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ABSTRACT
TRUST ISSUES: A CASE STUDY OF THE RELATIONSHIP BETWEEN TRUST AND
REFORM IMPLEMENTATION
Courtney Wilson
Old Dominion University
Director: Dr. Jay P. Scribner
Reform creation and implementation tends to focus on the mechanics needed to ensure
intended outcomes are achieved. School relationships are affected by the tension caused by
reform implementation. Research suggests trust among teachers and between teachers and their
administrator affects the way teachers make sense of, implement, and use new reform efforts.
Given the demands reforms place on schools, trust has the potential to impact and encourage the
implementation of reform and the maintenance of relationships. A qualitative case study method
was used to decipher the impact trust plays in the implementation of reform. The concept of
trust is used to explore and examine the experiences of one administrator and eight teachers.
Interviews were conducted and transcribed. Transcriptions were coded, and recurring concepts,
ideas, and themes were collected using a database. An analysis of the data revealed successful
implementation was underscored by positive relationships with high levels of trust among
teachers. Data also illuminated the value of relationships between teachers and their
administrator to buy-in and the completion of tasks associated with reforms. Familiarity, risk,
and vulnerability were found to be deciding factors in the maintenance of trust, relationships, and
reform implementation. Study findings add to the current knowledge and literature regarding the
importance of trust throughout the implementation of reform.
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CHAPTER I
INTRODUCTION
Oftentimes, the development of reform focuses on the mechanisms needed to ensure that
the reform will maximize the intended outcomes or changes. How to best craft and implement
reform efforts addressing school accountability is an important aspect of any change initiative.
Inherent in the expected implementation of reform efforts is the tension, or lack thereof, in the
relationship between teachers and administrators. Research suggests that trust affects the manner
in which people make sense of and interpret reform efforts (Louis, 2007; Louis et al., 2008;
Moye, Henkin, & Egley, 2005). Absent in the development of reform is consideration of the
conditions needed to maintain the relationships among those having to implement reform and
how relationships may affect implementation and implantation. One important characteristic of
teacher-administrator relationship is the concept and presence of trust. Current research
identifies trust as an important factor in the effectiveness of a school, especially in terms of the
trust between the teacher and their administrator. Trust is the basis for social interactions and is
a necessary element in situations and interactions that require cooperation and the
implementation of change (Louis, 2007). This study will specifically investigate the role trust
plays in the implementation of reform at the school level. I seek to understand the relationship
between trust and education reform implementations that are passed down from a district and are
put in place via school administrators. Reform is created and implemented in response to
increased demands for student academic success. In terms of the demands placed on school
leaders Barlin (2016) stated “many K-12 leaders themselves have been inculcated into
environments that overemphasize outcomes and de-emphasize school culture” (para. 8). When
new reforms are implemented, trust has the ability to impact the vigor with which reforms are
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implemented and maintained. A focus on outcomes has overshadowed attention to the
relationships of those having to do the work of implementing change reform and increases the
potential for tension between teachers and administrators (Baker, McGaw, & Peterson, 2010).
With that known, there is little research that examines the implementation and implantation of
reform coupled with teacher-administrator trust. This study is designed to examine the manner
in which trust or lack thereof, impacts reform implementation. From the perspective of
administrators and teachers this study also seeks to investigate how, if at all, administrators use
trust to encourage reform implementation at the building level. Results will contribute to the
overall literature regarding teacher-administrator trust and reform development. I intend to
conduct a qualitative study to investigate the experiences of teachers and administrators during a
change effort within a school district.
STATEMENT OF PROBLEM
The field of education has seen an increase in the focus on accountability as a means to
demonstrate improvement in the academic achievement of all students. This focus on
accountability stems from what the Spellings (2008) reported as a need to educate more students
at higher levels in response to the demands of the global economy in conjunction with
demographic shifts. In order to meet this challenge school districts have changed the way in
which they create and distribute standards-based reform (Darling-Hammond, 2004). These
reforms are then passed down to school leaders for implementation. Though school leaders play
an important role in the implementation of building level reform efforts and school effectiveness
(Hallinger, Murphy, & Hausman, 1992), current research identifies trust as an important factor in
the effectiveness of a school. Bryk and Schneider (2002) stated that social trust is a core
“resource for school improvement” (p. 10). Understanding that trust can function as the key
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characteristic of improvement, there must be a bridge established that supports both the
importance of the role of the school leader as a key to reform implementation and the presence of
teacher-administrator and teacher-teacher trust. This is especially true as the trust between
teachers and principals and among teachers is challenged by the demand for expeditious change
(Garcia & Weiss, 2019). Studies account for a leader’s ability to create and maintain trust
among staff, but do not detail the manner by which a leader fosters relationships as a means to
aid others in accepting change (Louis, 2007). The purpose of this study is to investigate the role
trust plays in the implementation of reform as experienced by administrators and teachers.
PURPOSE AND RESEARCH QUESTIONS
The purpose of this study is to investigate the role trust plays in the implementation of
reform as experienced by administrators and teachers. Specifically, this will explore the manner
in which trust between teachers and administrators and among teachers informs the
implementation and implantation of the Response to Intervention (RTI) database within
Aquillard Public Schools.
The following research questions of this study include:
1. How and in what ways does trust manifest itself in within schools as it relates to
Response to Intervention (RTI)?
2. To what extent does the potential difference in trust affect the implementation of the RTI
database?
3. What factors contribute to the overall quality of the implementation of the RTI database?
4. How is the RTI database facilitated in spaces where trust does not exist?

SIGNIFICANCE OF STUDY
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Though reforms are developed at the district level, it is the responsibility of school
leaders to ensure that these reforms are implemented as outlined. What districts do not take into
consideration are the possible effects implementing continuous reform can have on the
relationships and trust established between administrators and their staff. Knowing the potential
ramifications of building, maintaining, or straining any trust that has been established between
administrators and teachers and among teachers within a building is helpful to district leaders.
This understanding enables district leaders to make more informed decisions when determining
the manner in which they will instruct leaders to enact reform. When particular expectations
and/or outcomes are required, reform efforts are enacted as a means to achieve desired results.
Throughout the change process varying factors affect the outcome of the reform effort. Through
this study greater attention will be paid to the established relationship between teachers and
administrators and among teachers in relation to RTI. This has the potential to improve the
implementation of reform efforts while also enabling administrators to maintain positive staff
relationships.
ORGANIZATION OF STUDY
This qualitative case study will analyze a sample of elementary school teachers and
school administrators that have experienced a particular reform within a school district. In
Chapter I, I will situate the problem to include relevant concerns regarding reform
implementation, provide the purpose of my study and research questions that will direct my
study, and a synopsis of the manner in which the study will contribute to the field of education.
Chapter II will provide an overview of the literature related to accountability, accountability
reform, and the concept of trust. In Chapter III, I will detail the design and methods of my study
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to include data collection and data analysis. Chapter IV will present my findings, and Chapter V
will present a discussion regarding the significance of my findings, implications, and a summary.

6

CHAPTER II
REVIEW OF THE LITERATURE
This literature review will lay out an overview of reform implementation as seen through
the concept of trust. In order to present the literature review, I must first explore the changes that
have occurred in the delivery of education in American schools in terms of student achievement.
This chapter will delve into the creation and implementation of accountability-driven reform
efforts that have shaped the manner in which change is assessed in terms of student learning. It
is also essential to focus on trust and how the research says trust manifests itself in relationships.
Further exploration of trust will identify and examine the major themes that are most influential
and impactful in its development. By focusing on research that speaks to the purpose of my
study, this literature review will provide a frame for the research as a means to investigate the
change process within a district and the role that trust plays in the implementation of the change
process. I begin with a discussion about the history and current state of accountability. Next, I
introduce the concept of trust in general. An exploration of trust and its role in the effectiveness
of organizations follows. I then discuss trust in an educational context to include school
leadership. Lastly, I discuss the role that trust plays in the successful implementation of reform.
A HISTORY OF ACCOUNTABILITY-DRIVEN REFORM
The field of education is currently in a climate centered on accountability. Current
accountability standards use indicators of achievement as a measure of the quality of student
learning. As a concept, accountability is broad and can be addressed in a number of ways (Figlio
& Loeb, 2011). Linn (2003) stated “accountability, as mandated in federal and state legislation,
is intended to improve the quality of education for all students” (p. 3). Federal accountability
measures hold schools responsible for ensuring the perceived academic growth of students based
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on their performance on various accountability checkpoints. Honig (2006) asserted, “school
systems are now held accountable for demonstrable improvements in the academic achievement
of all students in ways barely imaginable just 20 years ago” (p. 1). Linn (2008) argued that both
testing and accountability have been key contributing factors in many of the reform efforts
developed during the last 50 years. To this extent, accountability expectations have changed
how districts react to policies and have altered the manner in which they develop, implement,
and track reform efforts.
History of Accountability
The 1957 Russian launch of the Sputnik satellite is said to be one of the defining events
that led to the nation-wide creation and adoption of accountability standards. This launch was a
visual representation that countries were making strides in math, science, technology, and
economics that the U.S. had not yet made. As a result, Congress enacted the National Defense
Education Act of 1958 (PL 85-864) that called for “the fullest development of the mental
resources and technical skills of… young men and women” as a means to address the perceived
emergency caused by the launch (Flynn, p. 53, 1995). This emergency was shrouded in pressure
to remain in the forefront of global competition. There was, and arguably still remains, the belief
that if the United States does not better prepare students for the world, the country will lose its
status in the global economy (Flynn, 1995).
Initial improvement efforts were a direct response to policymakers fears that students
were educationally falling behind those in other countries. Bachrach (1990) recognized this
initial wave as an intensification of what were current practices that were aimed at challenging
students. In August of 1981, then Secretary of Education, Honorable T. H. Bell, created the
National Commission on Excellence in Education and tasked them with researching and
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presenting findings on the quality of education in the United States (U.S. Department of
Education, 1983). Linn (2008) stated that the resulting report, A Nation at Risk, “marked the
beginning of a turning point in educational testing and accountability” (p. 5). The report’s
findings revealed, “about 13 percent of 17-year olds were functionally illiterate, SAT scores
were dropping, and students needed an increased array of remedial courses in college” (U.S.
Department of Education, 2008, p. 1). Taking aim at leaders in education, administrators, and
the public, the Commission accused the group of losing sight of the basic purpose of schooling,
to include high expectations and the effort needed to attain and maintain them (U.S. Department
of Education, 2008). The Commission recommended changes in five areas: content, standards
and expectations, time, teaching, and leadership and fiscal support (Conti, Ellasser, & Griffin,
2000). Conti’s et al., (2000) report outlined the following charges:
1. Assessing the quality of teaching and learning in public and private schools, colleges,
and universities,
2. Comparing American schools and colleges with those of other advanced nations,
3. Studying the relationship between college admissions requirements and student
achievement,
4. Assessing the degree to which major social and educational changes have affected
student achievement,
5. Identifying educational programs which result in notable student success in college,
6. Defining problems which must be faced and overcome as a means to successfully
pursue excellence in education.
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What followed the expectations set outlined in A Nation At Risk was a nation-wide overhaul in
the evaluation of teaching and learning in the United States (Linn, 2008). Standards-based
learning quickly came to the forefront of American education.
Standards-Based Accountability Reform
Standards-based learning has become a mainstay in the field of education. Early reform
initiatives were created under the belief that schools had become lax and that there was a need
for tighter educational standards and holding schools accountable for student learning outcomes
(Hallinger, Murphy, & Hausman, 1992). These standards have been written as a means to assess
the quality and rigor of student learning. This assessment of rigor and quality is necessary due to
what the U.S. Department of Education (2008) characterizes as a rise in the demands of our
global economy and shift in demographics. In order to meet these growing demands, states
develop, implement, and assess learning standards. In terms of learning standards, the U.S.
Department of Education (2008) stated the following:
states developed content standards and tests that allow us to know how well our students
are doing. State and local academic standards and standards-based testing began in the
1980s and 1990s, and federal legislation required that states receiving federal aid for
education have such academic standards and tests in certain grades (p. 3).
The standards-based movement was championed by the Bush administration’s education
initiative that was detailed in the Goals 2000: Educate America Act which was characterized by
standards, student performance expectations, and standards-based assessments (Linn, 2008). On
a fundamental level, Goals 2000 provided grant funds to states to assist with the development of
standards and standards-based assessments (Superfine, 2005). Such an emphasis on standards
was further reinforced by the requirements set in Title I evaluations that were put in place by the
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Elementary and Secondary Education Act (ESEA) (Linn, 2008). Additionally, the No Child Left
Behind Act of 2001 (NCLB 2001) extended the number grades to be tested and reinforced the
accountability attached to test scores (U.S. Department of Education, 2008). As a result of
NCLB 2001, there is now a wealth of annual test score data in reading and math from grades
three through eight and high school (U.S. Department of Education, 2008). This data provides a
detailed picture of annual student achievement in reading and math which enables those in
education to readily see how various subgroups are performing (U.S. Department of Education,
2008).
The Current Climate of Accountability
The culture of accountability has fostered an environment where reform efforts are
expected to hold teachers and administrators responsible for student achievement, avoiding
accountability sanctions, and improving student outcomes (Lee, 2014). In order to meet these
expectations educators are consistently crowded with district-level mandates, assessments, and
reform efforts that may, at times, present conflicting priorities at the building level (Russell,
2013). Bryk (2018) believed that such conflict could limit the engagement with given reform
that is necessary to improve learning. It is the duty of the administrator to interpret reform
effort’s expectations and to disseminate it to the staff who will do the bulk of implementation.
This interpretation is vital as Seashore, Louis, Febey, and Shroeder (2005) posits that “when
teachers and/or administrators are tasked with implementing new reforms, their interpretation of
it will determine whether or not they engage in significant change, incremental change, or
resistance” (p. 178). It is during this time that it is import for principals must build and sustain
relationships with teachers (DiPaola & Hoy, 2014). It is the principal’s behavior that may be
fundamental to teachers’ perceptions and behaviors when implementing reform (DiPaola & Hoy,
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2014; Lee, 2014). At this juncture, the presence or absence of trust among teachers and principal
may have an even more intense effect on the manner in which reform efforts are implemented.
RESPONSE TO INTERVENTION (RTI)
In order to meet the demands of federal laws and accountability expectations many
districts use Response to Intervention (RTI) as a means to monitor, implement, and report
instructional and behavioral interventions for students (Barnett, Daly, Jones, & Lentz, 2004).
Response to Intervention is defined as a problem-solving and data-driven process that allows
users to continuously assess student achievement and use assessment data to provide data-based
instruction along a system of tiered support (Castro-Villarreal, Rodriguez, & Moore, 2014;
Fletcher & Vaughn, 2009). The main goal of RTI models is a proactive approach to the
academic and behavioral needs of students through the use of instruction and interventions
(Berkeley, Bender, Peaster, & Saunders, 2009; Fletcher & Vaughn, 2009). This is especially true
in terms of its use in providing early intervention to all children at risk for school failure (Fuchs
& Fuchs, 2006). Castro-Villarreal et al., (2014) stated that RTI models are “based on a researchbased core curriculum, regular benchmark assessment for all students, clear criterion to identify
students in need of additional instructional and behavioral supports, and efficient methods for
providing such supports” (p. 104).
There are several characteristics common across RTI models. Each RTI model includes a
tiered system for students based on predetermined success criteria. Castro-Villarreal et al.
(2014) characterized each of the three tiers as follows:
tier 1 includes evidence-based instruction delivered with high fidelity to all students who
need additional assistance. Tier 2 provides students additional support and more frequent
progress monitoring in areas where they demonstrate risk or limited response to Tier 1
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instruction. Tier 3 utilizes individualized, intense instruction for students whose needs
are not fully met at Tier 1 or Tier 2. Sometimes, special education is included within the
third tier… (p. 104)
Tiering is dependent upon student performance and can change depending upon a student’s
instructional performance (Fletcher & Vaugh, 2009).
Response to Intervention models implement interventions that are based on data. Klinger
and Edwards (2006) stated that “fundamental to the notion of the RTI model is that instructional
practices or interventions at each level should be based on scientific evidence about what works”
(p. 108). These interventions and practices are based upon the identification of students through
the use of some form of a common screening tool that targets students who are or are not
struggling to learn (Jenkins & Hudson, 2007). The main components of an RTI model include
high-quality classroom instruction, universal screening in some form, ongoing progress
monitoring, evidence-based interventions, and fidelity of instructional interventions (Berkeley, et
al., 2009; Bradley, Danielson, & Doolittle, 2005).
General education teachers hold the primary responsibility for all aspects of instruction,
progress monitoring, and student movement through tiers (Mastropieri & Scruggs, 2005). The
implementation of any RTI model is dependent upon a certain level of replication and integrity.
Nellis (2012) stated “intervention integrity is critical in an RTI model and should address the
quality of the provided interventions (p. 251). In order to maintain such integrity, there are two
general RTI approaches: problem solving and standard protocol models. Each model has its
defining characteristics that differentiate it from others, though there is no evidence that one is
more effective than the other.

13

The problem-solving RTI model addresses student deficits through the implementation of
research-based intervention that is individualized per student (Berkeley et al., 2009). Fuchs and
Fuchs (2006) believed that the process of the problem-solving model is as follows, “practitioners
determine the magnitude of the problem, analyze its causes, design a goal-directed intervention,
conduct it as planned, monitor student progress, modify the intervention as needed, and evaluate
its effectiveness and plot future actions” (p. 95). This is done through a shared decision-making
team who meets to discuss the student and reconvenes after some period of time to determine if
interventions have proven effective or other interventions need to be put in place (Reschly &
Tilly, 2009).
Standard protocol RTI models group students by difficulty and are given research-based
interventions that are unique to that group’s difficulties (Berkeley et al., 2009). As students do
not meet assessment benchmarks, interventions become increasingly intense and individualized
(Fletcher & Vaughn, 2009). Instruction is delivered in a manner that increases in intensity and
differentiation based upon the student’s response to the given instruction (Fletcher & Vaughn,
2009). Though both the problem-solving and standardized protocol models differ in how they
are formed, both require the implementation of data-based interventions and the monitoring of
student progress. Implementing such a model across districts requires collaboration among
teachers and administrators within a building. It is here that trust may become a key factor in the
implementation of RTI.
TRUST AS A CONCEPT
In terms of organizations trust is an elusive concept that has a number of definitions and
applications. Currently, there is no universal definition of trust that has been accepted by
scholars across all disciplines (Rousseau, Sitkin, Burt, & Camerer, 1998). Research views the
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concept of trust as a wholly general and unspecified idea (Luhmann, 2000). Each definition of
trust is characterized by the varying aspects of the respective discipline. Rousseau et al., (1998)
believed that “disciplinary differences characterizing traditional treatments of trust suggest that
inherent conflicts and divergent assumptions are at work” (p. 393). For instance, the
characteristics of a trust definition in the field of psychology will differ from that in economics
because the disciplines operationalize the concept from two very different focal points. Each
definition is based upon the overarching “needs” of the discipline.
As a profession, education makes use of the manner in which various disciplines define
trust a means to focus its understanding and implementation of the concept. Economists
interpret trust in terms of calculative risk and gains (Luhmann, 2000). Here, trust is a certain
level of probability in which one agent assesses another’s willingness to perform a particular
action (Williamson, 1993). Williamson (1993) explained that willingness to trust is dependent
upon the probability that the action performed will be gainful to the extent that risking possible
detriment is understood and acceptable. Sociologists view trust in terms of the personal
relationships established among people and entities. Research in this field suggests that a lack of
a relationship makes trust impossible and hinders potential gains (Granovetter, 1985). Research
in psychology frames trust in terms of behavior and social environment (Deutsch, 1958;
Rousseau et al., 1998). Throughout the literature in psychology there are numerous references to
behaviors in relationships. With this knowledge, it is difficult to funnel down to one universal
definition of the concept of trust that is readily applicable across disciplines. Therefore, it is
more useful for education as a profession to look at the common aspects central to each
definition of the concept of trust rather than to try and apply one or a set of definitions.
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Conditions of Trust
Based upon the research presented in the literature review, I have synthesized my
research into four themes that characterize trust: familiarity, confidence, interdependence, and
risk.
Familiarity and Confidence. Research states that both familiarity and confidence are
key components of trust in a person, group, or entity (Baier, 1985; Luhmann, 2000). The first,
familiarity, is unavoidable. Just mere interactions with people and entities makes one familiar.
Confidence speaks to the cognitive decision to trust (Luhmann, 2000). Both familiarity and
confidence lead to the risking trust in order to problem solve (Luhmann, 2000). Therefore, it
must be acknowledged that the conditions of both familiarity and confidence and their limits
affect the conditions under which one trusts. As a result, the presence of trust has the ability to
impact and encourage change implementation and implantation in a manner that is more
impactful and permanent (Baier, 1985; Luhmann, 2000).
Trust is a fluid concept that can go from familiarity to confidence to trust and back. Trust
is subjective and, therefore, is given or taken based on the interactions of the trustor and the
person, group, or entity being trusted (Luhmann, 2000). These interactions make way for some
semblance of familiarity. Both familiarity and trust determine the degree to which another trusts
a trusted person (Luhmann, 2000). Trust has to be formed in a familiar environment. Changes
to the familiar environment may impact the possibility of developing trust among people
(Luhmann, 2000). Dasgupta (2000) stated, “for trust to be developed between individuals they
must have repeated encounters, and they must have some memory of previous experiences” (p.
7).
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As conditions change over social evolution, and the number of encounters increase,
familiarity may lead to confidence. Both trust and confidence refer to expectations that may lead
disappointment (Luhmann, 2000). This reasonable trust requires good grounds for confidence in
a person, or at minimum no reason to expect ill will of them (Luhmann, 2000). Familiarity,
confidence, and trust depend on one another and are also capable of replacing each other,
dependent upon changes in social circumstances (Baier, 1985; Luhmann, 2000). Trust,
therefore, is dependent upon the presence or absence of both familiarity and confidence.
Risk as a Condition of Trust. Trust is dependent upon risk. That is, while confidence
and familiarity may be confused with trust, there must be an extreme risk present in order for
trust to be present. Across disciplines risk is considered an essential condition of trust (Rousseau
et al., 1998). Rousseau et al., (1998) posits that “the path-dependent connection between trust
and risk taking arises from a reciprocal relationship: risk creates opportunity for trust, which
leads to risk taking” (p. 395). People take risks when they perceive that potential gains outweigh
potential losses (Deutsch, 1958). Trust is “only possible in a situation where the possible
damage may be greater than the advantage [sought]… it’s only required if a bad outcome would
make you regret your action” (Luhmann, 2000, p. 96). In what Kreps, Milgrom, Roberts, and
Wilson (1982) refers to as the Prisoners’ Dilemma game, once one party decides to trust another
it is up to the trusted party to either take advantage of that party or not. Trust involves both risk
and a willingness to be vulnerable to the possibility that the other person may not fulfill the
expectations held by the person doing the trusting (Moye et al., 2004).
A continuous cycle of trust is characterized by an arrangement in which all parties are
respected. This risk depends on a cycle of action and inaction on behalf of the person doing the
trusting, making it what Williamson (1993) referred to as “self-enforcing” (p. 466). This cycle
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of trust-risk-trust-risk “represents a re-entry of the difference between controllable and
uncontrollable in the controllable” (Luhmann, 2000, p. 98). It requires the person doing the
trusting to understand that there could be serious negative consequences as a result of their trust
and the acceptance of potential pitfalls. Williamson (1993) stated “trust is warranted when the
expected gain from placing oneself at risk to another is positive, but not otherwise… the decision
to accept such risk is taken to imply trust” (p. 463). This is dependent upon one’s willingness to
be vulnerable and accept the potential for betrayal. This trust results in a position that makes one
far more vulnerable than if they were strangers (Granovetter, 1985). This vulnerability leads to
dependence upon another in terms of maintaining the trust relationship.
Interdependence. Interdependence is an essential condition of trust. As no one person is
self-sufficient, trust must be given to others with the things that are of some level of importance
(Baier, 1986; Hupcey, Penrod, Morse, & Mitcham, 2001). Trust emerges from the identification
of a need that cannot be met without the assistance of another and some assessment of the risk
involved in relying on the other to meet this need (Luhmann, 2000). Of the relationship between
trust and interdependence, Rousseau et al. (1998) stated that, “although risk and interdependence
are required for trust to emerge, the nature of risk and trust changes as interdependence
increases. Degrees of interdependence actually alter the form trust may take…” (p. 395). This
trust is limited to the area of need and is subject to covert and overt testing (Luhmann, 2000).
Not only is someone being trusted with something, but they are also being trusted based on their
ability to make decisions regarding the thing with which they are being trusted. This
discretionary responsibility means that trusted people have the potential to fail to act as they
were trusted with taking on the care of more than they have been entrusted with (Luhmann,
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2000). Such discretionary responsibility can impact the trust relationship in the event that the
person being trusted turns out to be an ill-fitting choice.
Consequences of Trusting
Trusting the “wrong” person or entity can prove to be detrimental to the trust
relationship. This varies per person as one can be trusted for some things, but not necessarily all
things. Negative trust comes into play when a trustor trusts the wrong people or entity with the
wrong thing(s). There are instances in trust where what the trustor cares about is in direct
conflict with the values and/or expectations of the person being trusted. Though trust among
people or an entity is dependent upon the stability of the relationship, an untrustworthy trusted
person may have the ability to mask their deceit. In terms of the stability of relationships of this
kind Baier (1986) stated the following:
the stability of the relationship will depend on the trusted’s skill in cover-up activities, or
on the truster’s evident threat advantage, or a combination of these. Should the
untrustworthy trusted person not merely have skill in concealment of her breaches of trust
but skill in directing them toward increasing her own power and increasing her ability to
evade or protect herself against the truster’s attempted vengeance, then that will
destabilize the relation, as also would frequent recourse by the truster to punitive
measures against the trusted (p. 255).
The trustor may rely on the power they have over the trusted person as a means to keep the trust
relationship going. Additionally, an untrustworthy trusted person may take advantage of the
trust bestowed upon them through the use of morally corrupt means. When this occurs, the
relationship is what Baier (1986) referred to as “morally corrupt” (p. 255). The relationship
becomes immoral in the manner that either party relies on characteristics or qualities in the other
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that weaken the relationship if those qualities became known (Baier, 1986). In sum, the concept
of trust is a vital piece in all relationships.
Trust is such a fluid concept that there are a number of ways in which it is defined.
Common among numerous definitions are the conditions of risk, familiarity, confidence, and
interdependence. There are also consequences with trusting the wrong people with the wrong
things. Knowing this allows the concept to be better situated in terms of exploring it presence in
the relationship within organizations. Additionally, it enables an understanding of how the
concept of trust manifests itself in and affects the running of organizations.
Trust Relationships in Organization and Education
Complex organizations continue to look for ways to extend the parameters of trust in
relationships as a means to encourage collaboration among employees (Moye et al., 2004). This
is important, as both the organization and the individual are dependent upon one another to
achieve set goals. Tschannen-Moran (2000) stated, “in organizations with a high level of trust,
participants are more comfortable and are able to invest their energies in contributing to
organizational goals rather than self-protection” (p. 313). Bryk and Schneider (2002) and Dirks
(2002) deduce from recent studies that trust in leaders serves as both a determinant for
organizational performance and a product or organizational performance. The interdependence
between organization and individual is an important factor in both the attainment of set goals as
well as the tone of the work environment.
Trust is a contributing factor in a positive working environment that can be characterized
by honest and supportive relationships (Moye et al., 2004). Edmonson (2004) believed that trust
among colleagues contributes to psychological safety which leads to an individual’s perceptions
about the consequences of risk-taking in their work environment. Uline, Miller, and Tschannen-
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Moran (1998) found that the key to a healthy school climate is trust which ultimately allows
schools to be effective. Relationships within an organization are continuous as individuals relate
to similar networks of people, and there is incentive to behave in ways that are trustworthy,
develop trustworthiness, and bolster benefits of trusting relationships (Hoy & Tschannen-Moran,
1999). Mayer, Davis, and Schoorman (1995) suggested that trust is the
willingness of a party to be vulnerable to the actions of another party based on the
expectation that the other will perform a particular action important to the trustor,
irrespective of the ability to monitor or control the other party (p. 712).
All parties in a relationship have an impression about and expectations of the obligations
associated with their respective role and hold expectations about the obligations of the other
parties (Maele & Houtte, 2009).
Trust is necessary for consistent, cohesive, and productive relationships in organizations
(Hoy & Tschannen-Moran, 1999). Tschannen-Moran and Hoy (2000) described that individuals
who trust others are “more likely to disclose accurate, relevant, and complete data about issues
(p. 581). Zand (1971) explained that trust allows individuals within their communities to be
unified and maintain cohesiveness. As trust is an influence in the willingness to be collaborative,
trust has an important role in the running and effectiveness of organizations.
The Importance and Impact of Trust in Organizations
The concept of trust is inherent in the day-to-day interactions among staff members and
plays a key role in the daily success of an organization. Organizational trust can be defined as
the “expectations individuals have about networks of organizational relationships and behaviors”
(Shockley-Zalabak, Ellis, & Winograd, 2000, p. 37). Shockley-Zalabak’s et al., (2000)
definition speaks to the role that trust plays on behalf of those doing the work and who are most
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responsible for organizational outcomes. Trust is identified as one of the underlying components
of a well-functioning organization (Moye et al., 2004). Trust may positively influence the
“attitudes, perceptions, behaviors, and performance outcomes of organizational members”
(Maele & Houte, 2009, p. 559). Trust acts in a way that reduces uncertainty, increases
confidence that the expectations held of others will be met, and maintains order (Hoy &
Tschannen-Moran, 1999, p. 185). The attitudes and relationships of those doing the work within
the organization set the boundaries for collaboration, especially in multi-tiered organizations.
Tschannen-Moran (2000) stated, “although collaborative processes are increasingly called for as
a part of reform efforts in schools, these processes will not come about in an authentic form if the
people involved do not trust one another” (p. 314). Tschannen-Moran (2000) posits that
collaboration and trust are reciprocal processes; they depend upon and foster one another.
Collaboration takes place between autonomous partners who choose whether or not to
participate, therefore, it is unlikely that collaboration will develop without at least a
measure of trust (p. 315).
Trust manifests itself in ways that affect the overall function of an institution.
Role of Trust in Successful Reform Implementation
With the goal of rapidly improving student achievement, reform efforts do not dictate
strategies for how schools can implement reform from the viewpoint of those having to
implement said policy. It should be taken into account that trust can affect the way in which
reforms are enacted. Hoy, Tartar, and Witkoskie (1992) explained trust is directly correlated to
student achievement as the absence of trust leads to low academic achievement. Friedman
(1991) also linked low levels of trust to high levels of teacher burnout. Moreover, Hoy and
Tschannen-Moran (1999) show a correlation between low trust and limited parent collaboration.
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It is vital that trust be established prior to attempting to enact reform efforts in order to ensure a
stable environment for change. Louis (2007) stated the following as it relates to the
establishment of trust
a reservoir of trust, nurtured before or early in the change process can be an important
resource. This is particularly true where sensitive issues that directly affect individual
teachers, such as assessment criteria and procedures or changing the school schedule, are
addressed (p. 18).
Having a reservoir of trust permits leaders to ask for the implementation of reform efforts
without causing suspicious resistance (Louis, 2007).
Contrary to improvement reform, literature suggests that planned change has a negative
impact on institutional trust because it hinders the underestimated pieces of the organization's
daily functioning (Barnard, 1938; Sitkin and Stickel, 1996). This finding further reinforces the
need for leaders to build and sustain trust as a means to sustain effective reform (Louis, 2006).
In Hargreaves’ (2002) study, teachers experienced betrayal with administration. The author
found that
they seem to deal with betrayal by evading interaction with those who have betrayed
them, or who might betray them in the future. Fewer interactions mean fewer
opportunities for professional learning and lessened chances of school improvement.
Betrayal is the emotional enemy of improvement (p. 405).
Violations of trust may derail previously docile environments (Louis, 2007). Trust is a vital
element in all human learning, cooperation, school effectiveness, and in developing
organizational cultures (Hoy & Tschannen-Moran, 1999). If the adults operating a school lack
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trust among themselves there can be a negative effect on their ability and willingness to take
risks. Without trust, schools are hampered from making necessary progress (Barlin, 2016).
Teacher-Administrator Trust
Trust is an element of organizational culture that is vital and oftentimes overlooked by
administrators (Louis, 2007). As a school leader it is easy to make student academic
achievement a priority to the point that those most responsible for student learning are not
considered. Those leaders that do take relationships into consideration may use the relationships
built as a means to bolster collaboration and goal attainment. Mishra (1996) argued that trust is
key because it makes collaboration possible and encourages communication needed to adapt to
uncertain situations. Current research outlines leaders’ ability to develop and maintain trust
among staff, however, they do not outline the ways in which this trust can be leveraged to ad in
the acceptance in change (Louis, 2007).
Literature suggests that accountability driven reform creates an environment that requires
a certain level of trust between teachers and administrators. Louis (2007) stated the following
the relationship between administrators and teachers has, in the past, been based on the
understanding that administrators would buffer the ‘core technology’ of the classroom
from unreasonable interference by outsiders who do not have the knowledge and
technical expertise to understand the teaching and learning process… Teachers had the
reciprocal responsibility of doing an adequate job so not to cause administrators any
additional trouble… This traditional ecology of the administrator-teacher relationship is
inherently challenged by the need to rapidly respond to demands for change (p. 2).
It is in times of duress due to reform pressure that the relationship between teachers and
administrators is tested. The extent to which this relationship is affected by pressure to provide
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academic results is unknown. What is known is that the trust relationship is needed to promote
and maintain change efforts.
Bryk and Schneider (2002) take the position that though varying levels of trust can
characterize an entire school, as they found that schools who scored high in trust, teachers still
had less trusting relationships with their administration. Butz, Dietz, and Konovsky (2001)
found that the actions and character of a supervisor is how their employees’ view their level of
trustworthiness. A teacher’s trust in their administrator is based on interpersonal behaviors and
the administrator’s competence and reliability in both initiating and orchestrating change (Louis,
2007). Louis (2006) explained that this means teachers are more likely to take a cynical stance
in terms of administrator-initiated reform. Hargreaves (2002) found that the absence, lack, and
loss of trust between administrators and teachers weaken reform efforts within schools. The
implementation, implantation, and maintenance of change efforts is highly affected by the initial
response of the staff responsible for its implementation. When trust is absent, or distrust
characterizes the relationship, there are numerous possible negative impacts that could affect the
manner in which change reforms are carried out.
Distrust can have a number of effects on the presence of trust and on organizations.
Distrust has the potential to change the actions of those that the lack of trust most impacts. The
presence of distrust is costly and causes people to feel compelled to engage in self-protection
behaviors that guard against the opportunistic behaviors of others (Hoy & Tschannen-Moran,
1999). Tyler and Kramer (1996) found that when one is betrayed that they are extremely careful
about taking risks, and will protect themselves at all costs due to the absence of trust. It also
affects interactions among otherwise trusting people or groups. Individuals that would otherwise
be collaborative become more intrinsic and secluded. Distrust undermines cooperation (Hoy &

25

Tschannen-Moran, 1999) that may be needed to reach organizational goals, can impair
organizational effectiveness, and is likely to have a deleterious effect on communication
(Tschannen-Moran, 2000).
SUMMARY
With the increase in focus on accountability in the field of education, districts continue to
develop methods through which they can increase and maintain student achievement. Reform
implementation requires the collaboration and cooperation of all involved. Though school
leaders play a vital role in the implementation of reform efforts and the overall effectiveness of a
school, current research recognizes trust as a key to the effectiveness of reform and student
achievement. Evidence states that reforms driven by accountability standards require trust
among teachers and administrators. Studies detail the manner in which leaders can build and
maintain trust, but do not speak to how leaders can use these relationships to their advantage in
terms of reform implementation and implantation. Additionally, studies do not speak to the
affect rapid reform can have on teacher-administrator and teacher-teacher relationships.
Trust is necessary as it is the basis for social interaction and is especially essential in situations
that require any form of cooperation and collaboration. Framing this study with the concept of
trust enables the exploration of teacher-administrator and teacher-teacher relationships and the
manner in which they affect the fidelity of implementation. It highlights the four themes of risk,
familiarity, confidence, and interdependence that characterize trust. Though the literature details
the importance of these characteristics, there continues to be a lack of emphasis on how these
characteristics can be extended in terms of relationships as a means to influence successful
reform implementation. There is a need for a greater understanding of how leaders can use their
relationships to encourage implantation.

26

CHAPTER III
METHODOLOGY
The purpose of this study is to investigate the role trust plays in the implementation of
reform as experienced by administrators and teachers. The goal is to acquire the experiences of
teachers and school leaders as they navigate the reform process. This will include the various
factors that influence relationship dynamics between teachers and leaders and the effect of the
relationship on the implementation of change efforts.
Qualitative research is any form of research whose findings are derived by any means
that are not statistical in nature (Strauss & Corbin, 1990). Maxwell (2012) defined qualitative
research as a method that,
is intended to help you better understand (1) the meanings and perspectives of the people
you study—seeing the world from their point of view, rather than simply from your own;
(2) how these perspectives are shaped by and shape their physical, social, and cultural
context; and (3) the specific processes that are involved in maintaining or altering these
phenomena and relationships” (p. vii).
Researchers are concerned with the behaviors of participants from that individual’s particular
point of view (Bodken & Bilken, 2007). Qualitative data is collected through continuous
interactions within a natural setting where the participant of interest spends a great deal of their
time (Bogden & Bilken, 2007). Qualitative research is best used in situations where one seeks to
understand a particular phenomenon and what that phenomena entails (Strauss & Corbin, 1990).
In terms of this study qualitative research looks to pinpoint the role that trust plays on the
implementation of reform. Research allows for the unearthing of the manner in which change
efforts are implemented in the presence or absence of trust among teachers and administrators.
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The main goal of qualitative research is to expose the human aspects of a situation (Furgerson,
2012). Merriam (2009) posits that it is important to view experiences through the lens of the
participant. Within this study the understandings of teachers and school administrators will be
examined and evaluated.
DESIGN
For the purpose of this study I will use a case study design. Yin (2014) defined the case
study as “an empirical inquiry that investigates a contemporary phenomenon in depth and within
its real-world context, especially when boundaries between phenomenon and context may not
clearly be evident” (p. 16). A case study details a particular situation, subject, or setting (Bogden
& Bilken, 2007). Becker (1968) posits that a case study is dual purposed. The author explained
that it first serves as a means to comprehensively understand the group or entity being studied.
In addition, the case study is set to cultivate general statements about regularities across social
concepts. In general, a case study focuses the study. According to Merriam (1998) the case can
be a person, program, group, or policy and more. Additionally, only data collection that is finite
should be considered a case study.
Case studies are also what Merriam (1998) describes as “particularistic, descriptive, and
heuristic” and they “focus on a particular situation, event, program, or phenomenon” (p. 29).
Such specificity allows for the examination of problems in context. Case studies are descriptive
to the point that the product of a case study provides a vivid and in-depth description of the
phenomenon being studied Merriam, 1998). Case studies analyze the interactions between and
among variables within a certain situation and, oftentimes, over a particular span of time
(Merriam, 1998). Lastly, case studies are heuristic meaning that they “illuminate the reader’s
understanding of the phenomenon under study” (Merriam, 1998, p. 30).
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A qualitative case study design was chosen for its ability to identify and analyze the
factors present in a reform process and what characteristics sustain the reform. This qualitative
study will focus on gaining insight into the experiences of teachers and school leaders as they
experience reform. This design was selected with the goal of getting the personal experiences of
each participant during a reform effort from their perspective. A case study is not such if the
number of potential subjects is infinite. As presented by Merriam (1998) the case study design
was chosen as I am “interested in insight, discovery, and interpretation rather than hypothesis
testing” (p. 29).
Case studies are usually selected because of an issue or concern (Merriam, 1998). In
wanting to examine a particular phenomenon or circumstance it is beneficial for the researcher to
get close to the situation and pertinent people involved. Bromley (1986) posits that case studies
“get as close to the subject of interest as they possibly can, partly by means of direct observation
in natural settings, partly by their access to subjective factors (thoughts, feelings, and desires),
whereas experiments and surveys often use convenient derivative data, e.g. test results, official
records. Also, case studies tend to spread the net for evidence widely, whereas experiments and
surveys usually have a narrow focus” (p. 23).
A case study design was also chosen because of its ability to illuminate data that would
otherwise not be known via other research methods. Merriam (1998) stated a case study is
unique in what it can uncover about a situation or phenomenon. This study examines a single
reform effort that has been implemented within a school district. Before Response to
Intervention (RTI) database was disseminated among all schools in the district, the database was
piloted by several schools. Therefore, the way in which RTI was introduced determines the
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viewpoint of the implementation of reform. This is very specific feedback that only a select
group of individuals have experienced.
Case Selection
This case study includes one elementary school within the Aquillard Public School
District. It is expected that teachers and principals employed by the school district are evaluated
using the same expectations and operate under the same organizational structure. Each school is
afforded the same general support and resources from the district leadership team. Supports
begin to branch off as the socioeconomic status is different from school to school, therefore,
requiring additional resources be allotted to schools with greater numbers of low socioeconomic
students. Additional resources include additional funding, the addition of reading and math
specialists and coaches, and access to more technology. Schools also differ by culture, which
may benefit the study as it adds diversity in demographics, insights, and other pertinent factors
that influence trust among staff members.
Aquillard Public Schools is located in the urban city of Aquillard, Virginia. The district
educates a population of approximately 20,000 students and employs about 1,500 teachers.
Within the district there is one early childhood center, 19 Kindergarten-5 elementary schools,
two pre-kindergarten through eighth grade schools, one gifted center, five middle schools, and
four high schools. Currently, grades kindergarten through third have a teacher/student ratio of
1:23, while grades four and five have a teacher/student ratio of 1:25. This ratio varies depending
on the population of each school, as well as whether or not the school is Title I based on the
number of students eligible for free/reduced lunch. Schools that are designated as a Title I
school have a large percentage of their student population that come from low-income families.
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The case will study Autumn Springs Elementary School, an elementary school within
Aquillard Public Schools. The school has a student population of 353 students in grades
kindergarten through fifth. There are 25 students who are identified as gifted and 51 students
who are receiving special education services. Autumn Springs Elementary also qualifies as a
Title I school due to the school’s high percentage of students who come from economically
disadvantaged families. Due to its Title I denotation the teacher/student ration is about 1:20,
which is lower than that of the district average of 1:25.
Currently, Autumn Springs Elementary makes use of the district online RTI database that
allows employees to input and track student information and data. This school is unique in that it
was one of three schools selected by the district to pilot the RTI database before it became a
district-wide requirement. The goal of the database is keeping data and student information
readily accessible in order to assist teachers with lesson planning and progress monitoring.
Presently in the implementation phase, the district uses the system as a means to ensure student
data is accessible to personnel district-wide, no matter where the student may move throughout
the school system. Teaching staff is able to input interventions provided to students, no matter
the capacity in which they serve that student. At the school level, staff is responsible for
maintaining current student data. This includes, but is not limited to the non-negotiable
assessments such as the district- and state-mandated assessments, assessment dates, and data
entry deadlines. At Autumn Springs Elementary, the literacy team is responsible for ensuring
classroom teachers meet assessment and data entry deadlines into the RTI online database.
Teachers are informed of impending deadlines via email from a member of the literacy team and
receive personal email reminders as needed. Assessment dates and deadlines are also input into
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an online calendar which is accessible by all staff members and sends periodic reminders of due
dates.
Selection of Participants
The sampling and selection of participants will be conducted in a manner that allows for
the selection of those participants who have experienced the RTI database implementation within
a certain span of time. It is important that these participants not only have experience with the
RTI database during a certain timeframe, but they must also be willing to share their feedback
(Corben, 1999; Streubert & Carpenter, 1999). This case study relies on the strength of a
purposefully selected sample of participants that have a very precise experience as a means to
support the research (Hays & Singh, 2012; Patton, 2002).
This study selected two groups of participants. Group A and Group B participants were
recruited using purposive sampling. This type of sampling requires that the development of
specific criteria for the sample of the study (Patton, 2002). Hays and Singh (2011) posit that this
developing such criteria allows the researcher to “obtain information-rich cases of [the]
phenomenon before [the researcher] samples the population” (p. 164). The sampling pool is
limited in the manner that participants are limited to the number of pilot participants that fit the
criteria and are still employed at Autumn Springs Elementary School and are, therefore, able to
be reached by email. Criteria for Group A is as follows
1. A licensed elementary teacher or school administrator
2. One who has taught grades three, four, or five at Autumn Springs Elementary School
3. Was working at the school during the time the RTI database was piloted.
Criteria for group B is as follows
1. A licensed elementary school teacher or administrator
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2. One who has taught grades three, four, or five at Autumn Springs Elementary School
3. Has implemented the RTI database after its pilot year and during the time it was
disseminated to all schools in the district.
Emails were utilized as a means to contact current and previous Autumn Springs Elementary
School employees to extend an invitation to share their experience with and feedback on the RTI
database implementation. Current administrator and assistant administrator, and three grade
level teams who are currently employed at Autumn Springs Elementary School were selected to
participate in this study. Demographic information was gathered which included gender, race,
years of teaching and administrator experience, years at Autumn Springs Elementary School,
years on their current team and with each team member, and years of experience with the RTI
database. This information allowed for a varied participant sample within the school.
Strategies and Decisions for Data Sources
The participants were divided into two groups consisting of those teachers who piloted
the program at Autumn Springs Elementary School upon its inception and those who were
introduced to the program after its introduction to the entire district. This distinction was made
because those teachers who piloted the program were able to work directly with the division
leadership team. This group of teachers were able to shape the way in which the program was
presented to the rest of the teachers in the division. They were also given direct instruction from
district leadership team members who created the program and were walked through the ins and
outs of the database by these district leaders and their school administrators. For this reason,
they offer a very different viewpoint of the change reform from those who were simply given the
program to implement.
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Participants were teachers and the administrator within Autumn Springs Elementary
School. This sample included participants who were most familiar with the implementation of
the RTI database within the elementary school setting. Teachers were selected from the upper
grades, grades three, four, and five because of the high level of interaction teachers of these
grade levels have with RTI. Due to the wealth of formal and informal assessments that teachers
of these grade levels have to deliver and the subsequent data that is required to be collected and
documented on a continuous basis, these participants are those who are able to give the most
robust feedback on the system.
The upper grade level teacher teams are distinctive in terms of their varied experience
with the RTI database implementation. The third-grade team is composed of four teachers who
came to Autumn Springs after the RTI pilot year. Additionally, none of these teachers received
training of any kind in terms of using the RTI database. The fourth-grade team was composed of
three teachers, all of whom were teaching at Autumn Springs during the pilot year. Teachers in
grade five are divided in terms of experience. Two fifth grade teachers were teaching during the
pilot year and one teacher began teaching at Autumn Springs after its implementation and did not
receive any training about the database. The varied composition of these three grade levels in
terms of RTI training and experience allows for a variance in grade level discussions surrounding
RTI and data entry.
DATA COLLECTION
Participants were selected with the goal of choosing those who have implemented RTI
within a particular timeframe. Purposive sampling at Autumn Springs Elementary School is best
due to the availability of participants. Participants were interviewed in their respective
classroom or office. This was done to maximize the comfort of each participant. All participants
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were interviewed using a semi-structured interview process (Appendix A). Doing so allowed the
researcher to ask particular questions that were common across interviews while leaving room
for additional probing questions and prompts. A semi-structured interview affords participants
the ability to express additional information they deem pertinent while maintaining the overall
structure of the interview (Horton, Macve, & Struyven, 2004). Interviews last approximately 4560 minutes in length and were audio recorded. Questions included topics spanning key
characteristics desired in a teacher/administrator, the importance of trust in working
relationships, and the implementation of the RTI database. Following the interview, participants
were contacted and they provided additional information that they deemed pertinent and
beneficial in terms of the purpose of this study. Interviews were transcribed and participants
were provided with a copy of interview transcriptions. This allowed participants to review and
clarify or amend any statements made during the interview.
Interviews. Teacher and administrator interviews were conducted. Interviews, or
purposeful conversations, will be used for their ability to aid in getting information from
participants (Bogden & Bilken, 2007). Yin (2014) explained that case study interviews in most
occasions “resemble guided conversations rather than structured queries” (p. 110). Questions
included topics such as experiences with implementation of reform, relationships between
teachers and administrators, and the importance of trust in their daily work with fellow teachers
and administrators. Interviews occurred in the participant’s respective classroom or office and
was scheduled during times that were most convenient for them. According to Hays and Singh
(2012) using an interview protocol will guide the interview and will provide a starting point.
Additionally, such structure allows flexibility in the pace and sequence of questions that enables
the participant to fully describe their experience. It is also advantageous in that semi-structured

35

interviews include more participant voice as a means to “provide a picture of [the] phenomenon
under investigation” (Hayts & Singh, 2012, p. 239). Interviews were transcribed and sent to
participants for verification.
Data Analysis
Each interview was recorded and transcribed. Copies of interview transcripts were then
provided to each participant for their approval and clarification of any misconceptions or points
on which they would have liked to expound. After transcribing each interview, data was
organized and coded to identify themes that occurred across the data. Additionally, patterns
were identified through the transcription of the data. Each interview was printed and read
through several times to draw out any patterns or concepts that recurred throughout. Key quotes
and ideas were highlighted and identified using a single word or phrase. Those words and/or
phrases were typed into a spreadsheet. As each word and/or phrase occurred across interviews,
the occurrence was counted and noted in the spreadsheet. I then used a Venn Diagram to help
me compare the concepts and ideas that appeared most frequently which then developed into my
themes, categories, and sub-categories. Using both the spreadsheet and subsequent Venn
Diagram helped me visualize the ways in which my concepts related to one another.
The coding process allowed the data to be segmented, conceptualized, and reorganized in
new ways (Strauss & Corbin, 1990). Each of the three types of coding was used to analyze
interview data to include open, axial, and selective coding. Following the coding of data, the
developed patterns and themes were utilized to draw conclusions about trust and teachers’
willingness to trust one another and admin in the implementation of reform efforts and will
inform the identification of possible implications for the field and further research.
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Types of Coding. Open, axial, and selective coding do not happen independent of one
another. During the process of coding, one can flow from one type of coding to another. Open
coding calls for the naming and categorizing of common occurrences across data (Strauss &
Corbin, 1998). This required the researcher to break down interview transcripts into separate
ideas that represent recurring subcategories. Open coding goes beyond just recurring words, but
compares events, interactions, actions, as a means to develop these commonalities into
subcategories (Corbin & Strauss, 1990). Axial coding connects subcategories into categories
(Strauss & Corbin, 1998). During selective coding each of the categories are combined into
themes that stand among and define the subcategories (Corbin & Strauss, 1990).
Role of the Researcher
Currently I am a fifth grade teacher employed by Aquillard Public Schools and a doctoral
candidate in the Educational Leadership program at Old Dominion University. My professional
experience includes seven years as a classroom teacher with five years in third grade and two
years in fifth grade. All of my teaching experience has occurred in two Title I elementary
schools. I have worked under three principals and four assistant principals. During my
internship I was able to shadow an elementary and a high school administrator. Additionally, I
spent four years as a grade level chair and six years as a member of each school’s leadership
team. I have also had the opportunity to serve on various district-level committees to include
creating district-wide project-based assessments and developing a teacher preparation course. I
have established relationships with many of the district leaders in charge of the reform process
and the individual that created and implemented the RTI database used in Aquillard Public
Schools.
Trustworthiness
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The abovementioned experiences have enabled the researcher to be an integral part of
each school’s change process. Both schools were, at one point, in priority status due to the
number of years the school did not meet state accreditation benchmarks and were required to
submit and maintain an improvement plan that was reported to both the district and the Virginia
Department of Education (VDOE). Therefore, the researcher has intimate knowledge of the
inner workings of the change process as it was implemented in Aquillard Public Schools. Over
the past seven years, the researcher has been privy to a number of changes instituted by the
district and reform efforts aimed at improving student achievement and ensuring accreditation
(meeting district and state benchmarks) for all schools across the district.
Several steps were followed to ensure credibility. Dr. Jay Scribner, dissertation chair,
served as a checkpoint as he reviewed the data collection and analysis process throughout. To
begin, I sent an email to each participant introducing myself and the purpose of my study.
Interviews were also conducted in the office or classroom of each participant to ensure their
comfort throughout the process. Following the interview participants were provided with a copy
of their interview transcript and were encouraged to read through it and provide clarity or
expound on anything that they saw fit. Doing so allowed the opportunity to verify that each
participant’s feedback was accurately captured (Creswell, 2013). A few participants took the
opportunity to do so and provided a wealth of additional information. Additionally, the
researcher kept an inventory of all interview recordings, transcriptions, and coded materials.
Materials were kept in a locked cabinet throughout the research process.
It is acknowledged that there is some bias in terms of the researcher’s current position as
a classroom teacher. As a current teacher, researcher bias serves as both a positive and a
negative in terms of research and data analysis. From the viewpoint of the classroom teacher, the
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researcher is able to better understand and more readily analyze the insights of other classroom
teachers in terms of their relationship with school administrators and the implementation of
reform. Opposite of that, the researcher must make strides to ensure that I am not merely
analyzing data from one viewpoint.
Limitations and Strengths
The study investigated the experiences of teachers and administrators with a particular
reform effort during a certain time frame in their district. The sample is limited in that such a
group may not be representative of all school administrators. Additionally, the reform effort
itself may affect administrator viewpoints in a manner that is not representative of all types of
reform and their subsequent implementation. With this, only certain teachers and administrators
were selected for their viewpoint. Though other teachers and administrators potentially
experienced reform in their district, wanted feedback on a specific time frame made it so that
their experience may not have been able to maximize their experience with the reform.
Additionally, district personnel outside of teachers and administrators at this specific school were
not used as a means to focus solely on the experiences of this group with the reform.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Chapter IV includes an analysis of the data that was collected from each of the
participants in this study. This chapter describes the factors that hinder Response to Intervention
database implementation and factors that relate to trust. This chapter restates the purpose,
research questions, and sample of the study. The data for each research question is also included
in this study, which is provided through a rich narrative description from the participant’s
interviews.
PURPOSE STATEMENT
The purpose of this study is to investigate the role trust plays in the implementation of
reform as experienced by administrators and teachers. Specifically, this will explore the manner
in which trust between teachers and administrators and among teachers informs the
implementation and implantation of the Response to Intervention (RTI) database within
Aquillard Public Schools.
SAMPLE
This study selected two groups of participants. Group A and group B participants were
recruited using purposive sampling. The sampling pool is limited in the manner that participants
are limited to the number of pilot participants that fit the criteria and are still employed at
Autumn Springs Elementary School and are, therefore, able to be reached by email. Criteria for
group A is as follows:
1. A licensed elementary teacher or school administrator
2. One who has taught grades three, four, or five at Autumn Springs Elementary School
3. Was working at the school during the time the RTI database was piloted.
Criteria for group B is as follows:
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1. A licensed elementary school teacher or administrator
2. One who has taught grades three, four, or five at Autumn Springs Elementary School
3. Has implemented the RTI database after its pilot year and during the time was disseminated
to all schools in the district.
DEMOGRAPHIC DATA
Each participant answered four questions regarding their demographic information. The
demographic information of each participant is listed in Table 1. In addition, a detailed
explanation of each participant’s education and experience is provided. Included in the
participant descriptions is a narrative regarding their workspace and their interactions throughout
the interview.
Table 1
Participant Demographic Information
Grade Level

Teacher

Years in
Education

Years with
District

Years at
ASES

Part of RTI
Pilot?

Third Grade

Bethany

8

8

4

No

Michael

18

18

1

No

Ramona

23

23

1

No

Luann

5

1

1

No

Tinsley

6

6

6

Yes

Dorit

18

12

6

Yes

Sonja

9

9

7

Yes

Dorinda

8

5

5

Yes

Lisa

25

25

8

Yes

Fourth Grade

Fifth Grade

Administrator
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One elementary school was identified and each member of its third, fourth, and fifth grade teams
as well as their administrator agreed to participate in the study. Each participant is presented
through the use of five sections. First, I give an overview of my experience with the grade level
and individual team member as well as the administrator during our respective interviews. Their
education and leadership experience is also included. Presenting this information better situates
the participants within the context of the study in terms of their experiences with the
implementation of the RTI database. I then present the manner in which trust manifested on
teacher teams and between teachers and their administrator. Next, I detail the factors that
affected teachers’ implementation of reform. The nexus of reform and the teacher-to-teacher and
teacher-to-administrator relationship is then presented. Lastly, I summarize my findings.
Third Grade Team
The current third grade team is comprised of four teachers: Bethany, Luann, Michael, and
Ramona. All members of the team have worked at Autumn Springs Elementary School for one
year, with the exception of Bethany who has worked at ASES for four years. Each member
knew the other members of the team in some capacity prior to coming to ASES.
Participant: Bethany. Bethany’s classroom was mostly neat and organized, with there
being a great deal of paper bits and broken crayons on the floor. She opted to use large tables
instead of individual student desks. Each table has a three-drawer rolling cart with community
supplies to include scissors, glue sticks, crayons, and a pencil sharpener. It is apparent that she
encourages student collaboration throughout the day. She also has a large kidney table in the
rear corner of the room where she holds her small groups. Behind the table is a bookshelf that
holds books and miscellaneous supplies. One wall is divided into four sections by subject area.
Each section has subject-specific posters, drawings, and the learning intention and success
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criteria for the day. She does not have a teacher desk and, instead, works from a cart with a
document camera that allows her to present whatever she is working on or whatever she chooses
to show from her laptop screen. We sat at a student table during our interview, which was
approximately an hour in length.
Education and Experience. After receiving her Bachelor’s of Psychology and a
Master’s in Teaching, Bethany began her career in education as a Class Size Reduction Teacher.
Following her first year, she became a second grade teacher. This is her eighth year in the
classroom, but only her fourth at Autumn Spring Elementary School. All eight years have been
with Aquillard Public Schools and all in a Title I setting. She has also been grade level chair for
six of her eight years in teaching. In her seventh year in the classroom, Bethany made the
decision to go back to school and received an Education Specialist Degree in Educational
Leadership. Bethany did not receive any formal training with regards to the RTI database.
Participant: Michael. Michael presented a calm demeanor and spent a few seconds
thinking before responding to each question. For the first few minutes of the interview he did
not make eye contact throughout the interview, choosing, instead, to play with a pen that he’d
found on the table. His classroom walls are mostly bear with the exception of a few nauticalthemed posters displayed throughout. His student desks are set up in a U-shape with all desks
facing the center. There is no teacher desk, but Michael has chosen to do much of his small
group work from a large kidney table in the rear of the room. There is no student work
displayed.
Education and Experience. Following the completion of his degree in elementary
education, Michael began his career in teaching. This is Michael’s eighteenth year in teaching
and as a teacher with Aquillard Public Schools. Outside of teaching, he has had no other job and
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has only taught second, third, and fourth grade. He has also spent time as the grade-level chair,
but his outlook on that position changed because the position changed from a paid to an unpaid
job and it did not feel like he was an actual leader among his team. Of his time as grade-level
chair he stated,
I guess at first with grade level chair I was kind of excited. I was young back then… [but
then] I stopped getting paid for it [laughs]... I was kind of a younger person on my team.
So my teammates had more experience than I did. So they really didn’t need anything
from me. I would ask them questions when I was the grade level chair. I guess maybe
they didn’t wanna do it. I would say I was grade level chair, but I technically wasn’t.
Though Michael was not a part of the pilot program that introduced the RTI database, he did
voluntarily attend several trainings opportunities provided by the district. He also received
training by his previous school’s media specialist.
Participant: Ramona. Throughout Ramona’s interview she continued to check her
phone and watch, but also appeared to be very professional throughout our interview. Her
responses were very detailed and succinct. Her classroom is very organized and coordinated.
The walls were covered in motivational posters and student work. She also has a few anchor
charts that display the content for the week as a well as the daily learning intention and success
criteria for each subject. Student desks are organized in groups of five with one student desk
standing alone. There is a rectangular table in the rear of the room and a kidney table in the front
corner. The kidney table appears to be used as a teacher workstation as well as a table for small
groups as evidenced by a rolling whiteboard that stands next to the table with the small group
learning intention and success criteria displayed.
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Education and Experience. This is Ramona’s 23rd year of teaching and her second year
at Autumn Springs Elementary School. She has spent her entire teaching career in elementary
schools in Aquillard Public Schools. For many of those years she has been the inclusion teacher.
Of her decision to teach inclusion she says “I really like working with inclusion, special needs
kids.” Her interest in teaching inclusion is largely due to the fact that she has a son with cerebral
palsy. She has a Bachelor’s of Arts in Elementary Education and Interdisciplinary Studies and a
Master’s in School Leadership, but has chosen not to pursue a career in leadership. She states,
When I first started my degree, I was super excited. I was like ‘I’m about to get out [of]
the classroom’, but then once I started different parts of the degree [and] going around
with my principal I began to think ‘I don’t think I want to do this anymore. I think I want
to stay in the classroom and work with kids.’ And then my personal life. I have a son
with cerebral palsy and then I have another son so I was a single mom. So the classroom
was the best place for me raising two boys. However, one graduated last year, one
graduates this year, so I might change and go for it.
In addition to her time as a teacher, Ramona has also served in several leadership roles to include
lead teacher, grade level chair, and STREAM coordinator. Ramona revealed that she never
received training on the implementation of the RTI database. Prior to her coming to ASES, the
RTI database was implemented by the reading specialist on behalf of the classroom teachers.
Participant: Luann. Luann was very forceful and direct when she spoke. She seemed
very sure of herself and her abilities in the classroom and did not hesitate to share her opinion on
any topic. Her classroom was a mix of various themes with her posters displaying positive
affirmations and her anchor charts were geared toward different subjects. Her learning intentions
and success criteria were written on her whiteboard that is on a wall in the front of her
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classroom. The student desks were arranged in rows of three. There is a kidney table in the rear
right corner and a small circle table in the rear left corner of the room. She mentioned that she
spends most of her time at the kidney table because it allows her to “keep an eye on them.” In
the front of the room is a cart with a document camera and behind the cart is a corner bookshelf
that holds teacher supplies. This area appeared to be where she stores many of her personal
supplies and materials.
Education and Experience. Luann started her career as an elementary school teacher at
a charter school in Washington, D.C. After briefly working for Richmond Public Schools, she
relocated to Aquillard and began to work for Aquillard Public Schools where she remains today.
She most recently graduated from Old Dominion University having earned a Masters in
Educational Leadership. Luann stated that she did not receive any formal training regarding her
implementation of the RTI database, but did reveal that it was something that she was able to
figure out on her own.
Fourth Grade Team
The current fourth grade team is comprised of two teachers: Tinsley and Dorit. Both
members have worked at Autumn Springs Elementary School for seven years. They have been
on a team together for four and did not know one another prior to being employed at ASES.
Participant: Tinsley. Tinsley’s classroom was organized and there were several
bookcases that hold student books and papers. Student desks were in groups of four with two
student desks isolated in the back of the classroom. She also had two large kidney tables. One
kidney table is in the rear of the room and has a large rolling chair and five student stools around
it. The other kidney table was near the front of the room and is used as her desk as she does not
have a teacher desk of her own. One wall is divided into six sections. Four of the six sections
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have content-specific posters and anchor charts. The remaining two sections display student
work. There is a large screen in the front of her classroom that is flanked by a whiteboard that
displays the learning intentions and success criteria by subject as well as their classroom rules
and daily schedule. During our hour-long interview, we sat at her kidney table.
Education and Experience. Tinsley has been teaching for six years, all of which have
been in a Title I setting at Autumn Springs Elementary School. She has taught both second and
fourth grade and was an inclusion teacher for five of her six years. She also earned a Master’s of
Elementary Education. Tinsley was a part of the original team of teachers and staff that were
trained on the RTI database prior to its use at the building level. She was also a teacher at ASES
during its time in the pilot phase of the database’s implementation. Additionally, she was a
member of the building level team that introduced ASES teachers and support staff to the
database and guided the staff through the pilot program.
Participant: Dorit. Dorit’s classroom is color-coordinated and is mostly organized with
the exception of her area. Student desks were organized in rows of three. Two student desks
were in isolation in the rear of the room and one student desk stands alone in the front against the
wall. She had a rectangular table in the rear of her room and a kidney table in the front. She did
not have a teacher desk, but has opted to use the kidney table in its place. One wall is divided
into five sections. Four of the sections have subject-specific anchor charts. The fifth section
displays student work. She also had two bookcases that hold books for students to read. During
our interview, we sat at the rectangular table in the rear of the room.
Education and Experience. Dorit has a degree in Early Childhood Education. She has
been teaching for eighteen years and has taught third, fourth, sixth, and eight grade. Prior to
coming to Aquillard Public Schools, she taught sixth and eighth grades in Maryland. She has
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been at ASES for the past six years. Dorit was employed at ASES during its time in the pilot
phase of the implementation of the RTI database.
Fifth Grade Team
The fifth grade team is made up of two teachers: Sonja and Dorinda. Sonja has taught at
Autumn Springs Elementary School for 9 years and Dorinda for 5. They have been on the same
fifth grade team for 5 years and did not know one another prior to coming to ASES.
Participant: Sonja. Sonja’s student desks were arranged in rows of three. There was a
teacher desk and a circular table in the rear of the classroom. Behind the teacher desk was a
bookcase with and assortment of textbooks and binders. There was also a small, square table in
the front of the classroom. She had a large screen that hangs on the front wall that is flanked by
a whiteboard. On the board were the daily schedule and student lunch choices. Lined on her
counter were individual tubs that hold student work and materials. One wall was divided into
five sections. Each section displayed posters by subject. There were also anchor charts scattered
on all four classroom walls that illustrate specific skills in math and language arts. The floor was
littered with pencils, highlighters, crayons, and papers. We sat at her circular table in the rear of
her classroom for her interview.
Education and Experience. Sonja has been teaching for the past nine years, all in Title I
schools in Aquillard Public Schools. She has a Master’s degree in pre-kindergarten through
sixth grade. She most recently graduated with an Education Specialist degree from Virginia
Polytechnic Institute and State University and has begun a doctoral program in Educational
Leadership at Old Dominion University. She previously served as grade level chair and was a
mentor to new teachers in her building. Sonja has also served on her school’s leadership team

48

for all nine years of her career. Sonja was employed at ASES during its time in the pilot phase
of the implementation of the RTI database.
Participant: Dorinda. Dorinda’s classroom was sparsely decorated with inspirational
posters and student work. One wall had a long bulletin board that is divided into five sections.
Each section had the learning intention and success criteria for math, science, history, language,
arts, writing, and math. In the front of her classroom was a long white board with a large screen
in the center. The white board had the class’s daily schedule on one side and student lunch
choices on the other. Student desks were arranged in rows of three. There was a teacher desk in
the front corner of a classroom with a tall bookshelf behind it. The teacher’s desk had piles of
notebooks and papers in addition to office supplies such as pens, highlighters, and tape. In the
rear of the classroom was a kidney table with one teacher chair and five student chairs around it.
Education and Experience. Prior to beginning her career in education, Dorinda was a
Sergeant First Class – Platoon Sergeant in the United States Army. She then began her teaching
career in Georgia where she taught for one year before moving to Maine where she taught prekindergarten for two years. Dorinda then relocated to Aquillard where she has been teaching for
the past five years. Of her career change, she stated
I always wanted to be a teacher and so when I went to college I’d started my teacher
program before I left for the military. So, I wanted to do it and when I was in the military
I had the opportunity, I was a leader and I had the opportunity to become a teacher for
military and I trained individuals so I just wanted that to carry over into my regular job.
She most recently graduated with an Education Specialist degree from Virginia Polytechnic
Institute and State University. Dorinda is also currently her grade level’s chair and has been a
member of ASES’s leadership team for the past four years. Dorinda was a part of the original
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team of teachers and staff that were trained on the RTI database prior to its use at the building
level. She was also a teacher at ASES during its time in the pilot phase of the database’s
implementation. Additionally, she was a member of the building level team that introduced
ASES teachers and support staff to the database and guided the staff through the pilot program.
Administration: Lisa. Lisa’s office was relatively small in size. There was one office
desk, a small circular table, a tall bookshelf, and a small white board on the wall. Her desk was
neat and included a family photo and other miscellaneous office supplies. The bookshelf was
filled with reference texts, binders, and several awards. The white board had data written on it
by quarter and grade level.
Education and Experience. This is Lisa’s 25th year in education, all with Aquillard
Public Schools. Prior to becoming an administrator she taught first through fourth grade, all in
Title I schools. She has a Bachelor’s Degree in Elementary Education, a Master’s degree in
Curriculum and Instruction, and an administration endorsement of leadership studies. She is also
National Board Certified and received the Desmond Award for Outstanding Achievement with
the Aquillard Federation of Teachers in 2007. She had no interest in becoming an administrator
until a previous leader convinced her to get into a leadership program. Of this time she stated,
I was sitting in the lounge… running some copies or something and the principal came up
and he said “You know you need to think about becoming a principal. What are gonna
be your next steps?” And I was like no, I’m fine where I am, that’s ok. And then he
harassed me for it felt like it two or three months. A couple months later he comes back
and he says “No, I’m serious. I really need you to get into a program. I think you would
be great.” And so I threw at him as a joke “Well, are you gonna be my mentor?” And

50

when he said yes, I didn’t know what to say. I was like oh ok! Did it. Got in the
program.
Lisa was the administrator during ASES’s participation in the piloting of the RTI database.
Presentation and Analysis of Data
At the conclusion of my analysis, I unearthed three overarching themes. I used the chart
seen in the table (Table 2) to help me organize my data into what came to be my final themes,
categories, codes, and sub-codes. The final themes were: the manifestation of trust among
teacher teams and between teachers and the administrator; and factors that influence trust
throughout the implementation of reform. Inside the theme of “Manifestation of Trust Among
Teachers and Between Teachers and the Administrator” I will present the foundation of
relationships, leveraging relationships, and personal and professional relationships.
Under the theme of “Factors that Influence Trust Throughout the Implementation of
Reform” I will discuss organizational factors that include teacher preparation, encroachment on
teacher’s time, understanding the purpose of the reform, the effects of changes made to the
reform, and the perceived benefit of the reform; interpersonal factors include how relationships,
professionalism, contributions, communication, collaboration and dependability, and support
influenced reform implementation.
Table 2
Themes of the Study
Manifestation of Trust Among Teacher Teams and
Between Teachers and the Administrator
• The foundation of relationships

•
•
•

Trust through the observation of
others’ actions
Familiarity as an indicator of trust.
Relationship dynamics between

Factors that Influence Trust Throughout the
Implementation of Reform
• Organizational Factors
• Teacher preparation regarding reform
implementation
•
•

Delivery of RTI training
Barriers to implementation
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•
•

teachers and the administrator
Leveraging relationships
Personal and Professional Relationships
• Personal relationships between
participants
• Professional relationships between
participants
• Nexus of personal and professional
relationships

•

Encroachment on participant's time

regarding reform implementation
•
•

Effects of teacher Understanding of the
purpose of RTI database
Effects of the Changes of the

Reform Post-Implementation
•

•

Effects of perceived benefit of
implementation

Interpersonal Factors
• How Teacher-Teacher
Relationships Informed RTI
Database Implementation
• How Teacher-Administrator
Relationships Informed RTI
Database Implementation
• Professionalism as an Influence on
Reform Implementation
• Influence of contribution on reform
implementation
• Influence of communication on
reform implementation
• Influence of collaboration and
dependability on reform
implementation
• Influence of support on reform
implementation

Manifestation of Trust Among Teacher Teams and Between Teachers and the
Administrator
One theme that I discovered through the analysis of my data was how trust manifested
among teacher teams and between teachers and the administrator. Questions asked during
interviews delved into whether participants trusted their teammates and administrators, why they
did or did not trust them, how they came to trust them, why they felt that trust was or was not
required in their relationships, and how trust and their relationships with their teammates and the
administrator affected the way they implemented the RTI database. The manifestation of trust
was the most prevalent thread that wove participant responses together.
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Over the course of participant interviews, the concept of relationships appeared to be one
of the main sources of trust. In this section I present the foundation of relationships as detailed
by participants. Specifically, I delve into how observations of others and familiarity build and
maintain trust. I also explore the relationship dynamics between teachers and the administrator.
Next, I detail how participants leverage their relationships with one another. Lastly, I detail
personal and professional relationships and the nexus between the two.
The Foundation of Participant’s Relationships
The foundation of relationships was a key determining factor in the way trust manifested
for participants and was common across participant discussions. Relationships manifested
through the inevitable interactions among teachers and between teachers and the administrator.
On a team, teachers interacted with their teammates in various capacities to include grade level
meetings, collaborative lesson planning, and other activities and/or tasks that require teachers to
relate with one another. Conversely, administrators interacted with teachers to monitor
classroom instruction and student achievement through classroom observations, hold one-on-one
meetings, and during casual run-ins. Constant interactions among teachers and between teachers
and the administrator shaped and led to the formation of the relationship.
Lisa, the administrator participant revealed that she took various approaches when setting
out to build relationships and trust capital with teachers. To ensure tasks were completed and
teachers met expectations, she aimed to establish relationships with all teachers. She stated that
doing so enables her to determine the best way to interact with each teacher as a means to
maximize cooperation and task completion. Lisa stated “I’m all about building relationships
and trust with my teachers… I make it a point to find something to connect with each of my staff
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members.” Her stance is that the way she builds relationships determines whether the
relationship will be stable and whether that relationship is positive.
Participants postulated that the administrators they previously worked with who valued
certain things built and maintained positive relationships with those teachers who were
producing results and/or meeting or exceeding professional goals. Results and expectations
mostly centered on student academic achievement and proven implementation of reform.
Discussions revealed that yielding positive results and/or meeting or exceeding goals resulted in
a positive teacher-administrator relationship and positive interactions since the teacher met the
administrator’s expectations. Participants revealed they were aware that their active use of the
RTI database increased the positivity of their relationship with their principal. Those that used
the database less often or were not meeting set expectations believed their relationship with the
administrator was negative. Sonja described how she discovered her relationship with her
administrator was built and maintained around success and use of the database. She stated,
Initially I was just not high on her radar… I think our relationship was good because my
classroom was successful and we were using RTI. Our grade level was successful. She
would always shout us out and give us props for using the database and staying off the
email list of people who got gentle reminders that their stuff wasn’t done. You start to
notice it wasn’t about what you taught, but what you completed.
Additionally, data showed that being successful in terms of the expectations of the administrator
reduced the chance that the administrator had to approach the teacher for a negative reason.
Once the relationship was established, it was maintained and leveraged through various
courses of action or inaction. Trust was then established through the exchange of personal
and/or professional information. Continued trust was maintained through a lack of negative
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consequences from the sharing of information. Consequences included things such as being
blackmailed, or the shared information being revealed to others. As the relationship continued, a
cycle of sharing and receiving information developed and was maintained by a lack of conflict or
the ability to continue the relationship after overcoming conflict. In instances where the cycle
was broken, the relationship weakened and/or dissolved.
A lack of a relationship occurred due to a lack of interactions between two participants or
the dissolution of a previously established relationship. In instances where there were no
interactions between two participants, there was no opportunity to establish a relationship which
meant there was also no opportunity to establish trust. A dissolution of a previously established
relationship generally occurred as a result of a teammate or administrator’s continuous inability
to be trusted. Though the relationship dissolved, participants stated that the end of a relationship
did not always result in negative feelings between themselves and the person or group. Luann
stated,
Just because I don’t [have a relationship] with you doesn’t mean I won’t speak or
acknowledge your presence. I just know that I can’t be cool with you like I used to and I
have to keep you at a distance. I can’t trust you anymore. No hard feelings. You just gotta
keep your distance.
Bethany mirrored this sentiment when she stated, “It took me a while to learn to be cordial. At
first, I’d be rude and nasty. Now, I know that’s not necessary. I just speak and keep moving.”
Though the relationship dissolved, participants did not harbor ill feelings toward others in a
manner that impacted work or the work environment.
Trust through the observation of others’ actions. How teacher participants observed
others’ interactions with other teachers and principals informed their trust in that person. In their
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experience, once they saw a trusted person’s interactions with others, their trust in them
increased or decreased. In their work, Bryk and Schneider (2003) highlighted the following,
As individuals interact with one another around the work of schooling, they are
constantly discerning the intentions embedded in the actions of others… They ask
whether others’ behavior reflects appropriately on their moral obligations… These
discernments take into account the history of previous interactions. In the absence of
prior contact, participants may rely on the general reputation of the other… (p. 41).
Teacher participants who experienced a trusted coworker engaging in undesirable behaviors such
as gossiping, decreased their trust in that person which led to their apprehension with reference
to future interactions. Bethany witnessed a teammate interact with a coworker in a positive
manner, but that teammate then spoke negatively about the coworker in a different setting. As a
result, trust in that teammate decreased and then dissolved altogether. Bethany stated of her
change in trust of that teammate in the following way,
I’m skeptical now… she has built relationships with tons of people and in our
conversations, she says things about those people that she’s very friendly with to me. So,
in my opinion, if you’re gonna say those things about people that you trust and are actual
friends with, then what are you saying about someone who’s not considered your friend?
Contrarily, some teacher participants came to see the positive interactions between an
administrator and other teachers as a positive influence on their trust in that administrator. As
they saw an administrator engage with teachers in a positive fashion such as through jokes or
light conversation, trust in the administrator increased. For example, as Ramona became more
familiar with how her administrator interacts with other teachers, her trust in her current
administrator increased. She stated “I trust her as a person. I see how she interacts with people…
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I trust her as an administrator.” Teacher participants agreed that seeing an administrator’s
interactions with others has the potential to make one trust at a quicker rate.
Familiarity as an indicator of trust. Familiarity was a concept that recurred across
participant interviews. Participants agreed that the way they came to know of and be associated
with a person impacted their relationship. Additionally, familiarity had the ability to change the
dynamics of an established relationship. Data revealed that familiarity manifested in two ways:
indirectly and directly. Indirect familiarity occurred when teachers and administrators heard
information about someone from a person with whom they already have a relationship and is
characterized by reputation. Hearing positive or negative things about someone from another
person with whom they already have a relationship makes the person in question able to be
trusted or distrusted at a faster rate than normal. For instance, Dorit held disdain for Tinsley
when she first learned that Tinsley would join the fourth grade team. Her feelings toward
Tinsley changed in response to information given to her by a current teammate at that time.
Dorit stated, “[Previous teammate] knew how I felt and she came to me like ‘Dorit, she’s cool.
She knows her stuff and she’s about the kids. Give her a chance. If it wasn’t for that I would’ve
probably never even worked with Tinsley, let alone open up and trust her.” Having a trusted
person vouch for an unknown person shows the unknown person in a positive light where there
may have been no previous opinion formed.
On the contrary, direct familiarity occurred when participants were in contact with one
another. Specifically, participants characterized it in terms of having met or worked with
someone. This meant that teachers had one-to-one interactions with others as a means to become
better associated. Interactions may have included personal conversations, sharing information,
and/or collaborating to complete a task. The fifth grade team, for example, did not know one
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another prior to being on a team together. Both participants revealed that the longer they worked
on a team with one another, the more familiar they became with each other. Sonja stated, “I
didn’t get to sit in on her interview or anything so when we met it was a little weird. But, the
more we worked together and had meetings together and things, the more I liked her. We have a
lot in common and it’s because we are both hard workers, I know her… I trust her…” Their
continuous contact with one another in the workplace aided in their ability to grow to trust one
another.
Participants who had a relationship with or were positively familiar with other members
of their team prior to having to work together found that they trusted their teammates easily. Of
his relationship with Ramona, Michael stated, “I knew her already so I knew her personality. It
was easier to dive in and be a team because I knew what I was dealing with.” Due to the fact
that they knew their teammate’s personality and characteristics that they appreciated, forming
and maintaining a relationship was revealed to be less difficult than had they known nothing
about the person.
Relationship dynamics between teachers and the administrator. Teachers and their
administrator agreed that positive relationships were important and fostered trust on teacher
teams and between teachers and their administrator(s). Participants took the position that
teachers with positive relationships may feel open to take professional risks and embrace
potential resistance that may come with said risks. In the context of this study, professional risks
could include suggesting new instructional tools and/or techniques that are outside of those
prescribed by the district, being creative with the implementation of reform, and making changes
to daily scheduling to meet the needs of their students. Trust made taking risks easier for
participants.
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Trust also made teacher participants more comfortable with approaching their
administrator when they were, or their team, was in need. Participants also believed trust
enabled vulnerability among teachers and between teachers and their administrators which led to
teachers feeling comfortable expressing concerns to their teammates and/or their
administrator(s). Dorinda stated, “If I don’t trust [the administrator] and I don’t feel comfortable
with them then I’m not going to approach them if I need anything so a relationship is important.”
Sonja mirrored this sentiment and stated “education is all about building relationships. Whether
it’s teacher to teacher… or administrator to teacher… I think the system focuses on relationships
and when you build a positive relationship… you’re able to trust somebody.” In reference to the
RTI database, teachers in relationships with trust felt more comfortable bringing their concerns
about the database and its implementation to their team and/or administration.
The strength of the relationship between teachers and administrators varied. A strong
relationship was characterized by interdependence, trust, longevity, and the ability to address
conflict without causing damage to the relationship. Strong relationships were achieved through
constant and consistent positive interactions over time. As time went on and the relationship
persisted through conflict(s), those participants in the relationship were comfortable and
forthcoming with one another. In terms of the relationship between administrators and teachers,
teacher participants revealed that they were more likely to have a strong relationship with
administrators who were transparent, open, and honest in their communication and feedback.
From the lens of the administrator participant, teachers with whom they had strong relationships
previously proved themselves to be leaders among their peers and did well with doing their job
and meeting expectations. For instance, Lisa noted that she does not attend all meetings. She
specifically identified the fourth grade team and revealed the team proved themselves capable of
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running a productive meeting in her absence to include the use of the RTI database as a means to
input and disaggregate data. The strong relationship between teacher participants and their
administrator enabled the team to be trusted to work on their own.
In contrast, weak relationships were described as those that lacked trust, could not
withstand conflict, and were short-lived. Teacher participants revealed that they were more
likely to have a weak relationship with those administrators who they felt were closed off to their
teachers. Ramona stated “You start to feel like they’re being sneaky and are out to catch you…
always looking over your shoulder because you don’t really know them. You can’t read them.”
Conversely, Lisa disclosed that those teachers with whom she had weak relationships were those
teachers who had not proven their ability to complete tasks on their own without supervision,
displayed an unwillingness to follow protocol and expectations, and/or who were not meeting
building and district expectations. For example, where trusted teachers had the freedom to alter
the implementation of reform as instructed by the administrator, teachers who were not trusted
were instructed to strictly follow the directions given and were not permitted to add their own
methods of implementation. Additionally, teachers that were not trusted were not given
leadership positions. Lisa stated that she does not choose her grade level chairs based on length
of time in their career, but on her perception of their ability to be trusted to lead a team and
follow her and the district’s expectations. Overall, maintaining relationships was done through
various approaches.
Leveraging Relationships
Participants leveraged relationships for varying reasons. Teacher participants revealed
they may make use of their relationships with administrators to gain something for themselves or
their team. The presence of trust ensured that the person on the receiving end of the leveraging
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was less likely to push back or be against what was being asked of them. Teacher participants
revealed they leverage their relationship with administration to communicate. They reported
when their team was in need of something or wanted to communicate a concern, the teacher with
the strongest relationship with the administrator used that relationship to communicate that need
or concern. The strength of the relationship resulted in a level of power that particular teachers
have in relation to administrators. They used this power to the advantage of their team and were
a voice for team members who may not have established such a rapport/relationship with the
administrator.
A position of power was particularly useful as it pertained to grade level concerns and
requests. Of understanding her ability to leverage her relationship with her administrator,
Bethany stated,
...it took me a while to really truly accept that I was treated a little bit differently from
everybody else. It took for my team members to say things like ‘Bethany, you talk to Lisa
about this because she’ll listen to you’ or ‘You complain about this because when you
say something things happen.’ Like, my team hated RTI because, overall, none of us
understand why we even needed to do it. But, I knew that I had to be the person to go to
Lisa and let her know and she was actually open and gave us some more help with
getting things done and stuff. So that kind of opened my eyes to maybe I’m in this role
not just for the purpose of Lisa assigning it to me, but being the voice for my team when
they don’t feel like they can go to her about things.
Tinsley similarly described leveraging her relationship as she stated, “I’m the fourth grade voice.
[My team will] come to me and be like ‘Tinsley, go to Lisa and tell her this because I know that
you’ll say it sternly enough that we’ll get it… I think the relationship I’ve built with admin that
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they… when they see me coming they know it’s a big deal. Otherwise, I wouldn’t be asking
them at all.” In her opinion, administrators appeared to be more receptive when approached by
teachers with whom they had a strong, positive relationship, whether personal, professional, or
both.
Lisa leveraged relationships to communicate with a team and/or get tasks completed with
optimal effort from teachers in spaces where participation would otherwise not be easily
garnered. The relationship was used as an entry into the team in a manner that was efficient and
effective. For instance, the Lisa found it easier to implement a change by having a particular
team member present it to the team rather than themselves. Lisa revealed that during her rollout
of the RTI database to her school, she strategically spoke to particular teachers beforehand,
knowing that they would be able to assist her with teacher buy-in. From the view of a teacher,
when describing the manner in which the administrator leveraged her relationship to garner
assistance, Bethany stated that her administrator would make statements such as “I need you,
Bethany” and would follow up with offering some form of relief or further assistance.
In some experiences, teacher participants agreed that their administrators used their
established positive relationships with teachers as a bridge to establish a relationship with a
teacher's "acquaintance" with whom the administrator had no previous relationship. This
manifested itself through the use of an established relationship to secure another. Bethany
recalled a time where an administrator used his relationship with a mutual friend as a bridge to
try and establish a relationship with her. While this method may have had the potential to be
effective, Bethany described this approach as the establishment of a “false relationship” and one
that broke trust in that administrator. Of this broken trust she stated,
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His establishment of a false relationship with me was based on his relationship with my
friend. He knew her work ethic and I guess he was trying to find allies which, I guess a
lot of people would do, but I didn’t feel like that was authentic… it was very awkward.
As a result, she viewed his desire to have a relationship with her as inauthentic being that he did
not approach her directly. Approaching a relationship in this manner has the potential to negate
any current or possible relationship due to perceived inauthenticity on behalf of the
administrator.
Teacher participants with a positive relationship with their administrator agreed they
were more receptive to tasks and were willing to communicate needs and expectations. They
trusted the administrator was asking something of them and their team that will not have
negative consequences. For example, the administrator was not making a request that would be
a burden and take time from classroom instruction and instructional planning. Conversely, Lisa
revealed that she also trusted that the teacher, teacher group, or grade level could get tasks done
in a manner that met or exceeded expectations. Of her administrator, Bethany stated “I guess my
administrator trusted me enough to assign me tasks and not micromanage me… I’ve never
experienced her assign leadership roles to somebody who she didn’t trust.” Specifically, they
trusted the teacher(s) to do their job and do it well. In terms of both teachers and the
administrator, all participants agreed they used their relationships to their benefit and credited
trust for their ability to do so.
Personal and Professional Relationships
Personal and professional relationships were revealed as another factor of trust among
teacher teams and between teachers and their administrator. A relationship, whether personal or
professional, was needed for trust to occur. Additionally, relationships of a personal and/or
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professional nature were found to affect the degree to which one could be trusted. For example,
in a personal relationship, participants trusted one another with personal things such as personal
secrets and information. In a professional relationship, participants showed their trust in one
another by exposing their weaknesses or suggesting ideas that went against directions given by
an administrator. The type; however, different across participants and determined who was
trusted and with what.
Personal relationships between participants. Personal relationships between
participants were described as those that were not confined to the work environment.
Participants in personal relationships communicated with others outside of work about topics that
extend beyond work. They also spent time with one another in non-professional settings, such as
a restaurant, a store, or in one another’s home. For example, both the fourth and fifth grade
teams revealed they get together on the weekends. Michael and Luann also revealed in separate
interviews that they go out with one another outside of the work environment. Luann stated “We
both like to go out to the same places and he’s a cool dude so he’s someone I can chill with both
in and out of work.”
Personal relationships were also characterized by having fun, friendship, and being
social. Participants described personal relationships as those that existed through sharing
personal events and/or information with others. Spaces where relationships were able to form,
and flourish included weddings, vacations, family emergencies, etc., while personal information
may include the exchange of social media accounts and insight into family dynamics. Dorinda
revealed that Sonja had supported her through numerous personal moments in her life. She
stated, “She’s been there through some major low points in my life. She knows the ins and outs
of everything. She’s more than a coworker… she’s like a sister.”
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Teacher-teacher personal relationships appeared to form easier than personal
relationships between teachers and their administrator. By nature of the position, teachers
interacted with other teachers more frequently and more intimately than they did with the
administrator. For instance, teacher participants stated they tend to lesson plan together and may
attend professional developments with one another. Luann asserted, “I’m forced to see [my
team] all day long. Of course I’m going to be closer to them than anyone else in the building.”
Close proximity and frequent interactions increased the likelihood of a relationship between
teachers.
The evaluative nature of the administrator’s role made it difficult, but not impossible, to
form personal relationships. For example, administrators are responsible for evaluating the
performance of teachers, which may put strain on the formation or maintenance of a relationship
at the personal level. Positive feedback may appear as favoritism of the teacher while providing
negative feedback or consequences may put a strain on the personal relationship. As the
administrator is in a position of power over teachers, there must remain some semblance of
professionalism between teachers and their administrator. One teacher participant, Michael
stated, “I know Lisa, but I don’t know too much. I know just enough to know she has good
intentions, but she also is my principal so I can’t get too close and that’s cool with me.” Though
there remained a level of professionalism, teacher participants revealed that knowing their
administrator personally, even in a minimal capacity, enabled them to trust her more easily.
Professional relationships between participants. Professional relationships were rooted
in the workplace. Participants described their professional relationships in terms of the sharing
of professional goals, completing work-related tasks, and their teammate or coworker having
some level of work ethic. The fourth grade team, for example, shared the common goal of
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meeting a certain student pass rate on a standardized test and also collaborated on a presentation
for the staff. In professional relationships, teacher participants revealed they limit conversations
and sharing to topics that pertain to work. They also revealed they are less likely to share
personal information and there is little tendency to communicate outside of work when only a
professional relationship has been established. Additionally, accountability became a driving
force in professional relationships.
Whereas personal relationships may have allowed the freedom to slack off on the job
while also not creating conflict, professional relationships were based on work productivity. The
people in the relationship were believed to be held to a higher standard and were seemingly
scrutinized more closely in terms of their work. Though professional relationships made getting
work done easier, they also allowed little room for the relationship to become personal and for
there to be vulnerability to expose weaknesses and seek assistance. Bethany, for example, stated
that she held those who she had a professional relationship with to a certain standard because she
knew their “Ability to produce work that is of quality and isn’t cutting corners.” Professional
relationships were centered on one’s ability to trust that work would be completely with fidelity.
Nexus of personal and professional trust in participant relationships. The nexus of
personal and professional relationships varied. Some participants believed the two intersect
while others did not agree the two types of relationships could exist at the same time. Though
participants disagreed on the nexus between the two, common across interviews was the belief
that trust underscored all relationships. When it came to personal and professional relationships
some participants agreed that personal and professional relationships intersected. In their
opinion there was no distinction between the two. For them, the approach was the same no
matter the nature of the relationship or the manner in which relationship began. Specifically, in
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terms of trust, those that could be trusted personally could also be trusted professionally and vice
versa. Of this link Bethany stated,
I want to see the good in people and some people’s positives are in their personal lives.
Some people’s positives are in their professional lives. Having them separate makes me
still be able to have a personal relationship with that person. My head and my heart are
conflicted on those two things… I try to separate the two but I guess they just run
together so I can’t… like I can’t look outside of their work ethic… I’m torn because there
are genuinely good people out there and I guess that’s why I don’t have any friends
[laughs]…everybody that I can think of off the top of my head that I’ve trusted
professionally, I’ve also had a personal relationship with.
Ramona mirrored those sentiments, but also linked them to her implementation of reform as she
stated that she uses personal relationships, which she described as friendships, to build trust
which let her know that her teammates could be trusted professionally to know their role and do
what was expected of them. Ramona stated that she used friendship to “Build trust [because] if
you don’t have a friendship, you don’t know what each other can do or what you are expected to
do. You don’t know how this person is going to help or hurt you when it comes to having to
begin something new, because the district is always giving us something new we have to do or
turn in.” This overlap, participants posit, enabled trust no matter the origin of the relationship.
Those participants that navigated relationships from this perspective were found to be able to
begin relationships in any environment.
Other teacher participants agreed that one type of relationship could exist without the
other while maintaining trust. Specifically, they believed teachers simply needed to have trust
with one another in one form or another. Luann concluded,
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I can trust you personally, but not professionally… I can trust you professionally, but not
personally. It just depends on how I value you. But, also, if I don’t trust you in one way,
that doesn’t make the trust I have for you in the other way any more or less valuable. I
just know the ways I can and can’t come to you. It’s just not that deep to have to have
both.
In terms of administrators, some participants valued professional relationships with their
administrator over a personal relationship. A lack of a personal relationship did not hinder a
teacher participant’s ability to have trust in their leader. Of her lack of a personal relationship
with her administrator, Luann stated “I believe we have a professional relationship and that’s
enough. I trust her as a leader.” Consistent across discussions was the desire to have an
administrator who behaved in a manner that a supervisor characteristically would. That included
actions and communication that strictly pertained to their work and did not delve into the
exchange of personal information. Maintaining a professional relationship was described as an
action that set boundaries for the professional work environment and enabled teacher participants
to maintain the integrity of their professional setting. Participants felt they were able to keep
work-related tasks, actions, and relationships within the confines of work.
Factors that Influence Trust Throughout the Implementation of Reform
One aspect of my research centered on gaining insight into factors that contribute to the
overall implementation of the RTI database. Through the coding of my data, I uncovered several
factors that affected participant’s implementation of reform and specifically the RTI database.
Louis (2007) posits that, for teachers, breakdowns can occur around issues of understanding
what the reform is about and its purpose, expected use and outcomes, and how the reform will
impact their work. In my investigation, I unearthed that the presence or absence of trust among
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team members and between the administrator and teachers affected the implementation of reform
through several factors. The exploration began with the organizational factors that influence
implementation. I then detail the interpersonal factors that influence trust through reform
implementation.
Organizational Factors
Several organizational factors influenced the implementation of the RTI database.
Participants explained that each of these greatly impacted their outlook on and implementation of
the RTI database. Many of these factors were the responsibility of those responsible for the
initial dissemination of the reform. Organizational factors include teacher preparation,
encroachment on time, understanding the reform, changes made to the reform’s expectations,
and participant’s perceived benefit of the reform to their work.
Teacher Preparation Regarding Reform Implementation. Teacher participants
agreed their implementation of the RTI database was facilitated by their introduction to the
reform and the training they received regarding its implementation. Specifically, optimal and
effective implementation required a formal introduction. A formal introduction was
characterized by detailed information about the reform that included what the reform aimed to
achieve, how to use the reform, the participant’s role in its implementation, and their expected
frequency of use of the reform. Prior to their implementation of the RTI database, some
participants attended a staff meeting where the administrator revealed to the staff that a new
system of tracking data would be implemented. During the meeting, participants were given
information regarding the database, its proposed use to teachers, and any other pertinent yet
general information. While the content of the reform was expected to be the same across the
school division, the way they receive the reform varied.
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Participants also believed when given a reform, they should be able to trust they are
going to be provided with the training necessary to aid in their successful implementation. When
participants were not trained prior to implementation they believed it was unfair of
administrators to set expectations of and hold them accountable for implementing tasks. One
participant detailed the way a lack of training affected her outlook on both her trust in the
administrator and the implementation of the database. Luann stated,
I was never trained on RTI and my principal knows that yet she continues to think that
I’m supposed to be as fast as everybody else that already knows how to use it. Yes, I ask
questions. Yes, I try to keep up with the deadlines and stuff. But, at the same time, you
can’t be giving me grief because you as my leader just threw this thing at me and said
“Do it” without making sure that I could actually do it. That don’t make sense and that’s
why everything she gives me and everything she asks me to do, she gets the automatic
side-eye because I’m always thinking about how it can, and probably will, backfire on me
and nobody should have to feel that way about their principal but it’s what happens.
Based upon that experience, the participant’s implementation of the database came from a place
of defense rather than effort. Overall, a lack of training led to a break down in trust, which
resulted in many participants left feeling defensive and/or hopeless.
Delivery of RTI training. Participants agreed that, in terms of reform, their buy-in was
influenced by the way they were introduced to it. Particularly, Lisa believed the way
administrators reveal reforms to their teachers and staff affects its reception. Lisa stated, “It’s
the way that it’s unpackaged. It’s the way that you bring it out. That makes all the difference.”
Delivery with the greatest amount of buy-in presented teachers with information through several
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small sessions that occurred over an extended period of time. Doing so enabled participants to
take their time in learning the database.
In the beginning stages of the RTI database the district chose to pilot the database. One
location was Autumn Springs Elementary School. The training regarding the database that
participants received was presented in eight sessions that took place over the course of a school
year. Apart from the first and last sessions, each session began with a review of the previous
session, the introduction of new information, an opportunity to practice tasks using the database,
and an assignment to be completed before the next session. Of Autumn Spring’s time in the pilot
program Tinsley, who is a 4th grade teacher stated,
I feel like RTI started here, so I think it feels like we were with it from the beginning. So
I feel like [the teachers who went through the pilot] have a better understanding of how to
use it and we’re able to understand it a little more quickly because we were introduced to
it gradually. Not all at once like some schools were… So we were given it in pieces and
not all at once so it probably flowed better.
The completion of the pilot program increased the understanding of the database of particular
participants from a standpoint that gave them an advantage over those that did not. Teacher
participants believed when delivered through sessions, the database was purposefully and
intentionally divided into small segments that were easier to digest. In their opinion, these
segments were small enough to allow participants in the training to digest the information being
presented while also robust enough to ensure they received vital details needed to encourage
successful implementation. Going through the pilot phase of the database enabled participants to
grow alongside the database as they worked slowly through their understanding of it and its use
by teachers.
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“Buy-in” increased for participants when they had the opportunity to practice the
implementation of the RTI database in the presence of those who were knowledgeable about the
details it. In reference to the RTI database, knowledgeable people were those who created the
database and/or were well-versed regarding the inner-workings of it. While teachers practiced
the implementation of the reform, the knowledgeable people were available to answer questions
and/or clear up any misconceptions that arose in the moment. When presented in this fashion,
participants believed they were given the opportunity to digest information more readily as they
had the opportunity to clarify any misconceptions they had in the moment. Participants were
also afforded the opportunity to make mistakes in an environment that allowed them to receive
feedback while also avoiding negative consequences such as being reprimanded.
Participants also identified the intensity and robustness of the training received as a factor
that affected their implementation of the database. Those participants who were part of the pilot
phase of the RTI database revealed a better overall understanding of the reform as it was
presented. In their opinion, going through the training with those most knowledgeable about the
database gave them a higher level of understanding than previous reform efforts they had been
given to implement. Attending the training, participants deduced, presented them with a greater
wealth of knowledge and insight about the intricacies of the database and their place in its
implementation. Tinsley stated of her training, “Had I not been forced to go to that class with
[the creator of the RTI database], I probably still wouldn’t understand how to do the stuff that
I’m supposed to do or why it’s supposed to be done.” Having gone to the training that was run
by the creator of the database gave her a more intense and purpose-driven understanding of her
role in its implementation. Though there were many factors that supported implementation,
participants also revealed there were barriers to their implementation as well.
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Barriers to Implementation. Some participants agreed the manner in which the RTI
database was delivered was a barrier to their implementation. In their experience, delivery of the
database that did not communicate the expectations of those expected to implement the reform
resulted in the least amount of buy-in. When the database was presented to them, they felt they
received little to no information regarding the district’s expectations of their implementation and
use. Of her introduction to the RTI database, Ramona stated that the database was something
that “just appeared” which gave her a negative view of it, initially. She added, “I had nothing to
hang my hat on. I didn’t know what, why, who, where, when.” It was not until Ramona came to
understand her role in terms of implementation that she implemented the database with effort and
fidelity. Without prior grounding in the database, participants were unable to understand their
role in the reform’s implementation and were frustrated.
Participants who did not receive training on the RTI database viewed the reform
negatively and struggled with use. Though expectations were, in some instances, communicated,
a lack of training on the tasks and actions required for teacher implementation did not provide
participants the opportunity to interact with the database and understand its mechanics prior to
implementation. For example, participants who were not a part of the pilot phase of
implementation were asked to implement the database but were not provided the opportunity to
attend a training session on its use. The participants learned the database on their own while they
also worked to meet prescribed deadlines. Tinsley was one of the individuals who was originally
tasked with training teachers, but eventually no longer did so. Of the struggle for new teachers
to implement the RTI database, Tinsley stated, “As time has gone on… new teachers come in
and they’re not getting the same training [the pilot program participants] got… so they’re
struggling with it and not using it because they just don’t get it and don’t like it.” As a result,
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participants believed they struggled with use, as they were simultaneously learning and
implementing the RTI database. Doing so, in some instance, took a great deal of time on the
participant’s behalf.
Encroachment on Participant’s Time Regarding Reform Implementation. The
implementation of reform required participant’s time. The difference in the effect of the time
required for implementation depended on the degree to which the reform encroached on
participant’s time both in and out of work. Specifically, when implementing reform, participants
desired the ability to trust the reform would not impact their daily work activities and would not
add additional work tasks that would require additional time. Participants agreed that after a
reform was introduced to them, one of the first things they did was consider the amount of time
and/or effort they needed to dedicate to the completion of tasks associated with reform. In order
to accept the reform, participants believed they needed to be able to trust they were able to
complete assigned tasks associated with the reform in an amount of time that did not encroach on
their current work and other tasks for which they were responsible. Acceptance also meant
having to complete tasks would not have a negative impact on other daily tasks nor would it
exponentially increase the amount of time spent on work.
Some participants reported that the requirements of the implementation of the RTI
database did not always encroach on their time due to the ease of completing tasks. For some
participants, there were situations where the database was able to replace a system they had in
place, thereby supplementing a routine in a way that was helpful rather than adding cumbersome
tasks. When given the RTI database to use to track data, some participants found they were able
to do away with an old data-tracking system that they had been using. Participants reported they
had little to no resistance toward their required use of the database because it streamlined a
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process they were currently doing in a different fashion. As a result, implementing the database
made work easier and made using the database less time consuming.
The RTI database encroached on participant’s time in situations where the database
required a great amount of their time. Their present work was hindered by the additional time
required to implement the reform and meet expectations and deadlines. As a result, they
reported they resorted to a compliance mindset when reform tasks consumed their time in a way
that negatively affected their routine and ability to complete other required tasks. Participants
who resorted to a compliance mindset did so because they did not trust that if they asked for
additional time to complete tasks that they would not receive some form of negative response or
consequence.
When given the database to use for tracking student progress, participants viewed the
tasks associated with it as unnecessary and time consuming. Tinsley described this sentiment
when she stated, “[the database] is time. Everything we do as a teacher takes a lot of time. The
teaching part is the easy part. It’s the everything else that’s… tedious. It’s time consuming… At
this point I just do it because I have to… otherwise, you get an email.” Through a compliance
mindset, participants completed tasks associated with the database to avoid the potential negative
consequences that could come from not completing tasks per expectations or by the associated
deadline. There was no effort to use the reform to their benefit outside of complying with
expectations. Additionally, participants agreed that the reform became a burden rather than a tool
for improvement. As a result, they viewed the tasks as items on a checklist that consumed
additional time and did not bring any benefit to their work.
The Effects of Teacher Understanding of the Purpose of the RTI Database.
Common across participant discussions was the idea of being able to understand the purpose of a
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reform effort. Specifically, some participants who experienced the implementation of the RTI
database developed their perception of the reform's purpose based upon their interpretation of the
information given. Their understanding of its purpose was rooted in their development of their
own understanding of their role in terms of the implementation. Conversely, there was the
intended purpose as seen by those who created the reform. Participants described the intended
purpose as the intention of a reform effort as communicated by the body that created and passed
down the reform. This purpose was based on the expected outcomes as a result of the
implementation of the reform.
When the purpose of the database was communicated, participants felt encouraged to
implement the reform with effort and fidelity. Conversations revealed they believed being able
to connect with and understand the purpose of the reform allowed teachers to take ownership of
the database and include it as a part of their routine. This inclusion was dependent upon if it
added to their work in a way that was meaningful to the participant. Sonja’s comment
exemplified the importance of understanding the purpose of the database as she stated,
There has to be a connection or a purpose for [teachers’] work for them to really want to
do it or understand how to do it. Teachers hate just to be getting more tasks to do because
we’re already overwhelmed with our workload. So if you explain it to me how this is
gonna help kids get it and how it’ll help me get the job done, I’ll do it.
Participants revealed, in schools, the purpose of a reform may be communicated in a variety of
ways. For those participants who were a part of the pilot phase of the RTI database, the district
communicated the purpose and were in total control of what was portrayed. Tinsley, who was a
part of the pilot phase of implementation, stated, “They were clear about what the database was
and was not… how we were and were not to use it.” For those who experienced implementation
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through their school, directions for how trainers and administrators were to introduce the reform
were less rigid and concrete. For instance, some participants were in training sessions that
involved watching a video that detailed its purpose, use, and tools. In other instances, the
manner in which the purpose was communicated was left to the administrator and/or to interpret
and communicate in a manner they felt best suited their staff to whom they were presenting.
Across participants, there were varying experiences and initial introductions with regard to the
database and its purpose.
Participants without an understanding of the clear purpose for the reform, found it
difficult to implement the reform with fidelity. Without knowing the purpose, participants felt
unable to connect with and make meaning of what tasks and expectations surrounded
implementation. Of their lack of understanding the RTI database, Luann stated, “I don’t know
who looks at it. I don’t know what they use it for… I don’t get the whole thing… I don’t really
know what it’s for so it is confusing. It has never really been broken down to me why we’re
doing it. So I don’t care.” As a result of Luann’s lack of understanding, she made no effort to
seek understanding nor implement the database with effort. Overall, not knowing the reform’s
purpose meant that participants felt they were unable to deduce in what way the reform may be
of benefit to them and were unable to make meaningful connections with reform.
Tinsley further sympathized with teachers she believed had no understanding of the
purposed of the RTI database when she stated, “I went through the training so I know the
purpose and because of that training, I can see where it would be very frustrating for teachers
who don’t know the purpose of [the RTI database], especially not understanding the how or
why.” Dorit further explained the ideal process by which she would have been able to take more
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ownership of the RTI database following her introduction. In response to being asked how she
thought the purpose should have been communicated to herself and others she stated,
...what I would have liked was for [my administrator] to explain why we’re doing it. I
mean, just don’t give me an email and say ‘Get it done’ because it makes us feel like ‘Oh,
one more thing.’ But you didn’t really explain why we had this one more thing… I just
really need to know why… really, really why. I know it’s coming from [the district] but
why is it coming from up there? Can you explain it to me?
The inability to connect with the reform was a barrier to participants being able to include the
reform as a part of their routine.
The Effects of the Changes of Reform Post-Implementation. Participants also agreed
that changes in the way the district treated the RTI database changed their initial understanding.
This change in initial understanding impacted their implementation and use of the database.
After the initial implementation of the database, the district made changes to the way in which
teachers and administrators interact with it. Changes included alterations regarding what
teachers were expected to complete, the introduction of due dates for certain assessments and
other items, and/or an overhaul of the materials associated with the database.
As participants continued to work with the reform, activating their understanding of its
original purpose, they faced confusion as they applied their original understanding to the
district’s current expectations and guidelines. The district, for example, made changes to the
way teachers used the RTI database since its initial introduction to teachers. These changes
asked that teachers enter a new set of information in addition to what they had already been
asked to track. They were also given a timeline for giving assessments and entering the
subsequent data into the database. Previously, they were only required to enter baseline and
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summative data. Participants who thought they had a grasp on the expectations of their use of
the database had to reframe their perception and understanding to meet new expectations.
Bethany stated, “It became ‘one more thing’ every few weeks and I got tired.” As a result, they
began to see the database as a burden based on the change in teacher expected use.
The evolution of the reform also brought about tasks that detracted from the intended
purpose of the reform as it was initially communicated and understood. These tasks were
implemented after the initial introduction of the database and contradicted, undermined, or added
to the initial instructions. The requirement of additional tasks negatively impacted
implementation effort on behalf of participants. Implementation of the reform became an act of
compliance. The additional tasks added extra work and diminished the care taken when
implementing the reform. One such task was replicating information in several sources. For
example, teacher participants were asked to input information that was required to be input in a
district-mandated database into a separate spreadsheet that was required by the administrator. As
a result, participants were not able to see the use in inputting the same information in two places
at the same time when the original database could be accessed by everyone and held the same
information.
Sonja described how having to put information in several places reduced her interest in
using the RTI database. She stated, “If it was just the RTI database that we were putting data in,
the data would be more valuable to me… you have more animosity toward it. And you start
forgetting why you’re even doing it and what it really means.” Participants who understood the
database to be a hub for student data were frustrated when they were also expected to put that
same data in other places. Though all participants revealed frustration as a result of the
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duplication of information, those participants who were a part of the piloting of the database
revealed a greater level of disdain and angst for having to do so.
Dorinda explained her experience of the evolution of the RTI database by stating the
following,
I think it’s changed a lot because before I used to look at it a lot more. I used to use it a
lot more. And now I just see when running records dates come around and I’m like ‘Oh,
let me get into that system. Then, I gotta put it in RTI and then I gotta put it into three
other spreadsheets. When really, RTI should be the catchall. You shouldn’t have to go
somewhere else and put the same data in over and over again. That’s the purpose of RTI:
so you can have all of that data in one location and you can look at it…
As participants continued to work with the RTI database in the manner in which they originally
understood its purpose and use, they found that they were confused by their original
understanding and the district’s current expectations and guidelines for use. Where they once
understood and internalized the purpose of the reform, they came to view it as simply another
task on a list of things to complete.
The Effects of Perceived Benefit on Reform Implementation. Participants stated they
determined the manner in which they implement any given reform based on their perception of
the reform’s benefit to them. In terms of the RTI database, as they became more familiar with it
and its inner workings they came to understand the database’s benefits and drawbacks as it
pertained to them, their work, and any personal, team, and/or group goals. Participants’ believed
their perception of feasibility also increased when they became more comfortable with using the
database. They came to see the database’s usefulness to them and were more apt to embrace and
make purposeful use of the change. These participants also included the database as part of their
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routine. For example, upon originally being introduced to the RTI database, a participant was
skeptical of its use to her own work. After numerous uses and incorporating the reform into their
routine(s), the participant’s perception changed from skepticism to acceptance and
implementation with effort. Dorit detailed her journey from discomfort with to dependence on
the database based on her use. She stated, “At first it was annoying… it was a lot… Now, I’m
comfortable with it and I look forward to working with it because that’s where I get my
information. That’s my go-to place now.” For some participants, as they grew to see the
reform’s usefulness, their actual use increased.
When participants were unable to see the usefulness in a given reform effort, they
revealed they were more likely to negatively view the reform. As a result, these participants
were unlikely to implement the reform in a manner that extended beyond minimum requirements
or refused to implement the reform altogether. For example, Bethany was assigned a task to
complete regarding the RTI database that she deemed useless and unbeneficial to her work.
These negative feelings toward the database resulted in her having completed the task without
effort. Of her use of the RTI database, Bethany stated,
Basically, I just follow expectations. If I’m supposed to put in a running record and word
study every month, I do that and I don’t open RTI back up again. Until I can see the true
benefit of RTI over any other data entry tool from the teacher’s perspective, I don’t think
my level of implementation will change.
Teacher participants with a negative opinion of the database left tasks incomplete, completed
them incorrectly, and/or lacked the thoroughness that could have been possible had the task been
completed with interest and effort.
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Participants also stated they were less apt to see the use of a reform effort if they believed
the reform mirrored a system that they are currently using. Many participants stated they had
been using a system that worked for them in the same manner as the RTI database. Those
participants agreed that they did not see the benefit of using the RTI database over their own
data-tracking system. Luann stated,
I put my scores in there, but I have my own data chart that I put all of my scores in, so I
don’t need [the RTI database]! It’s easier to look at mine because it’s written down and
it’s there. I don’t have to go searching and clicking this tab and all of that.”
Ramona mirrored her sentiment by saying, “I try to go back and look at the scores in RTI, but I
made myself an RTI data book of my own where I just write my own scores down. Everything
I’m putting in RTI, I’m writing down.” Participants were steadfast in their agreeance that having
to do the same task twice in order to be in compliance with expectations hindered their ability to
engage with and implement the database with care and fidelity.
Interpersonal Factors
Numerous interpersonal factors influenced the implementation of reform. These factors
looked at how teachers and the administrator related to one another and how those relations
influenced the implementation. Factors explored how relationships, professionalism,
contributions, communication, collaboration and dependability, and support influenced reform
implementation.
How teacher-teacher trust and relationships facilitated the implementation of the
RTI database. Though the type of relationship did not affect the development of trust,
participants concurred that it did affect the things with which a person is trusted. In terms of the
database, Luann summed up the overall sentiments of all participants when she stated, “No
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matter what, I gotta be able to trust that when we are on a team together, we are going to get the
job done. Personally or professionally, the goal is to do what we gotta do. Especially with all of
the [things] we have to get done in RTI in like 2.5 seconds.” Having trust on a team enabled
participants to work together to ensure that the database was implemented, and expectations and
goals were met.
Relationships with teammates informed some participants’ opinion of a reform effort
before the reform effort was introduced. Knowing the opinions of someone they trusted and with
whom they had a relationship was an influential factor in terms of teachers’ outlook on reform.
Some opinions of the RTI database were established or changed based upon the opinion of a
trusted teacher or teammate. Michael, for example, initially negatively viewed the RTI database
because a teammate he trusted informed him of their negative opinion. Overall, participants
believed that trust in some form was necessary for reform implementation.
How teacher-administrator relationships informed RTI database implementation.
The relationship between teachers and their administrator was a driving force behind the
acceptance and internalization of a reform effort. Participants agreed when teachers had a
positive relationship with their administrator they were more apt to accept and implement reform
without or with little pushback. They also implemented the reform with maximum effort and
some even exceeded expectations beyond what had been asked of them. When teacher
participants were given a reform to implement by an administrator with whom they had a
positive relationship, they trusted the work was important, had a purpose, and would not
negatively impact their work. Participants had this outlook based on past positive experiences
through interactions with their administrator. Past experiences included having implemented
reform with the administrator with little or no negative experiences, consequences, and/or
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results. For example, several teachers implemented the RTI database without question based on
their positive experience of the previous implementation of a reading program.
In situations where there was no relationship or a negative relationship existed, teacher
participants agreed they were less receptive to consider the change and, at times, implemented
the reform with minimal or no effort. Participants did not trust reform if they did not have a
relationship with the administrator. Luann referred to a lack of a relationship in terms of reform
as she stated, “I have nothing to hang my hat on. I don’t know [the administrator]. I don’t know
their intentions. I don’t know that I can trust that I’m gonna give my all, slip up, and still be
supported.” Trust was a key factor in the effort with the reform was implemented.
Conversely, participants who had a negative relationship with their administrator had
previous negative interactions. The most common negative interaction was receiving a
consequence from district personnel for having incorrectly completed a task per their
administrator’s directions. As a result, any previous trust diminished and the teacher was less apt
to take the change into consideration and/or implement it with effort. Teachers then either
implemented the reform for compliance or refused to implement the reform altogether. Bethany,
for example, described a relationship with an administrator that could have impacted her
internalization and implementation of reform. In response to being asked about a potential
reform being implemented by a previous administrator with whom she had no relationship,
Bethany believed that even if the administrator’s delivery was good, the negative relationship
between the two would have been a barrier to acceptance of the proposed change. Of the
connection between their dynamic and her implementation of the reform she stated, “I feel like if
[the administrator with whom she had the negative relationship] had explained the why
effectively, I possibly would have accepted it, but his delivery would have unhooked me. Just
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because it’s him. I didn’t have a relationship with him.” For many participants, the relationship
had more of an influence on the implementation than the reform itself.
Lisa revealed there were situations where teachers did not earn a particular level of trust.
In some cases the lack of trust stemmed from a limited amount of time and interactions between
a teacher and their administrator. Limited interactions did not afford teachers and the
administrator the opportunity get to know one another professionally and/or personally. In other
instances, a teacher may have had a negative impact on the administrator. Negative impacts
included insufficient student success, going against the administrator’s communicated
expectations, and/or addressing building level concerns with individuals other than their
administrator. Teachers who did not earn the trust of the administrator were held to higher and
stricter expectations than those teachers the administrator trusted. The lack of trust was most
evident on teams where not all team members were trusted. For example, Bethany made the
observation that her administrator treated her teammate negatively after the two had several
negative interactions. Bethany recalled, “[The administrator] would come to meetings and
would praise us for using the RTI database and having it pulled up and putting stuff in on time.
But, then she would ask [my teammate] more specific questions about her data and why it looked
the way it looked. She didn’t trust that she did it right. Mind you, she could have had that same
conversation with all of us. Her class was actually doing better than the rest of us. But, it always
felt weird with those two. [The administrator] always had something to say to her.” The
administrator’s lack of trust in the teacher in question led to her inability to trust her data and
increased expectations.
Professionalism as an influence on reform implementation. Participants noted they
implement reform with effort based upon the professional title of the person passing down the
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change to them. Their trust in their administrator was based on the fact that the person is in the
position of an administrator. Ramona stated, “The boss is the boss. What your principal says
goes. I trust that she’s not steering us wrong with the RTI.” There was a general understanding
that the administrator is in a position of power and that reforms being passed down by them must
be implemented without question. By nature of the position, participants automatically viewed
and respect their administrator as an authority figure as the legitimacy of their position is already
in place. Ramona, for instance, was one participant who was steadfast in her quest to follow the
directives of her administrator. When given the RTI database to implement, she revealed that
she would always do what she was asked to do no matter her feelings toward the database. She
stated,
That database. I don’t like it. It’s the same thing that I was already using with my
notebook. Pencil and paper. But, just like with anything else she tells me to do, I’m gonna
do it because that’s what I’m supposed to do. That’s my duty. That’s my job. Who am I
to question what she says? That’s my boss. That’s not my place. You gotta remain
professional and trust that they ain’t doing you wrong.
Though the participant did not agree with the continued use of the database, she did not
communicate that feedback to her administrator because she did not want to appear to be
unprofessional and trusted her administrator’s intentions.
This mindset was only found to be true of those participants who viewed their
administrator as an authority figure and believed that the administrator possessed a greater
amount of power than themselves. Over time, teachers with this point of view may have become
unusually disempowered. Of this disempowerment, Luann stated, “You have some teachers who
will do anything their principal says and don’t push back. They feel like they can’t. As teachers,
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we are usually made to feel like we need to stay in our place.” Disempowered teachers have
received messages over time that communicate their low position of power in relation to their
administrator and have the mindset that there are certain ways in which teachers are to behave
and interact with their administrator based on this hierarchy of power. Messages may include
not having input in the daily happenings at the building level such as the schedule or planning
time, having experienced situations and/or environments where asking questions and raising
concerns is met with negativity or consequences, and/or working in environments where it is
understood that things go according to the administrator’s expectations. For many, they do not
question what has been asked of them because they see doing so as a sign of disrespect toward
their administrator. From that point of view, teachers take the expectation of completion more
serious than they do the concept of the reform on its own.
Influence of contributions on reform implementation. Teacher participants were
consistent in their discussion of the contributions of themselves and their teammates at work.
Contributing was described as an aid in building and maintaining trust as all participants valued a
team member who helped balance the work. Many participants referred to this as “pulling
weight.” Pulling weight was described by participants as contributing to the work in an equitable
and complete manner. It is characterized by consistent participation, being active during work,
effort, and helping balance the workload. Participants agreed that though the work did not have
to be divided equally, they did need to feel that each member of the team was contributing in a
fair fashion based upon their skills and abilities.
Contributing to the work in an equitable and complete manner was both a contributing
factor and barrier to trust. In terms of being an influential factor in trust, positive contributions
may manifested through the completion of lessons plans in a timely manner and volunteering to

87

take on or help with a task given to another teammate. When contributions were made for the
benefit of teammates, trust is boosted was maintained. Participants were able to trust that they
would have help with completing tasks and that others would complete these tasks correctly. As
the RTI database had a wealth of tasks associated with its implementation, participants felt they
could count on their team to get things done. For example, in reference to her teammates
consistently pulling their weight on her team, Tinsley stated, “I don’t really have to go back and
make sure they’re doing it right… I know the job will get done.” Sonja mirrored those
sentiments as she stated, “If I trust my team then I know that they’re gonna get whatever they
have to done. Tasks won’t go undone and we won’t get that lovely RTI reminder email.”
Overall, participants felt that proven quality and efficiency in terms of RTI tasks, led to the
contribution of trustworthiness.
In contrast, a lack of contributing was described as a barrier to or something that
diminished trust and reform implementation. When teammates did not contribute to their
teammates in a manner that helps, teammates who valued contributions found it difficult to trust
them in a professional capacity and took on more work themselves. A lack of contributing
included not completing assigned tasks on time, completing tasks in a manner that is below
expectations, or not completing tasks altogether. This resulted in animosity and a lack of trust.
As a result, some teams experienced tension and stress. Sonja stated, “[inconsistency] made
Dorinda and I more stressed out and carry heavier workload. And then I think it creates some
kind of animosity because of it.” As a result of her teammates not pulling their weight, Bethany
came to not trust her team and their ability to get tasks done. Of her team and their work with the
database she stated,
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I don’t see the initiative and the drive to do things themselves… it gives me more work. I
would just shut down and say forget it [because] I’m not doing their work, so I guess
nothing gets done then… For the next couple of weeks everyone understands the
importance of getting things done… but everyone pretty much goes back to their own
ways… it’s more stressful for me to have to complete all of my tasks and then carry on
the load that someone else should have carried.
Situations where contributions continued to lack and were not consistent created a cycle of trust
and mistrust.
Influence of communication on RTI implementation. Common across participant
interviews was the discussion of the importance of communication about the reform both among
teammates and with administrators. Specifically, it was characterized as listening to others as a
means to understand their point of view in a situation. Listening to others manifested in most
participant’s relationships through reflective listening. For example, after a teacher details an
issue or conflict, the person to whom they were speaking recants the issue or conflict to show
that they understand what has been conveyed. That listener can also act or respond in ways that
communicate their understanding. Actions and/or responses may include providing resources
that are relevant to the situation or taking action that solves or alleviates the situation. Bethany
recalled an experience where she did not feel as if her administrator listened to her. She stated,
I went to him with an RTI problem once. I already didn’t trust him because of other
things, but I reached out… I told him the problem… and all he did was give me examples
of when he had problems. Like… he didn’t even address what I had said. He could’ve at
least repeated what I said… thought about what I needed. Offered help or sent me to
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someone else… but none of that happened. It was a waste of time and it solidified how I
already didn’t like him and I was like f*ck this database.”
When these types of actions and/or responses are not given the teacher may not feel as if they are
being heard, which can be a barrier to trust that can affect reform implementation. As a result,
the teacher may be less apt to communicate future questions or concerns and communication
may diminish.
Participants also agreed that conversations among teams and with their administrator
were important to maintain trust. Specifically, the conversations must be open and honest. Open
and honest conversations were described as conversations that included receiving and providing
important and pertinent information, receiving and providing detailed feedback, and
communicating expectations. As a result of open and honest conversations, participants stated
that they expected to leave the conversation feeling confident that the information exchanged
was true and included as much pertinent detail as possible. Having received feedback regarding
their implementation of the RTI database, participants felt more engaged with the database as
they trusted that the feedback received was helpful.
One barrier to communication was confusion in terms of expectations of teacher
participants. In order to circumvent present or potential confusion, participants felt
communication must be clear, constant, and direct. Clear communication was communication
that was explicit and detailed in laying out expectations and projected outcomes. For instance,
step-by-step guidelines regarding the expected use of the RTI database were provided to teacher
participants. Of the communication of expectations, Tinsley stated that “If I’m told what the
expectation is I will meet the expectation… I know I can get the job done as long as I know what
it is I’m supposed to do.” Dorit mirrored this sentiment as she stated “if we discussed it a certain
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way then that’s the way I’m going to take it.” Quality implementation of reform was, in part, a
result of participants having been given explicit expectations for completion and knowing what
the end product should look like.
Constant communication was described as communication that occurred frequently. For
teacher participants, this could be daily grade level planning meetings where lesson plans are
created and student data is discussed. For example, Dorit stated that her team communicated
daily as a means to know how each class is performing and how the team should proceed with
regard to the RTI database. Direct communication included communication that did not include
any additional information outside of what is relevant to the situation and/or task. Regarding
how teachers can build this trust and avoid miscommunication Tinsley stated, “Just having a
conversation, really. [You] don’t wanna be the team where you’re getting a question where you
don’t know the answer… We should be able to come up with a data-fueled thought that we’ve
processed with conversation and RTI data from the database. I’m not doing anything without
[my team].” This clear, constant, and direct communication breeds and maintains trust among
teammates and between teachers and administrators.
Adapting communication styles helped make Lisa’s communication more efficient,
effective, and helped build trust. Of her process Lisa stated,
Adults have communication styles. There’s some folks who just want ‘Get to it, Lisa.
What’s the big picture? Where are we going with this at the end?’ Then, there’s the
folks that are caught up into the data. ‘Ok, what’s the research behind this?’ There’s the
feelers. You have to spin it to give the feelers the opportunity to work together. Knowing
what their communication style is… and some people are just about the business. No
jokey-jokey. Just get right to it. The tier one interaction is always positive, it’s always
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professional… I make it a point to find something to connect with each of my staff
members. And then, when I’m delivering information… some people want it long, drawn
out or those that want to know the why and the research behind it. We’ve got something
for everybody… I know [the RTI database] is a lot for teachers so I do whatever I can do
to help them get it all done the best way they can and I feel like they appreciate that.
Lisa revealed that, in her experience, when teachers were communicated with through a style that
suited their social needs, they were more prone to internalize information and accept and
complete tasks. It also enabled the administrator to use communication as a means to build trust
and get things done.
Influence of collaboration and dependability on reform implementation. Teachers
described collaboration and dependability in terms of their teacher team. Participants agreed that
both concepts were key aspects of implementing reform as a team. Teacher teams where
participants were able to depend on one another and collaborate effectively did well with
implementing the RTI database per expectations. Gabarro (1987) posits working relationships
develop trust through a historical pattern of reliability across experiences. When utilizing the
database together, those teams whose members had a high level of dependability and
collaboration were able to work together to complete tasks. In instances where participants were
to complete tasks individually, they were able to depend on their team members to help them
when completing tasks.
In places where collaboration does not occur consistently, participants revealed
teammates did not trust one another to complete tasks. Tasks included those in which team
members worked together on the same task or those that were mini tasks that are part of a larger
project. When there was a lack of trust in terms of collaboration, work isolation occurred.
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Isolation was due to teachers choosing to work in isolation, when possible, rather than work with
a teacher whom they did not trust. Teachers tend to alienate themselves at work in these
instances as they may feel the effects of their isolation (Dworkin & Tobie, 2014). For example,
Bethany stated that at one point she chose to no longer collaborate with her team because, in her
opinion, they did not produce quality work and she could not trust them to get things done. The
same was true for Luann as her experience with collaborating with her team led her to believe
that they could not be trusted to complete tasks according to expectations. In instances where
teachers were required to work together, the work was done for the sake of compliance rather
than genuine effort and care in the completion of the task. Teams were disjointed and had little
communication.
Influence of support on reform implementation. Participants also revealed a desire to
want to know that they have the support of their administrators through the implementation of
reform. In reference to expectations of an administrator, Sonja stated, “You want to know your
administrator has your back and they’re going to stick up for you… not if you’re wrong, but at
least they’re going to support you and be there for you and work through the situation with you.”
Support did not always mean physically being there for teachers. Though Lisa did not attend all
grade level and collaborative meetings, she trusted teams to continue to work at optimal levels in
her absence. The administrator believed that her absence allowed grade level teams the space
and freedom to continue working and to maintain student achievement. Of her support style Lisa
stated,
...the reason why I attend is support is requested and they need me to be there. I believe in
differentiating my support the same way we need to differentiate for kids. There’s some
folks that are just strong with integrity whether an administrator is there or not. It’s gonna
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be business as usual. They got this. I don’t need to interfere. And they have the data to
back up the work that they’re doing.
Some teacher participants understood that this absence did not mean that there is no
support. Tinsley stated, “She supports us, but she really doesn’t ever come to us.” Dorit
mirrored her sentiments as she followed up with “we’ve been pretty successful without her. She
don’t bother us. She doesn’t put demands on us that we can’t meet. She trusts us to hold our own
and complete tasks like we should.”
Support on teacher teams, participants believed, led to successful reform implementation.
Ramona stated that support and collaboration enabled her to trust her team. She stated, “Us
working together means we just trust we’re gonna just help each other. Trust each other. We’re
here to do well.” Other teammates may provide teachers with the resources or help needed to get
things done. For example, an RTI task for teachers was to complete and log running record data
into the database. One participant stated that, as a team, they take turns teaching one another’s
class so that one teacher can complete running records without interruption. This ensured that
each member of the team was able to get running records done without interruption and that they
would also be able to input data by the expected deadline. Additionally, an administrator may
see a teacher who is struggling with classroom management and may offer to guide them through
some resources and strategies for finding success.
Participants found it important that they be supported even in instances where they may
not be meeting expectations and achieving desired results, though they put forth effort to do so.
They valued being able to trust that their teammates and their administrators would continue to
support them in instances where there was no success or where they struggled. Dorit stated, “I
can run to Tinsley and I do it faithfully. I can come to Tinsley and I can tell her I need help for
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whatever dealing with technology or the database or a skill and if she knows, she’ll help me with
it. If not, then we will both go and find some help within the building… She doesn’t put me
aside.” Similarly, of her support of and from her current teammate, Dorinda stated, “we back
each other up… especially with them running records! If one person feels one way about
something or is not doing too well on something… we’ll go to bat for each other.” Based upon
her ability to depend on her team, she was comfortable admitting her weakness in terms of using
the database to her team and asking them for help. The team, in turn, was willing to collaborate
with their teammate in order to help her understand how to use the database and how to input
information. Having such free-flowing collaboration ensured the reform was being implemented
while also helping teams work together to see results.
Summary
This chapter presented two major themes that emerged from my research. I first
presented the manifestation of trust among teacher teams and between teacher participants and
the administrator. Under manifestation were the subthemes of the foundation of relationships,
how and why participants leveraged those relationships, and personal and professional
relationships. I also explored and detailed the factors that influenced trust throughout reform
implementation. Two major types of factors emerged: organizational and interpersonal.
Organizational factors presented included teacher preparation, time, understanding, perceived
benefits, and changes made to the reform post-implementation. Interpersonal factors included
how relationships, professionalism, contributions, communication, collaboration, dependability,
and support. Each aspect of both themes played a role in the implementation of the RTI
database.
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CHAPTER V
DISCUSSION, CONCLUSIONS, AND IMPLICATIONS
The purpose of this study was to investigate the role trust played in the implementation of
reform as experienced by administrators and teachers. My findings, presented in chapter four,
showed that reform implementation is influenced by trust and the foundation and maintenance of
relationships among teachers and between teachers and administrators. In this chapter I present a
discussion of the connections between my research and the literature. I then provide concluding
thoughts on the results of my study. Lastly, I close the chapter with an explanation of
implications for both research and practice.
Discussion of Findings
The findings of my study were filtered through a lens of trust. Bryk & Schneider (2002)
took the position that “trust is a core resource for improvement” (Louis, 2007, p. 17).
Understanding that trust can function as the key characteristic of improvement, my study began
with an exploration of accountability-based reform, Response to Intervention (RTI), and trust.
One school that piloted a reform effort and all members of its third, fourth, and fifth grade team
were selected. This study’s findings are congruent with the literature on trust, relationships, and
reform implementation.
Relationships and trust with reform. Data from this study reinforced a key point in the
literature that underscored the role of relationships and trust in successful work in organizations
and the implementation of reform as shown in figure 1. All persons involved in a relationship
understand the expectations and obligations associated with their role and consequently have
expectations of others (Maele & Houtte, 2009). Those expectation include trusting the trusted
person or group to act in a manner befitting their role. Individuals that trust one another are also
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more apt to disclose pertinent data about issues (Tschannen-Moran, 2000). Organizations with a
reservoir of trust have members that are comfortable with sharing concerns and issues and invest
effort in contributing to common goals (Tschannen-Moran, 2000). The findings align with the
research and agree that trust contributes to the achievement of group goals and work tasks.
Teacher teams with a high level of trust were highly productive and readily worked together to
supplement and complement one another in their collective quest to complete tasks. They also
trust each other to do their work and do their work well.

Trust

Relationships

Reform

Figure 1. Presentation of theme. Demonstrates how reform is informed by relationships and
trust.
Relationships become “morally corrupt” when the person being trusted takes advantage
of the person that trusts them (Baeir, 1986). The relationship(s) are immoral in the manner that
one party heavily relies on the qualities of another in a manner that weaken the relationship
(Baier, 1986). Current literature aligns with my study as evidenced by the weakening of the
relationships on a team of participants that heavily relied on the wealth of knowledge and work
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ethic of one team member. The findings suggest that this reliance on one person led to team
members’ feelings of being used, betrayed, and underappreciated and their trust in the team
diminished. Additionally, tasks associated with the reform were incomplete or done
haphazardly. This finding agreed with Hargreaves (2002) who found the lack or loss of trust
weakens reform efforts within schools. Tschannen-Moran (2000) stated, “although collaborative
processes are increasingly called for as part of reform efforts, these processes will not come
about in an authentic form if the people involved do not trust one another” (p. 314).
Findings in this study demonstrated how as individual team members feel
underappreciated over time, they resort to isolation. This sentiment is further supported by the
work of Hargreaves (2002) who stated people respond to feelings of unappreciation in the
following way:
They seem to deal with betrayal by evading interaction with those who have betrayed
them, or who might betray them in the future. Fewer interactions mean fewer
opportunities for professional learning and lessened chances of school improvement.
Betrayal is the emotional enemy of improvement (p.405).
Distrust causes people to engage in self-protection behaviors that protected themselves against
the unscrupulous actions of others (Hoy & Tschannen-Moran, 1999). In doing so, isolation
increases and collaboration and productivity decreases.
Trust, reform, and the administrator-teacher relationship. Results from this study were
in line with Bryk and Schneider (2002) and Dirks (2002) who indicated that leaders serve as a
determinant of organizational performance as seen in figure 2. The literature supports the notion
that reform efforts create an environment that requires a particular level of trust between teachers
and administrators prior to implementation. Louis (2007) posits that the need to respond to
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reform efforts’ attempt at change challenges the natural teacher-administrator relationship.
Findings from the study suggest administrators work to maintain relationships with teachers to
build trust capital to use to get things done. Leaders can ask for the implementation of reform
without causing suspicion or resistance when there is a reservoir of trust between themselves and
staff (Louis, 2007). Even so, when implementing reform the administrator removed themselves
a step further as they found it easier to introduce it to staff through a teacher who was trusted by
both the administrator and staff.

Student
Achievement

Positive AdminTeacher
Relationships

Reform
Implementation

Figure 2. Presentation of theme. Demonstrates how admin-teacher relationship is informed by
teacher success and informs reform implementation.
Lacking in the literature is discussion regarding teacher-administrator relationship
dynamics in relation to teacher work performance and reform implementation. Findings indicate
teachers’ awareness of the impact their work, goal attainment, and reform implementation have
on the relationship with their administrator. Teachers primarily equated their classroom success
to a positive relationship with their administrator. Conversely, the lack of student achievement
and completion of goals led to negative interactions. Though the administrator did not explicitly
equate teacher performance to relationship dynamics, many of the findings in my study pointed
to the administrator’s focus on teachers’ ability to complete reform tasks and boost student
achievement and not necessarily their skill as a teacher.
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Familiarity to determine trustworthiness. Results supported evidence in the literature
that addressed familiarity as a key component of trust among teachers and administrators as
shown in figure 3 (Luhmann, 2000; Baier, 1985; Dasgupta, 2000). Familiarity guides the
conditions under which people trust and can impact and encourage implementation in an
impactful and permanent manner (Baier; 1985; Luhmann, 2000). Familiarity also determines the
degree to which people are trusted (Luhmann, 2000). For familiarity to occur, literature specifies
there must be several encounters that result in memories of previous experiences (Dasgupta,
2000).

Familiarity

Trustworthiness

Figure 3. Presentation of theme. Demonstrates how familiarity determines trustworthiness.
Teachers inevitably interact with one another throughout the school day. Each encounter
makes them increasingly familiar with one another. The data revealed as participants became
more familiar with teammates and their administrator, the dynamics of the relationship shifted
and changed. Memories of past interactions were used to inform relationships as teachers
recalled how others behaved in similar situations. Teachers carefully watched the principal’s
interactions with other teachers and used their assessment of those interactions to determine
future interactions such as soliciting help or presenting a problem. These findings are supported
by Butz, Dietz, and Konovsky (2001) who found the actions of a supervisor is how employees
view the supervisor’s trustworthiness. Based on their familiarity, teachers were able to better
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gauge the intentions of others and predict the things with which others could be trusted such as
data or vulnerabilities. This was especially true of the relationship between teachers and the
administrator.
Risk and vulnerability. Trust involves risk and a willingness to be vulnerable (see
figure 4) to the possibility that expectations may not be met, and someone may fail to act as
expected (Moye et al., 2004; Luhmann, 2000). Risk is dependent upon a cycle of trust-risk-trustrisk as the relationships flows through controllable and uncontrollable situations (Luhmann,
2000; Williamson, 1993). Trust among colleagues informed an individual’s perceptions about
the potential consequences of risk-taking in the work environment (Moye et al., 2004;
Edmonson, 2004). Central to trust was the belief that both teachers and the administrator had to
show some level of vulnerability. Participants that trusted their teammates took risks when
sharing their shortcomings and needs. They also took risks when revealing their deficits to their
administrator. When participants believed the administrator was, at some point, vulnerable with
them, they were more prone to take risk with the assumption that there would not be
consequences for their decisions. They ran the risk of being ridiculed or reprimanded, but their
trust encouraged them to take the risk anyway.

Risk

Trust

Vulnerability

Figure 4. Presentation of theme. Demonstrates how risk and vulnerability contribute to trust.
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Conclusions
Reform implementation extends beyond the mechanics of what the reform looks like,
who will do the work, and how will the work be completed. Relationships were extremely
critical in the successful implementation of reform. Relationships that lacked trust had a
negative impact on the implementation of reform as the lack of trust led to a breakdown in
collaboration and the isolation of the most productive members of a time. Trust between
teachers and the administrator aids in making sure positive relationships are established. Positive
relationships lead to teachers who are more likely to be willing to implement reforms with effort
and care. Trust on teacher teams helps ensure communication and collaboration regarding
common goals and tasks occurs to help implement reforms as prescribed. Meaningful and
purposeful implementation occurred most often in situations where trust was high and people
were comfortable with being vulnerable with others and taking risks to get things done. Current
literature and my findings align to specify the significant impact trust and relationships have on
reform implementation.
Implications for Practice
The implications for theory resulted in quite a few implications that are practical.
Overall, three implications for practice arose for consideration. Implications include
administrators encouraging teacher’s trust in them through their actions to aid in implementation
of reform, promotion of relationships on behalf of the administrator, and consideration of the
current atmosphere of the district and individual schools with an emphasis on relationships.
Build Trust Through Actions. Leaders must be more cognizant of and purposeful in
their actions. Their daily interactions with teachers and actions within the school building must
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be such that encourages teachers to trust them. Shockley-Zalabak, Ellis, and Winograd (2000)
state the following,
Many leaders pride themselves on their personal identity without understanding that the
position they occupy provides few within the organization the opportunity to interact on
an interpersonal basis. Although their intentions may be trustworthy, the impact of
leadership is interpreted through multiple networks of relationships and events (p. 43).
Though many leaders focus on their individual relationships with teachers, greater attention must
be given to their interactions with others as teachers use their perception of a leader’s
relationship with others as a contributing factor in their navigation of their own relationship.
This means ensuring conversations with one teacher or group do not go against or contradict the
information or data shared with others. Greater attention must also be given to ensuring that
teachers are treated in a manner that is equitable and does not hold one teacher to a higher
standard than another without clear provocation.
Though building trust is a key factor in the implementation of reform, accountability
standards and benchmarks have created an academic atmosphere where relationships are not
considered and student outcomes are the sole focus of reform efforts (Lee, 2014). It is the duty
of the building administrator to distribute reform that is created at the district level and the
manner in which the reform is disseminated determines whether or not teachers engage the
reform (DiPaola & Hoy, 2014). Distrust in administrators during the onset of reform
implementation only leads to assumptions of ill-intent and manipulation (Louis, 2007).
Additionally, teachers draw no distinction between personal behaviors and professional show of
competence and reliability shown before and throughout the implementation of reform (Louis,
2007). Throughout dissemination, an administrator’s behavior is central to teachers’ perceptions
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and behaviors when implementing reform (DiPaola & Hoy, 2014; Lee, 2014). However, my
findings suggest that though research states relationships are a factor in the implementation of
reform, the relationship established between teachers and the administrator have far greater
influence on the behaviors that impact reform and implementation.
According to the data, teachers gauged their implementation of reform through their
perception of the actions of their administrator(s), teacher team, and/or district. They explained
their perception of those actions determines the way in and effort with which they implement
reform. Participants were clear that both positive and negative actions informed their
implementation, continued use, and effort. Though each participants used the RTI database, all
reported varying levels of effort and use that was underscored by what they witnessed from their
administrator, team, and district. Michael shared he does not trust the longevity of reforms
because, in his experience, the district does not invest time or follow through with reform.
Therefore, he gives minimal effort in terms of implementation. Luann has seen the difference in
how she is expected to use the reform in relation to other teachers and, therefore, does not trust
that their implementation via her administrator is based on compliance rather than academic
change. Using the four characteristics of trust deduced from my research, I posit some measure
of the perception of the administrator’s actions is essential before implementing reform. This
may be done through a focus group centered around providing information regarding the current
climate of the building and perceptions of leadership. Perceptions may also be gleaned from a
survey given to staff centered on the same topics.
Promotion of Relationships. Inherent in trust is the establishment and maintenance of
relationships. Relationships encourage collaboration among people and is important in order to
achieve set goals (Moye et al., 2004; Tschannen-Moran, 2000). Several researchers have written
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with regard to the importance of trust in work relationships during the implementation of reform
as a means to ensure optimal implementation and positive change (Hoy & Tschannen-Moran,
1992, 1999; Louis, 2007). The findings of my study encourage site-level administrators to
understand the importance of the establishment of relationships between themselves and teachers
and among teacher teams; however, I did not come across evidence to support the idea that
relationships are being promoted at both the site and district level.
The data revealed that relationships had an influence on the way teachers interact with
and implement reforms. It is, therefore, vital that the individuals responsible for creating reform
and crafting the mechanisms by which it will be implemented consider how the reform may
depend on the presence of relationships. Doing so means considering the extent to which
teachers must depend on one another to complete tasks and how the reform may negatively
impact trust relationships with the district and at each school site. Administrators must also work
to build structures and create environments where relationships among teacher teams and with
themselves can be created and nurtured. To do this, Van Maele and Van Maele (2009) believe
that administrators should practice distributive leadership which is relationship-based because it
is focused on how leaders build and maintain conditions for positive interactions with others
rather than the implementation of reform. Distributing leadership by giving teachers larger roles
in terms of leadership among their peers places teachers in a position to build relationships with
others in order to maximize collaboration and the completion of goals. My data suggests the
reforms that are created and implemented in a manner that focuses on the relationships among
teachers and between teachers and their administrator boosts results under the reform. Such may
be due to the lack of attention to the relationships that may impede implementation and/or reduce
engagement.
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Administrators can boost trust among teacher teams by accentuating the importance of an
individual teacher’s work as their work supports the interdependent activities of the school that
are aimed at common goals and outcomes (Moye, Henkin, & Egley, 2004). Doing so may come
in the form of a public or private acknowledgement of the teacher’s work and how that work
contributes the work as a whole. At the same time, principals must show that they value the
interdependent relationships among their teacher teams by acknowledging teamwork when it
occurs and investigating teams where collaboration does not take place. My administrator
participant recognized the importance of their relationship with teachers but did not speak to how
teacher teams related to one another. Teacher participants recognized the importance of their
relationship with their team members and the administrator, but many valued their team
relationships with those with whom they share common characteristics rather than work to build
relationships with teammates with whom they had no working relationship. Administrators must
have a pulse on the relationships of their teacher teams and make strides to promote their
dependence on one another to get work down and complete tasks.
Consideration of the Current Atmosphere with an Emphasis on Relationships.
Understanding the existing culture within a group provides a gauge for what could and could not
be expected from a group (Louis, 2007). More specifically, the relationships among teachers and
between teachers and their administrator undergird the established culture. It is with this
understanding that I suggest districts gauge the current atmosphere of the district as well as
individual schools with particular attention to the relationships within the building. Districts
should value the culture, size, and group configuration of schools when creating reform (Van
Maele, 2009). It is vital that reform policy makers include climate and relationships when
creating and rethinking reform (Cohen, 2009). There should be some reasonable consideration
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of a school site’s readiness to implement reform as a whole staff prior to implementation.
Additionally, districts should evaluate trust levels throughout the implementation process
(Shockley-Zalabak, 2000).
Findings revealed that teacher participants lacked trust in the district, administrators,
and/or teacher team in relation to reform implementation. Many participants had a low level of
trust in the district’s implementation of new reform. The overarching reason was the shared
experience of having implemented numerous reforms in a seemingly short span of time with
little to no longevity. These participants reported they interacted with the reform merely out of
compliance. Participants with poor relationships with the district, administrator, and/or teacher
team prior to reform implementation reported a negative stance before and during
implementation that was unable to be overcome. Those teachers with positive relationships had
a positive overall experience with implementation and used the reform to inform their practice.
Such a revelation infers the importance of pre-established positive relationships within each
building.
Implications for Future Research
An overwhelming wealth of trust research speaks to characteristics required for trust and
how those characteristics impact relationships. Research also theorizes the importance of the
administrator’s role in implementation. In order for future researchers to better comprehend the
impact of trust relationships on reform implementation, they should explore relationships before
and after implementation. Future studies can better gauge and potentially build a scale of a
school’s readiness to implement and ability to withstand the implementation of change reform.
Furthermore, future researchers should determine what policymakers are using when crafting
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reform and why consideration for relationships, overall, are not a part of the reform
implementation process.
Summary
This chapter presented a discussion, conclusion, and the implications gleaned from my
study. My discussion presented three connections: relationships and trust with reform,
familiarity to determine trustworthiness, and risk and vulnerability. Under relationships and trust
with reform, I delved deeper into the specific relationship dynamics and outcomes of the
relationship between administrators and teachers. I then presented conclusions I drew within the
context of my study. Next, I offered implications for both research and practice. In summary, it
is vital that reform creators think beyond the mechanics of reform and keep the human factor of
relationships in mind when determining how and in what manner reforms are to be implemented
by teachers and administrators.
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APPENDIX A
INTERVIEW PROTOCOL
Good morning/afternoon,
My name is Courtney Wilson and I am a current doctoral candidate in the Educational
Leadership program at Old Dominion University. I appreciate you willingness to participate in
my study regarding the role trust in accountability. The purpose of this study is to investigate the
role trust plays in the implementation of reform as experienced by administrators and teachers. I
am also interested in the factors that affect reform sustainability. Results will contribute to the
overall literature regarding teacher-administrator trust and reform development. It is my belief
that data drawn from this study will aid in an increased understanding of the actions of school
principals and how those actions, if at all, influence reform implementation at the building level.
My goal for this interview is merely to collect data. Your feedback will not be judged nor
will I be forming an opinion. My interest is learning about the experiences and perception of
teachers and school administrators. I will ask questions about particular details of your
experiences, but all of your responses will remain confidential.
Our interview should last no longer than an hour and is fully dependent upon your
responses and feedback. During our interview I will record our discussion. This will ensure that I
do not miss any vital information you provide. The recording will only be used as a means for
me to transcribe our conversation and will remain confidential at all times. Any identifying
information will remain anonymous. Your participation is completely voluntary and you have
the ability to discontinue the interview at any time. May I have your permission to begin
recording this interview?
Turn on audio recorder.
This discussion will focus on your relationship experiences with teachers as a school
administrator. Specifically, you will be asked questions regarding the various factors that
influence the basis for each relationship and how you interact with teachers on an individual
level. You will have the opportunity to provide subsequent information that you feel will be an
addition to this study.
Demographic Information
1. Tell me a little bit about your background in education.
2. Can you tell me about your past/present teaching/leadership roles?
3. How long have you been teaching here at Autumn Springs Elementary School?
4. How long have you been on your current grade level?
a. How long have you spent with each of the members of your grade level team?
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Important Characteristics
5. Teacher - How do you approach your participation on your current grade level team?
Administrator – Describe what ideal participation on a grade level team looks like.
6. Administrator – What factors determine when and in what ways you interact with
your grade level teams? During grade level meetings, conferences, etc.
7. What are the three most important characteristics you look for in a
teacher/administrator?
8. Why are these characteristics important to you?
9. What characteristics do you look for in a person that you trust?
10. When you think about yourself as a member of your grade level team, what
characteristics do you believe contributes to your interactions with your team
members?
11. During a team meeting, under what circumstances do you feel you most involved?
a. What does this involvement look like?
12. In what way does your relationship with your teacher/administrator affect your work,
if at all?
13. Would you say that trust is needed in order to implement reform effectively and with
fidelity?
Response to Intervention (RTI)
14. What is your understanding of the Response to Intervention database?
a. Did/do you understand its purpose?
b. What do you know about its expected usefulness…
i. …for teachers?
ii. …for administrators?
iii. …for the district?
c. Did you receive initial training prior to having to implement the RTI
database?
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d. How were you prepared for RTI implementation?
e. Were you afforded any freedom in its implementation?
f. Did this freedom, or lack thereof, affect how you implemented it?
g. Was it easy or difficult to implement? What factors made it easy/difficult?
h. If you could repackage the way in which the RTI database was presented to
you, what would you want to see in its introduction?
15. Is there any other information/feedback/insight you’d like to share?
Again, I appreciate you taking the time to provide me with feedback for my study. I will
transcribe this interview and will provide you with a copy of the transcription as soon as
possible. At the time of receipt, please review the transcription and provide feedback regarding
its accuracy and give any additional information that you feel will assist me with my study.
Thank you, once again!
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APPENDIX B
INFORMED CONSENT DOCUMENT
OLD DOMINION UNIVERSITY
PROJECT TITLE: Trust issues: A case study of the relationship between trust and reform
implementation
INTRODUCTION: The purpose of this form is to give you information that may affect your
decision to say YES or NO to participation in this research. The form will be used to record the
consent of those who say YES. The title of this study is Trust issues: A case study of the
relationship between trust and reform implementation. The research study will be conducted at
Old Dominion University.
RESEARCHERS:
Responsible Principal Investigator:
Jay P. Scribner, Ph.D.
Associate Professor
Darden School of Education
Department of Educational Foundations & Leadership
Old Dominion University
120 Education Building
Norfolk, VA 23529
Co-Investigator(s):
Courtney R. Wilson
Darden School of Education
Department of Educational Foundations & Leadership
Old Dominion University
Norfolk, VA 23529
DESCRIPTION OF RESEARCH STUDY
Several studies have been conducted looking into the presence of trust and its ability to affect an
organization’s effectiveness. Absent from the literature is an explanation of how the presence or
absence of trust effects the implementation and implantation of efforts to change an organization.
This study is designed to examine the manner in which trust, or lack thereof, impacts reform
implementation. From the perspective of administrators and teachers this study also seeks to
investigate how, if at all, administrators use trust to encourage reform implementation at the
building level.
If you decide to participate then you will join a study involving research of your experience as an
administrator or teacher and your experience with the Response to Intervention (RTI) database.
You will be interviewed to solicit feedback regarding your role as an administrator or teacher
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and your interactions with the RTI database. Results will contribute to the overall literature
regarding teacher-administrator trust and reform development. If you say YES, then your
participation will last for 30 minutes to 1 hour at your place of employment. Approximately 4
principals and 6 teachers will be participating in this study.
EXCLUSIONARY CRITERIA
To be included in this study, you must currently be employed by Hampton City Schools as a
principal or classroom teacher of grades three through five. Participants must have worked
within the district for a minimum of five years and has had at least two years of experience with
the Response to Intervention (RTI) database.
RISKS AND BENEFITS
RISKS: If you decide to participate in this study, you may face a risk of feelings of uneasiness
and discomfort related to disclosing personal information regarding your work experiences and
interactions with district tools. The researchers have tried to reduce these risks through the use of
volunteer participants. Participants are provided an option to withdraw from the study at any
time and will be provided with a transcript of interviews. As with any research, there is some
possibility that you may be subject to risks that have not yet identified.
BENEFITS: The main benefit to you for participating in this study is for personal growth and
reflection on your professional practices that can come from disclosing and processing your
thoughts and feelings regarding teacher-administrator relationships and reform implementation.
Others may benefit from the continued research on teacher-administrator interactions as they
relate to the implementation of reform efforts at the building level. Additionally, district-level
administrators may benefit from your feedback regarding the manner in which you implement
reform at the building level.
COSTS AND PAYMENTS
The researchers are unable to give you any payment for participating in this study.
NEW INFORMATION
If the researchers find new information during this study that would reasonably change your
decision to participate, they will provide it to you immediately. You are free to withdraw from
the study at any time.
CONFIDENTIALITY
The researchers will take all reasonable measures to keep private information, such as recordings
and interview transcripts, confidential. Only the researchers listed above will have access to your
data. The researchers will remove any identifiers of the data, destroy all tapes, securely delete all
recordings, and store information in a locked file cabinet prior to its processing. The results of
this study may be used in reports, presentations, and publications; but the researchers will not
identify you. Of course, your records may be subpoenaed by court order or inspected by
government bodies with oversight authority.
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WITHDRAWAL PRIVILEGE
It is OK for you to say NO. Even if you say YES now, you are free to say NO later, and walk
away or withdraw from the study – at any time. The researchers reserve the right to withdraw
your participation in this study, at any time if they observe potential problems with your
continued participation.
COMPENSATION FOR ILLNESS AND INJURY
If you say YES, then your consent in this document does not waive any of your legal rights.
However, in the event of harm arising from this study, neither Old Dominion University nor the
researchers are able to give you any money, insurance coverage, free medical care, or any other
compensation for such injury. In the event that you suffer injury as a result of participation in any
research project, you may contact Dr. Jay P. Scribner, the responsible principal investigator at
757-683-5163, Dr. Tancy Vandecar-Burdin, the current IRB chair at 757-683-3802, at Old
Dominion University, or the Old Dominion University Office of Research at 757-683-3460 who
will be glad to review the matter with you.
VOLUNTARY CONSENT
By signing this form, you are saying several things. You are saying that you have read this form
or have had it read to you, that you are satisfied that you understand this form, the research
study, and its risks and benefits. The researchers should have answered any questions you may
have had about the research. If you have any questions later on, then the researchers should be
able to answer them or you can contact Dr. Jay P. Scribner at 757-683-5163.
If at any time you feel pressured to participate, or if you have any questions about your rights or
this form, then you should call Dr. Tancy Vandecar-Burdin, the current IRB chair at 757-6833802 or the Old Dominion University Office of Research at 757-683-3460.
And importantly, by signing below, you are telling the researcher YES, that you agree to
participate in this study. The researcher should give you a copy of this form for your records.

Subject’s Printed Name & Signature

Date

Researcher’s Printed Name & Signature

Date
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INVESTIGATOR’S STATEMENT
I certify that I have explained to this subject the nature and purpose of this research, including
benefits, risks, costs, and any experimental procedures. I have described the rights and
protections afforded to human subjects and have done nothing to pressure, coerce, or falsely
entice this subject into participating. I am aware of my obligations under state and federal laws,
and promise compliance. I have answered the subject’s questions and have encouraged him/her
to ask additional questions at any time during the course of this study. I have witnessed above
signature(s) on this consent form.

Subject’s Printed Name & Signature

Date
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VITA
Educational Foundations & Leadership
Darden College of Education
Old Dominion University
120 Education Building
Norfolk, VA 23529
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