018; Kelly & Cherkowski, 2016). 

Implications, Applications, and Directions for Future Research 

As I only focused on two secondary schools within one school district, there is 

ample opportunity for further research. There has been limited research on how teachers 

and counselors collaborate in formal and informal ways to improve the precollege 

curriculum within the secondary setting (Yin, 2015). Future research should entail how 

teacher and counselor preparation programs prepare preservice teachers and counselors to 

lead and develop collaborative relationships as they continue to explore ways to improve 

and to implement the precollege curriculum as prescribed by the ASCA model and the 

CCSS (Durksen et al., Lopez & Mason, 2017). Research that focuses on preparation and 

professional development will provide additional knowledge on how to effectively 

implement professional learning communities that foster interdisciplinary collaborative 

relationships designed to meet the needs of the whole student (DuFour & Reason, 2016; 

Meyers et al., 2015). This specific study may provide the knowledge needed to design 

flexible professional development options to enhance teachers’ and counselors’ ability to 
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collaborate in formal and informal ways to improve their implementation of the 

precollege curriculum (Stone-Johnson, 2016). 

Conclusion 

I have gained and refined my professional knowledge throughout the process of 

conducting research, collecting data, analyzing findings, and developing the project. 

Specifically, this study has expanded and enhanced my understanding of how to expand 

and build on collaborative relationships with teachers and counselors as we seek to 

improve the precollege curriculum. As a result of this journey, I am now able to define, 

explain, and implement effective professional development with counselors in my local 

educational setting. As a member of the educational profession, I am better equipped to 

lead positive, sustainable social change in implementing effective collaborative best 

practices to encourage consistent implementation of the precollege curriculum within my 

local setting due to a deeper development of critical thinking, problem-solving, and 

creative skills. I have considered and recognized the strengths and limitations of this 

project, and I have provided information about future research to extend the current 

research. I have acquired significant insight about my abilities as researcher, which 

involves a consideration of both my strengths, as well as my weaknesses, throughout my 

doctoral process with Walden University. Thanks to this successful journey, I realize that 

I do have the ability, the courage, the knowledge, the skills, and the persistence to be an 

agent of change within my local setting. 
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Themes and Subthemes 

 

 The table below represents the most frequent themes and subthemes for the 

research findings focused on collaboration between teachers and counselors as adult 

learners. Significant percentages by count ranged between 1.21-2.26%. The length and 

count represent the word frequency of all teacher and counselor participants. 

 

Word Length Count 
Weighted 

Percentage (%) 

collaborations 14 67 2.26 

examples 8 62 2.09 

experiences 11 62 2.09 

learning 8 53 1.78 

teachers 8 49 1.65 

adult 5 48 1.62 

curriculum 10 42 1.41 

college 7 41 1.38 

counselors 10 41 1.38 

use 3 39 1.31 

explain 7 37 1.25 

pre 3 36 1.21 

 

These results represent the highest frequency of key words used by participants. The 

entire word count from the finding shows almost 100 themes and subthemes in NVivo, 

which demonstrates wide-ranging views of both teachers and counselors regarding 

collaboration as adult learners. 
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